DISSERTATION

TRANSFORMATION: THE IMPACTS OF AN INTERCULTURAL EXPLORATION ON

PRESERVICE TEACHERS

Submitted by
Christine June Aguilar

School of Education

In partial fulfillment of the requirements
For the Degree of Doctor of Philosophy
Colorado State University
Fort Collins, Colorado
Summer 2013

Doctoral Committee:
Advisor: William Timpson

Jennifer Cross
Nathalie Kees
Carole Makela



ABSTRACT

TRANSFORMATION: THE IMPACTS OF AN INTERCULTURAL EXPLORATION ON

PRESERVICE TEACHERS

This action research study focuses on the impacts of an Intercultural Exploration project
on 52 preservice teachers enrolled in sections of Schooling in the United States course at
Colorado State University in the School of Education. Goals of the course include the intention
that students will exhibit increased multicultural awareness and cross-cultural competence as
applied to school settings. To inform the study, a review of the literature on multicultural
education, intercultural theory, and transformational learning was conducted. The Intercultural
Exploration project provided students the opportunity to explore their biases and areas where
they lacked understanding of cultural groups, beliefs, and practices. Students spent four hours in

a formal or informal setting focusing on one of their biases or lack of understanding.

Students wrote essays to describe why they choose their projects, their feelings before
and after the experience, how they developed their beliefs and how the project may impact their
future personal and professional behaviors. A five level Transformational Rating was developed
to assess student transformation based on reported beliefs before and after the project and
predicted future personal and professional behaviors. Using the Transformational Rating
Students rated their experience and the instructor/researcher rated each experience based on
essay responses. The average rating by the instructor/researcher was 3.71 and the average rating
by the students was 3.16, indicating that there was a transformation in at least two areas: beliefs,

predictions of personal behavior, and professional behavior.
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Projects were themed by the instructor/researcher as religion (16), behavior (10),
mental/physical status (8), socioeconomic status (5), social groups/organizations (3), sexual
orientation (3), careers (3), current issues (2), and ethnicity/culture (2). Reasons students chose
their projects were because they wanted to explore their own bias (27) or saw opportunities to
learn/understand other perspectives (24). Students reported that their beliefs prior to the project

were developed due to upbringing (18), media (11), negative experiences (8) and other (6).

As a final step, students presented their projects and were asked to discuss the impacts of
presenting to and listening to their peers. Following presentations, students said they felt the
impact of sharing the Intercultural Exploration though uncomfortable at times, helped them to
further understand and articulate their beliefs, while others felt it was an opportunity for their
peers to get to know them better. After listening to their peers present, students expressed they
enjoyed listening to the variety of presentations. Students also said they learned from their peers
and developed a greater awareness of intercultural issues. Students noted they felt a close

connection to their peers and some were surprised at the number of religious focused projects.

The majority of students was positively impacted by the Intercultural Exploration and
experienced a transformation as measured by pre and post beliefs and predicted future personal
and professional behaviors. Students were impacted positively by sharing and listening to the

Intercultural Exploration.

Additional research could focus on replication of the study in other locations to compare
results, variations on the project, and a more detailed Transformational Rating. Observing
students in their first teaching assignments and examining long-term impacts might provide

information for future training of preservice teachers in multicultural competence.
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CHAPTER 1: INTRODUCTION
Background

In today’s society, colleges and universities across the United States are expected to offer
courses that develop an understanding of diversity by their students in teacher training programs.
The increasing diversity among the U.S. population in general and on college campuses in
particular (Justiz, 1994; Spring, 2007) has led colleges to attempt to better prepare their students
to work with diverse populations and become multiculturally competent.

There is increasing pressure on both preservice and inservice teachers to provide
equitable experiences for all students through being multiculturally competent and able to
skillfully facilitate learning and success with diverse populations. The majority of pre K-12
teachers entering the educational profession are white, female, and from middle class
backgrounds while the student population is increasingly diverse (Hodgkinson, 2002). This
student population and their families represent cultures that are extremely varied not only in
racial identity and religion, but also in less obvious ways such as lifestyles, cultural practices,
beliefs and behaviors, mental health, socioeconomic status, learning styles, sexual orientations,

and life experiences among others.

For example consider the following:

*  Between 2001 and 2011, an average of over 1 million persons obtained legal resident
status in the United States (Yearbook of Immigration Statistics, 2011).

* [tis estimated that 7.2 million Americans under the age of 20 are lesbian or gay and that
as many as 14 million school-aged children have one parent who is gay or lesbian (Singer

& Deschamps, 1994).



* Approximately 21% of children under 18 were living in poverty in 2011 (U.S. Census
Bureau, 2011).

* During the 2009-2010 school year, an estimated 10% or 4.7 million students attending
public schools were considered to be English Language Learners (ELLs) (National
Center for Education Statistics, 2012).

* In 2011, for students ages 5-17, 37% of their parents held a bachelor’s degree or higher
(National Center for Education Statistics, 2012).

* Approximately 28% of students lived in single parent households (National Center for
Education Statistics, 2012).

* During the 2009-2010 school year, approximately 13% or 6.5 million students were being
served under the Individuals with Disability Act (IDEA) (National Center for Education

Statistics, 2012).

The Teacher Education Accreditation Council (TEAC) (2010) is the accrediting body for
teacher education programs. Recognized by the United States Department of Education and the
Council for Higher Education Accreditation, TEAC is a national, nonprofit organization
dedicated to improving academic degree programs for professional educators, those who will
teach and lead in schools pre-K through grade 12. TEAC’s focus is to support the preparation of
competent, caring, and qualified professional educators. TEAC Principles and Standards for
Teacher Education Programs (Teacher Education Accreditation Council, 2010) state that
programs must provide evidence that its candidates have addressed the theme of “Multicultural
perspectives and understanding” (p.1). Standard and principle 1.4.2 states “Candidates must
demonstrate that they have learned accurate and sound information on matters of race, gender,

individual differences, and ethnic and cultural perspectives” (p. 1).



Further, the most recent draft of Colorado Department of Education’s Professional
Teaching Standard II states the expectation that teachers “strive to close achievement gaps and to
prepare diverse student populations for postsecondary success” (Colorado Professional Teacher
Standards Commission, 2011, January 30, Draft) and outlines in Standard II “Teachers will
establish a respectful learning environment for a diverse population of students.” Standard II b.
says “Teachers demonstrate a commitment to and respect for diversity in the school community

and world.” It explains:

Teachers draw on diverse cultural competencies to design and implement lessons that
counteract stereotypes, incorporate the histories and contributions of all cultures, and
provide access and equity in the school. Teachers recognize the influence of

race, ethnicity, gender, sexual orientation, religion and other aspects of culture, family
and identity on a student’s development and personality and respond to the relevant
backgrounds of individual students and families. (Colorado Professional Teaching
Standards, 2011, p. 2)

To comply with state and national accreditation requirements, Colorado State University
requires a course titled Schooling in the United States (EDUC 275), as part of their teacher
preparation program. The University Catalog describes the course as exploration into the social,
political, historical, and economic forces that shape the United States system of public schooling
(PreKindergarden-12" grade) (Colorado State University, 2012). The course is required for all
students intending to enter the teacher licensure program and students must have earned a
minimum of 30 credits to register for the course. In addition, the course is one of 19 possible
selections that satisfy the required three credits of Category 3 in the All University Core
Curriculum: Foundations and Perspectives C. Social/Behavioral Sciences requirement of all
baccalaureate programs of study. The main core objective of the course related to this project is

(see Appendix A):

Upon completion of this course, students will be able to:



5. Exhibit increased multicultural awareness and cross-cultural competence as applied to
school settings.

5.¢) Act as a reflective practitioner who habitually reflects on how one’s own
cultural background may influence how she/he teaches and what knowledge
she/he values.
The Teacher Education Standard that support this project is (See Appendix A):
8.2—Develop, on the part of the students, positive behavior and respect for the
rights of others, and those moral standards necessary for personal, family, and
community well-being.
The guiding framework used to teach the course is a series of four umbrella questions
that are embedded throughout the course:
1. What was, is, and should be the purpose of schooling in the United States?
2. What is your role as a future teacher in fulfilling that purpose?
3. How does schooling continue the existing cultural, political, social, economic,
environmental order?
4. How can schooling transform the existing cultural, political, social, economic,
environmental order?
This course is offered each semester with class sizes ranging from 10 to 40 students and
approximately twelve sections are taught each year. The course is organized into four main
sections of study. Section one and two focus on specific issues of diversity such as the history of
marginalized groups in the United States and on multicultural theories. These sections culminate
with the presentation of the students’ Intercultural Exploration. Section three: Reconstruction of
Schooling and section four: Empowerment of You in Schooling focus on school law, funding,
and other topics less related to diversity provide closure to the course.

The Intercultural Exploration, the focus of this study, is one of the main assignments as

outlined in the syllabus (see Appendix A). In addition to the Intercultural Exploration project,



other course assignments include an educational autobiography paper to explore and reflect on
the student’s educational experiences, positionality, and multicultural experiences; a four-hour
classroom observation; a group research and presentation on a topic in education; and a scholarly
narrative paper answering the four umbrella questions. Readings, reading reactions, journal

entries, quizzes, and participation in class activities rounded out the learning activities.

While the language of policies and recommendations for teacher preparation states
teachers should be able to successfully teach diverse populations (Teacher Education
Accreditation Council, 2010; Colorado Professional Teacher Standards Commission, 2011),
there is no specific curriculum provided that is believed to best support teachers to meet these
expectations. Teacher preparation programs attempt to address these requirements through
courses focusing on historical background of the United States’ education system and various
ethnic populations, learning styles, and differentiated instruction for individual differences.
However, there was no evidence in the literature regarding preservice teachers’ levels of

transformation upon completion of these courses.

There is very little in the literature regarding short-term experiences that focus on
preservice teachers examining their biases and lack of multicultural knowledge by engaging in
activities that challenge and potentially change these beliefs. In addition to practices currently in
place, there must be opportunities for individual transformation that enhances the ability to
identify and challenge one’s biases, which may be obstacles to multicultural competence both
personally and professionally. Many questions remain to be answered for teacher preparation
programs. What experiences offer the opportunity for individual transformation? What training
can develop a deepen awareness of and challenge to one’s prejudices and biases? How can

preservice teachers be exposed to experiences that provide the beginnings of a journey to an



open heart, a curious and open mind, continued self-reflection, exploration, and improvement?
How may experiences offered in teacher training programs provide future teachers skills to
develop shared meaning and understanding in the relationships they hope to create with their

students?

Statement of the Problem

Teachers are expected to demonstrate cultural competency and abilities to understand and
facilitate relationships with students, staff, and parents of varying cultural backgrounds. The
Teacher Preparation Program at Colorado State University has one course, Schooling in the
United States (EDUC 275), which specifically focuses on multicultural competence and
inclusive curriculum practices, including a review of the history of marginalized groups in the
United States and the public education system. How may a project in this course provide
opportunities that inspire students to be committed to a lifelong journey of expanding their
competencies to engage with diverse students and families? How does the Intercultural
Exploration experience impact transformation of students’ beliefs and perceptions of their future

personal and professional behaviors?

Purpose and Research Questions

The purpose of this study was to understand the impacts of an Intercultural Exploration
on preservice teachers’ beliefs and perceptions of future personal and professional behaviors. As
this was an action research project with multiple cycles, each one provided opportunities to
improve upon the project. A total of seven cycles were completed from the Spring of 2011
through Spring of 2013. It is my intention that the study will be an impetus for teachers to

engage in their own action research projects. Additionally, the specific Intercultural Exploration



may inspire instructors of preservice teachers seeking to explore intercultural beliefs and future

behaviors to incorporate similar activities in their courses.

The research questions are:

1. What are the impacts of an Intercultural Exploration on transformation in beliefs or
predictions of future actions among preservice teachers enrolled in Schooling in the

United States (EDUC 275)?

la. What are students’ beliefs before and after the Intercultural Exploration?

1b. Why do students choose their specific projects?

Ic. How do students report they developed their beliefs prior to the Intercultural

Exploration?

1d. What are students’ predictions of their future personal and professional behaviors as a

result of participating in the Intercultural Exploration?

2. What levels of transformation occur in students as a result of the Intercultural Exploration
as measured by the Transformational Rating and rated by instructor and student?
3. What do students report about the impact of presenting and listening to peers

following the Intercultural Exploration?

3a. What do students report is the impact of sharing their Intercultural Exploration with

their peers?

3b. What do students report is the impact of listening to their peers share their

Intercultural Explorations?



Terms and Definitions

Action Research: A systematic inquiry conducted by teachers, administrators, counselors
or others with interest in teaching, learning, or school related issues. The process involves
identifying a problem or concern, collecting data, analyzing, and interpreting data and
developing a plan of action (Mills, 2007).

Culture: Heritage and historic memory, geographic or regional origin, circumstance and
situation, and affinity or relational bonds (Anderson & Davis, 2012, p. vii).

Diversity: Ranges of differences in race, ethnicity, social groups, age, gender, sexual
orientation, economic status, religion, occupation, disability, learning styles, behaviors, beliefs,
practices, family structure, and other cultural factors.

Intercultural competence: The ability to relate appropriately in a variety of cultural
contexts (Bennett & Bennett, 2004, p. 149).

Multicultural education: Multicultural education is an idea, an educational reform
movement, and a process. As an idea, multicultural education seeks to create equal educational
opportunities for all students, including those from different racial, ethnic, and social-class
groups (Banks, 1997, para. 1).

Preservice teacher: Students involved in a period of guided, supervised teaching leading
to becoming a competent teaching professional (Virginian Wesleyan College, 2013).

Transformative learning: A process of change of meaning, perspectives, habits of mind,
and mindsets that may move them to more be more inclusive and discriminating. It is reflective

and can guide actions (Mezirow, 2000, p. 8).



Delimitations

The study was confined to students enrolled in Schooling in the United States (EDUC
275) with the instructor/researcher in the spring of 2013 at Colorado State University in Fort
Collins, Colorado. The study included 52 students. All data collected may not be from all 52
students due to non-responses and incomplete reporting. The Intercultural Exploration projects
and resulting data and analysis may not be representative of students enrolled in other Schooling

in the United States (EDUC 275) courses or other teacher training courses at other universities.

Limitations and Assumptions

Students were to complete the project as a part of the course requirements and were given
the opportunity to consent to have their essays and surveys analyzed for the purpose of the study
as a part of the Internal Review Board approved consent process. It is my belief that students

answered their essays and the anonymous surveys honestly.

Researcher’s Personal Teaching Style

I have been asked if I believe that any instructor could assign the Intercultural
Exploration project and have similar results to those reported in this study. My answer is that
each instructors personal style, along with his or her personal disclosure and approach to the
material, creates a classroom climate that shapes the way students receive information and
complete assignments. This style and the environment created are primary drivers of the
learning students take away from the course. Each student brings a unique background, set of
current circumstances, and degree of readiness to learn. The results of the project would likely

vary depending on all of these factors.



To gain an understanding of my own perspective as a teacher and individual, and the
possible influence I may have had on the findings of the project, the following description of the
major influences on my approach to teaching is provided. Over the course of my twenty-years in
the field of education, I have been influenced in my teaching by my desire to express joy and
creativity and to know, understand, and appreciate each individual and to be known by them. In
addition, specific authors have helped me to develop and strengthen my beliefs about teaching
and my classroom presence as the instructor. I am including a brief discussion of each of the

writings that have impacted my teaching and classroom climate.

Palmer’s work, specifically the book, The Courage to Teach: Exploring the Inner
Landscape of a Teacher’s Life (1998), encouraged me to approach teaching as a way to “...bring
more light and life into the world” (p. 8). Palmer helped me to see that teaching is a spiritual
calling. The practice of teaching demands that I be on my own journey toward wholeness,
openness, and contributions. To contribute at the highest level of good as an educator, I must
continually seek to be balanced, curious, adventurous, loving, and kind. Palmer cautions
teachers to be aware of the “...assumptions that students are brain-dead leads to pedagogies that
deaden their brains” (p. 37). He encourages teachers to “...treat our students with civility and
compassion...challenged as well as welcomed” (p. 82). He reminds teachers “Good teachers
possess a capacity for connectedness” (p.11) and recommends teachers provide “...gaps in which
students can think their own thoughts...invite students to probe the unknown...reveal what they
have learned...establish a schedule that allows time for the unexpected” (p. 136). The beauty of
his writing and the way he powerfully supports teaching as a noble important life calling frames

the way that I approach teaching.
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Kessler’s (2000) The Soul of Education: Helping Students Find Connection, Compassion,
and Character at School allowed me to further explore the idea that teaching is about
connection. While I may have intuitively attempted to connect with my students, I did not
understand the depth of the importance of connections and the ideal that connecting to students
supports successful learning outcomes, until I read Kessler’s work. The Seven Gateways to the
Soul in Education is Kessler’s recommended model of connecting with and nourishing the souls
of students. Students yearn for a deep connection; long for silence and solitude; search for
meaning and purpose; hunger for joy and delight; and urge for initiation and transcendence
(Kessler, 2000). Kessler recognizes the First Amendment to the Constitution of the United
States as protecting students from having a worldview or religion imposed on them and
distinguishes the “vital relationships among teaching, learning, and education of the human
heart” (p. xiv) as imperatives in the classroom. In my role as a teacher, I became aware that

reaching students’ hearts is a necessary foundation for optimal learning.

Emotional Intelligence (Goleman, 2005, first published in 1995) focused on the concept
of emotional literacy, “a shorthand term for the idea that children’s emotional and social skills
can be cultivated, and that doing so gives them decided advantages in their cognitive abilities, in
their personal adjustment, and in their resiliency through life” (p. 33). Following the publication
of Goleman’s work, educators began to create programs with social and emotional learning
(SEL) in mind. The Collaborative for Academic, Social, and Emotional Learning (CASEL)
developed five competencies for students’ social and emotional learning (SEL) based on research
evidence in the areas of teacher effectiveness, student engagement, and parental and community
involvement (Bond & Hauf, 2004; Hawkins, Smith, & Catalano, 2004, Nation et al., 2003;

Weare & Nind, 2011 as cited by CASEL, 2011). The competencies are: self-awareness, self-
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management, social awareness, relationship skills, and responsible decision-making. This
framework of social and emotional learning competencies is a guide I use in my daily

interactions with students.

An article that has had a strong influence on my teaching approach is “Dialogical
Pedagogy in Teacher Education: Toward an Education for Democracy” (Fernandez-Balboa &
Marshall, 1994). The idea of dialogical pedagogy warns against traditional teaching strategies as
the ultimate source of information and as the enforcer of what? It encourages a classroom that
approaches learning as an active process where students construct knowledge and the teacher
guides activities. The principles that I have incorporated into my class from Fernadez-Balboa
and Marshall include the right to speak, the right to remain silent, and the right to regulate the

Process.

Jensen’s Walking on Water: Reading, Writing, and Revolution (2004) has encouraged me
to have more fun, be more creative, curious, and flexible in the classroom. This memoir of his
teaching at a college and a maximum security prison encourages teaching and learning to be
about finding one’s own voice and developing freedom and creativity. I have progressively and
successfully given more control of the classroom to my students, thanks to his encouragement.
“...Idon’t know how anyone could possibly say that he or she has successfully run a writing

class without having played hide and go seek...”(p. 146).

The most recent book that has impacted the way I approach my role as a teacher has been
Quiet: The Power of Introverts in a World That Can’t Stop Talking (Cain, 2012). Based on
recent science and study of the brain, it encourages a serious reconsideration of the way
introverts and extroverts are treated in our society. As a teacher, it has changed the way |

manage group projects, classroom discussions, oral presentations, and my interpretations of

12



perceived student involvement or lack of involvement. I have attempted to create a classroom

environment that allows for both introvert and extrovert personality types to thrive.

I have a teaching style that was likely intuitive from the start and has been further refined
by experiences as a student and through additional support from some of the authors discussed
above. Regardless of the content or age group I teach, my approach is based on the following

underlying principles that guide my interactions with students.

* Each of us brings wisdom and knowledge to the classroom that should be engaged and

respected.

* Each student is a unique individual who has a preferred way of learning and
communicating, which must be considered when designing the structure of the course,

daily lessons, and assignments.
* Flexibility is important.
* Self-reflection is necessary to ensure that my motivations and actions will produce the

highest good.

* Self-disclosure and sharing my learning journey both inside and outside the classroom are

important models for students.

The personal mission statement that has guided me since I created it as part of a
requirement for my Masters in Education from the University of Wyoming in 1998 is “I am a
person at peace, who has a balance of professional life, personal life and individuality and who
experiences successes in each area. I will guide others so that they may have a life that is

fulfilling.”
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Can another instructor replicate the results reported by students that occurred when I was
instructing? I again note Palmer’s observation, “Good teachers possess a capacity for
connectedness” (p.11). I believe that similar outcomes are achievable for other instructors if the
instructor possesses the commitment to connecting with students, themselves, and connecting

with the unique individuals who enter their lives both inside and outside of the classroom.

Researcher’s Intercultural Exploration Statement

In the development of the Intercultural Exploration in Schooling in the United States
(EDUC 275), I sought to provide an experience for preservice teachers that would significantly
impact them over a period of time and increase their understanding of and success with students
from diverse backgrounds. While I believed that readings, discussions, and assignments are
helpful in providing background knowledge in the area of multiculturalism, I wanted to provide
students an opportunity to engage in self-reflection of their biases within a safe framework that
allowed them to explore and potentially transform their beliefs and predictions of personal and
professional behaviors. Having taught action research to preservice and inservice masters’ level
students while working on my dissertation, it was clear that using action research as the method
to study the impacts of the Intercultural Exploration was an excellent match for me as an
instructor and as a researcher. It is my hope that this study will provide encouragement for
instructors of preservice teachers to incorporate an Intercultural Exploration into their courses
and instructors seeking to understand the action research process will find this example helpful to

action research projects in their classrooms.

Summary
The expectations for teachers to exhibit multicultural awareness and cross-cultural

competence with students and their families are clear in national and state policies. Teacher
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training programs have responded to these mandates through the inclusion of courses such as
Schooling in the United States (EDUC 275), which seek to develop teachers as reflective
practitioners who assess their cultural backgrounds and examine how these may influence their
practice as a teacher. The Intercultural Exploration aimed to provide students with the
opportunity to explore their biases and lack of understanding, as well as to experience a

transformation in their beliefs and predictions of personal and professional behaviors.
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CHAPTER 2: REVIEW OF LITERATURE

Introduction

This study sought to explore the impacts of an Intercultural Exploration on
transformation in beliefs or predictions of future actions among preservice teachers enrolled in
Schooling in the United States (EDUC 275). It also sought to understand the impact of
presenting and listening to the Intercultural Exploration within the same course. The study was
informed by relevant literature in the area of multicultural education and the underpinnings of
intercultural and transformational theory. Research literature that had similar components to the
study is highlighted. Finally, action research studies that focused on transformation experiences

were included.

The literature supported the relevance and importance of the study at this time period in

education, specifically the training of preservice teachers in the area of multicultural competence.

Multicultural Education

Multicultural education, to be fully understood, must be grounded in a common definition
of culture. Culture is a specific and shared pattern of behaviors and interactions, beliefs, and
understandings collectively held by members of a group. According to Banks, Banks, and
McGee (1989), culture is not a tangible artifact, rather it is the interpretation and perception of
them; it is not material objects, but the values and symbols inherent within them. In Creating
culturally considerate schools: Educating without bias Anderson and Davis (2012), provide a
broad definition of culture as one that avoids being limited to issues of race and ethnicity,
disability, and socioeconomic status. They encourage that the definition of culture should

incorporate the essence of intersectionality to include the consideration of *“...Heritage and
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Historic Memory, Geographic or Regional Origin, Circumstance and Situation, and Affinity or

Relational Bonds (sic)” (p. vii).

What is Multicultural Education? The ideal future teacher workforce is expected to
demonstrate multicultural competence. Many phrases are used interchangeably to describe this
standard. Ladson-Billings (2003) defines culturally responsive teachers as holding high
expectations of their students, being culturally relevant in terms of how and what they teach, and
promoting a socially conscious classroom environment. Hogan (2006) says critical
multiculturalism teaches students to question socially constructed identity categories such as race
and ethnicity. Banks (2011) defines multicultural education as an idea, an educational reform
movement, which seeks to create equal educational opportunities for all students, including those

from different racial, ethnic, and social-class groups.

Rhoads (1998) found three philosophical positions underlying multiculturalism in higher
learning including: conservative multiculturalism, mainstream multiculturalism, and critical
multiculturalism. Conservative multiculturalism stresses that courses on diverse cultures should
be added to the already established curriculum while still maintaining the Western perspective.
Mainstream multiculturalism focuses on offering courses and educational experiences that
expose students to a wide range of cultures and worldviews to better understand the “other” and
as a means to achieve greater tolerance for people of diverse and varied cultures and identities.
The criticism of conservative and mainstream multiculturalism was that these approaches were
focused on tolerance and not transformation.

Rhoads (1998) found that Bensimon’s (1994) focus on social transformation based on

diverse cultures and identities was best captured by the term critical multiculturalism. He stated:
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Coming to terms with cultural diversity involves much more than simply recognizing
differences based on race or ethnicity. Cultural differences also exist when one examines
social groups defined by age, gender, sexual orientation, or economic status (p. 42).
Critical multiculturalism is a liberating form of pedagogy, which challenges students to become
knowledgeable of the social, political, and economic forces that have shaped their lives and the
lives of others (Friere, 1970; Giroux, 1992; hooks, 1994; Rhoads, 1998).
A contemporary analysis of multicultural education by Wrigley, Lingard, and Thompson
(2012) emphasizes that the complex idea of culture is about shared meaning. They point out that
the current understanding of culture in school change literature is lacking in “...careful
consideration of everyday actions, interactions, discourses, visual displays and so on, as they
impact learning” (p. 102). They contend it is important to examine and question the impact on
education provided to all students. Specifically, consideration should be given to the:
* cultural messages of classrooms dominated by the teacher’s voice, closed questions, and
rituals of transmission of superior wisdom;
* current culture of educational target setting and accountability systems as opposed to
more fruitful forms of educational responsibility;
* assumptions about how ability and intelligence impact classroom interactions;
* prejudicial assumptions about single parents, ethnic minorities and ‘dysfunctional’

working-class families.
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According to Banks (2011), multicultural education is a process that involves changing
the total school environment to create equal educational opportunities for all students, reflecting
diverse cultures and groups within a society and within the nation's classrooms.

Why Do We Need Multicultural Education? There is a difference between the current
student and teacher race demographics that should be considered. According to the National
Center for Educational Information (2011) the majority of the K-12 public school teaching

population currently identifies as white (Figure 1).

Teachers: Race Demographics
(2011)

Black
7% ® White

Hispanic ¥ Black
6% Hispanic
Other Other
4%

Figure 1. Demographics of K-12 Public School Teachers by Race. This figure shows the
percentages by teacher race.
In contrast to the teacher race demographics, the U.S. Department of Education, National Center
for Education Statistics, show the student race demographics are much different (Figure 2). For
example, whites represent 54% of the current student population in contrast to the 83% of
teachers who report being white. Further, the ethnic and cultural diversity of the student

population in the United States is predicted to increase. The U.S. Census Bureau (2004) predicts
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that approximately 50% of the U.S. population will be of non-white origin by the year 2050.

Hispanics will constitute almost 25%, non-Hispanic blacks 12 %, Asians 8% and, 5% other.

Student Race Demographics 2010

B White - 53%
Hispanic - 23%
E Black - 16%
B Asian/ Pacific Islander - 5%
B Multi-Racial - 2%

American Indian/ Alaska Native -
1%

1%

Figure 2. Demographics of K-12 Public School Students by Race. This figure shows the

percentages by student race.

Dantley and Tillman (2010) point out that there are significant disparities in educational
opportunities and outcomes among various groups with differences in race, ethnicity, social
class, sexual orientation, and primary language. This leads to the inevitable conclusion that
when preparing future teachers, we must find ways to enhance the multicultural sensitivity of
those who teach in classrooms. The goals of multicultural education are ideals that teachers and
administrators should constantly strive to achieve (Banks, 2011).

Preparing preservice teachers for multicultural classrooms. It is clear that there is a
need to provide opportunities for preservice teachers to develop competency in multiculturalism

and diversity. How should these challenges be addressed? Applebaum (2009) recognizes social
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foundations courses that include a focus on multiculturalism and diversity are challenging to
teach as there is a tension between experiences that may be viewed as partisan while being
educational. Alquist (1991) summarizes what many instructors must ask themselves when

teaching preservice teachers in areas of multiculturalism and diversity saying:

How can the teacher, as problem poser, reflect student reality back to the student in a
nonthreatening, problematic way that will induce self-examination and critical

questioning without imposition? (p. 165)

The opportunity for the examination of self and the development of teacher identity were a
theme in the literature. There is a gap between this kind of theoretical frame and preservice
teacher students’ willingness to re-think their racial identity and “place” in society (Hogan,
2006). Olsen (2011) comments that making use of teacher identity as a conceptual tool is
“essential in order to capture, celebrate, and make positive use of the inherent diversity of all
teachers, students, and educational settings” (p. 267). Teacher education practitioners should
approach teacher self as a “multifaceted, frequently composed of competing parts, and as much
about emotions and ideologies as about rational bodies of intellectual knowledge” (p. 267).

Olsen (2011) summarizes:

Teacher identity offers a holistic framework for how teachers can identify and adjust their
professional identities in relation to dimensions of diversity such as race, culture,
language, class, sexuality, religion, physical ability, national origin, and geography, just

to name a few (p. 267).

Activities that require preservice teachers to examine aspects of their culture and its

effects leads to an awareness of cultural similarities and a deeper understanding of the influence
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of cultural differences in teaching and learning (Irvine, 2003). Villegas and Lucas (2002)
maintain that sociocultural consciousness can be developed through personal examination of
attitudes and dispositions resulting from a self-examination of one’s culture and inequities within
the current educational system and society as a whole. This may lead to preservice teachers who

have more positive expectations of working with culturally diverse students.

In a study conducted by Howrey and Whelan-Kim (2009), preservice teachers’ attitudes
regarding culturally responsive teaching practices were examined. “Culturally responsive
pedagogy for preservice teachers includes prolonged study of the concept of culture, themselves
as cultural beings, and viewpoints and experiences of individuals from other cultures” (p. 125).
In a study conducted by Brown, Parsons, and Worley (2009), 100 elementary preservice teacher
essays on diversity were analyzed for the metaphors to uncover the meanings and understandings
not directly or consciously articulated. Three recommendations resulted from their research.
First, “teacher educators should begin by deconstructing their own stances, perhaps through
analyzing their own assumptions and their own metaphors” (p. 99). Second, “... keep in the
forefront of teacher education practice the understanding that emancipatory learning happens
best in supportive, respectful environments” (p. 99). Finally, it was recommended to support “...
intellectual risk-taking among teacher education faculty and preservice teachers in order to foster
knowledge construction and the development of moral imagination” (p. 100). In a study
examining conversations on the meaning of social justice among teacher education faculty over a
period of time it was recognized that while most programs require preservice teachers to take a
course on multiculturalism or diversity, there are limited opportunities for students to engage in
self-examination as very few programs offer a multiculturalism perspective within courses in the

education program (Zollers et al., 2000).
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Enhancing inservice teachers multicultural competence. In the book, Developing
critical cultural competence: A guide for 21° century educators (Cooper and He, 2011), a guide
for professional development focuses on what professional development should look like and
gives specific tools for a system for teachers unpacking diversity in their lives and then moving
outward to consider their students, their school, and the communities the school serves. Cooper
and Levin encourage teachers develop a deep understanding of diversity and be skilled in cross-
cultural communication by engaging in private and public opportunities for self-reflection to
recognize personal biases and assumptions and understanding why these exist. They note that
culturally competent educators reflect on their practices and seek knowledge about their students,
families, and communities. A professional development curriculum that develops critical

cultural competence would include empathy activities noting:

We believe the kinds of activities that get teachers and administrators out of their
comfort zone and out of their classrooms or school and into the community...are needed
to move from cultural awareness to cultural competence and finally to critical cultural

competence (p. 29).

According to Banks (2001), becoming culturally responsive is an ongoing process that

must be personal. Studies on identity assert that a teacher’s professional identity is:

* dynamic and not fixed,

* arelation between some kind of core identity and multiple selves,

* both a process and a product,

* an ongoing and situated dialectic among person, others, history, and professional

contexts,
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* anpolitical project as much as an ontological frame,
* socially situated and therefore not traditionally psychological,
* clearly differentiated from a teacher’s role,

* not clearly differentiated from a teacher’s “self” (Olsen, 2011).

Instructing preservice teachers in multicultural education. In the article Learning
about racism, Tatum (1992) described experiences teaching a college course focusing on the
psychology of racism. Having taught the course 18 times at three different institutions -
including a large public university, a small state college, and an elite women’s college with class
sizes of 30 students, Tatum identifies strategies for overcoming student resistance. First, the
classroom environment must recognize that students’ “Understanding and unlearning of
prejudice and racism is (sic) a lifelong process that may have begun prior to enrolling in this
class, and which will surely continue after the course is over” (p. 4). Consideration should be
given to creating a classroom and school climate of safety that includes specific guidelines for
dialogue and non-blaming assumptions for exploration within courses where students are tasked
to explore diversity is recommended. Ladson-Billings (2009) states, “no single course or set of
field experiences is capable of preparing preservice students to meet the needs of diverse
learners” (p. 463). A combination of autobiography, restructured field experiences, situated
pedagogies, and returning to the classroom of experts is what will lead to improvements in
teaching. Nieto (2009) believes prospective teachers should be given opportunities to reflect on
the issues of multiculturalism before working with students from diverse backgrounds. Nieto
outlines imperatives for teacher education specifically identifying the need to prepare future

teachers to approach teaching as a lifelong journey of transformation saying:
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I believe that our major responsibility is twofold: to help teachers and prospective
teachers affirm the linguistic, cultural, and experiential diversity of their students while at
the same time opening up new vistas, opportunities, and challenges that expand their

worlds (p. 476).

Helms (1992) developed a model to explain ways an individual develops a racial identity
entitled the White Racial Identity Development Model. The model proposes that there are two
main phases of the continuum--abandonment of racism and defining a non- racist identity. The
model proposes that development begins with contact between blacks and whites in which
whites are oblivious to racism and have not considered racial and cultural differences as
important. In the disintegration phase, there is an increasing consciousness of one’s whiteness
yet a disbelief that racism exists. Reintegration involves an intolerance of other minority groups.
There is movement through Pseudo-Independence that includes an understanding of Euro-
American white privilege and Immersion/Emersion where one is willing to truly confront biases
and more actively confront racism. Finally, in the autonomy phase, one is knowledgeable about
racism and develops a non-racist identity. The model emphasizes a movement along a

continuum with six phases from contact to autonomy as shown in Figure 3.

4
zl.Contact >Z Disi v — >z Rei E - >> Pseudo- >> Immersmn/ 2 \ >
Emersion

Independence

Figure 3. White Racial Identity Development Model. Shows the phases a person may move

through from initial contact with other races to clearly seeing self and others in a non-racist way.
In contrast to Helms’s focus on individual development, Banks’ (2003) research focuses on

curriculum within schools and identifies approaches to integrating ethnic content into the

elementary and high school curriculum happens in stages. Schools may celebrate a multicultural
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holiday without transforming the curriculum in a way that shifts perspectives. Banks’ Four

Levels of Multicultural Curriculum Reform is as follows:

Level 1: The Contributions Approach: focus on heroes, holidays, discrete cultural

elements;

* Level 2: The Additive Approach: Content, concepts, themes, and perspectives are added
to the curriculum without changing structure;

* Level 3: The Transformation Approach: Curriculum structure is changed so that students
are enabled to view concepts, issues, events, and themes from the perspective of diverse
ethnic and multicultural groups;

* Level 4: The Social Action Approach: Students make decisions on important social issues

and take action to help solve them (Banks, 2003, p. 15).

Intercultural Theory

The Developmental Model of Intercultural Sensitivity developed by Bennett (1993) was
created as a framework to explain the observed and reported experiences of people in
intercultural situations. The model is “not a model of changes in attitudes and behavior. Rather,
it is a model of the development of cognitive structure” (p. 153, as cited in Bennett & Bennett,
2004). The model is structured in two main stages with sub stages that are sequential in nature,
see Figure 4. Ethnocentric Stages include denial, defense, and minimization and Ethnorelative

Stages include acceptance, adaptation, and integration.
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Ethnocentric Ethnorelative

1. Denial 4. Acceptance
2 Defense 5. Adaptation

6. Integration

3. Minimization

Figure 4. Developmental Model of Intercultural Sensitivity

Edward T. Hall (1959) is recognized as the father of the field of intercultural training and
was the first to use the term “intercultural communication” and to focus on “micro-culture”. He
was in the Foreign Services Institute as the director of the U.S. State Department’s Point [V
Training Program in Washington, DC. His primary focus was on training foreign services
officers in culture and the intersection of culture and communication. He promoted experiential
learning techniques emphasizing awareness of one’s cultural conditioning, training for actual
everyday encounters among people who are culturally different, accepting differences in a
nonjudgmental manner, and paying attention to the problems of adapting to a foreign culture.
Hall pointed out the need to “fully comprehend ourselves but to the need to delve into the
internal transitions that are made when personal transformation results from intercultural

experience” (Hall, 1956 as cited in Landis, Bennett, & Bennett, 2004, p. 30).

In the Handbook of Intercultural Training (Landis, Bennett, & Bennett, 2004), Paige
provides an overview of intercultural training instruments in the chapter Instrumentation in
intercultural training (p. 85) and proposes ten purposes for using instruments in intercultural

training.
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1. Assessing personal development.

2. Assessing and developing organizations.

3. Analyzing audiences.

4. Exploring cultural, racial, and ethnic identity issues.
5. Demonstrating cultural forms of humane diversity.
6. Presenting theory and bridging theory to practice.

7. Examining topics salient to the training program.

8. Overcoming resistance.

9. Facilitating data-based training.

10. Varying the training activities (p. 87).

There are many instruments available for evaluation of intercultural readiness, competence and

training.

Intercultural competence is broadly defined as “the ability to relate appropriately in a
variety of cultural contexts” (Bennett & Bennett, 2004, p. 149). The authors refer to the
intercultural skill set as “heartset” and include attitudes of curiosity and tolerance of ambiguity,
which are seen as motivators for seeking cultural differences. Intercultural skill sets include the
ability to analyze interaction, predict misunderstandings, and fashion adaptive behavior. The
approach to intercultural competence is based on the idea “knowledge, attitude, and behavior
must work together for development to occur” (Bennett, 2001; Bennett, 2003; Klopf, 2001;

Lustig & Koester, 1999; Ting-Toomey, 1999, as cited in Bennett & Bennett, 2004, p. 149).
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Transformation Theory

Transformational learning is a way of understanding the process that occurs when a
person experiences or is exposed to new information that causes a change in her/his beliefs and
behaviors. Transformation theory attempts to explain the process of formulating individual
understandings and beliefs. Mezirow, who is known as a key researcher in the area of
transformation, emphasizes transformation is “Formulating more dependable beliefs about our
experience, assessing their contexts, seeking informed agreement on their meaning and
justification, and making decisions on the resulting insights are central to the adult learning
process” (Mezirow, 2000, p. 4). Mezirow identifies four key components central to adult
learning process formulating more dependable beliefs about our experiences, assessing contexts,
seeking informed agreement on meaning and justification, and making decisions on resulting

insights (Mezirow, 2000, p. 4).

Transformative theory includes:

* learning to negotiate and act on our own purposes, values, feelings, and meanings
rather than those we have uncritically assimilated from others;
* gaining greater control over our lives as socially responsible clear thinking decision

makers.

Transformational learning, also referred to in the literature as mindful learning (Mezirow, 2000,
p- 7), is the continuous creation of new categories, openness to new information, and awareness
of more than one perspective. The opposite is mindlessness that involves relying on past forms
of action or previously established distinctions and categories. Transformative learning is a

process of transformation of meaning, perspectives, habits of mind, and mindsets that may move
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people to be more inclusive and discriminating. It is reflective and guides actions (Mezirow,

2000, p. 8).

Transformative learning demands an awareness of how we come to our knowledge and
awareness about the values that lead to our perspectives. Transformation includes elaborating
existing frames of reference, learning new frames of reference, transforming points of view, and
transforming habits of the mind. The literature provides recommendations for the optimal
situations for transformative learning including that the individual wants to learn (Mezirow,
2000, p. 30), a willingness to assess reasons and make tentative judgments regarding contested
beliefs (King & Kitchner, 1994), and the opportunity to make public the dilemma to be worked

through (Boyd, 1991).

A sense of agency implies that one can understand perceptively and requires the
ability and disposition to become critically reflective of one’s own assumptions as
well as those of others, engage fully and freely in discourse to validate one’s beliefs,

and effectively take reflective action to implement them (Mezirow, 2000, p. 24).

Mezirow recognizes that transformations may be sudden, dramatic, reorienting insights, or
incremental, involving a progressive series of changes in related points of view that culminate in
a transformation in habit of mind (Mezirow, 2000, p. 21). The most significant and emotionally
exacting transformations involve a critique of previously unexamined premises regarding one’s

self. Transformations often follow some variation of the following:

* disorienting dilemma,
* self examining feelings of fear, anger, guilt, or shame;

* critically assessing assumptions,
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* recognizing discontent and the process of transformation are shared,

* exploring options for new roles, relationships and actions,

* planning a course of action,

* acquiring knowledge and skills for implementing one’s plans,

* trying on new roles,

* building competence and self-confidence in new roles and relationships,

* reintegrating into one’s life on the basis of conditions dictated by one’s new perspective

(Mezirow, J., 2000, p. 22).

A transformative learner may be so inspired with their insights that they may form cells of
resistance to unexamined cultural norms in organizations, communities, families and political
life and they become active agents of cultural change (Mezirow, J., 2000, p. 30). Transformative
learning involves conceptualization of new ideas. Vosniadou and Brewer, 1987 suggest the

learning can fall into categories of:

* Accretion: accumulation of additional information within existing cognitive
schema (understanding);

* Tuning: evolutionary changes in one’s cognitive structures, including improving
the accuracy of schemata to fit the new data required;

*  Weak Restructuring: existing theories are elaborated and new relationships are
made among the data;

* Radical Restructuring: discovery of new paradigms, new core concepts, and the

creation of new schematic structures. (p. 34)
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Revans (1982) contends that changes in beliefs may be the result of objective or
subjective reframing. Objective reframing is the critical reflection on the assumptions of others
encountered in a narrative or in task-oriented problem solving (i.e., “action learning”) (Revans,
1982). Subjective reframing involves critical self-reflection of one’s assumptions about the

following:

* anarrative--applying a reflective insight from someone else’s narrative to one’s own
experience,

* asystem--economic, cultural, political, educational, communal, or other,

* an organization or workplace,

* feelings and interpersonal relations,

* the way one learns including frames of reference. (p. 23)

Adult education is a place where protected learning environments can be created and
transformation encouraged as Mezirow points out “Adult educators are never neutral. They are
cultural activists committed to support and extend those canon, social practices, institutions, and
systems that foster fuller freer participation in reflective discourse, transformative learning,

reflective action and a greater realization of agency for all learners” (Mezirow, J., 2000, p. 30).

Studies focusing on transformation. A phenomenographic study (Paakkari, Tynajala,
& Kannas, 2011), of critical aspects of learning conceptions among 20 health education student
teachers, identified six concepts of learning from their essays and semi-structured interviews.
The concepts included “learning as 1) the reproduction of acquired health knowledge, 2) the

application of health knowledge, 3) developing personal meanings on health matters, 4) the
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transformation of individual thinking, 5) personal growth, and 6) collective meaning making” (p.

705). The researchers state:

student teachers should be exposed to the situations where they are challenged to reflect
and see variations...to become aware of the variations in ways of experiencing learning,
and to ponder the differences between their current way of understanding and the more

advanced ways of understanding that they may be moving towards (p. 712).

Kligyte (2011) sought to understand early career academics’ changes in practice while
enrolled in a University Learning and Teaching program. Using a transformative learning
framework, the researcher analyzed 23 reflective pieces written after the program in which

academics described their self-initiated teaching development activities. The evidence implies:

a