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Over the past fifty years, there has been a dramatic shift in the demographics in our schools. This shift can be attributed to growing cultural and linguistic diversity, access to information, and international communication (Neito, 2000). More than 7,300,000 people immigrated to the United States between 1981 and 1990. This represents a 63% increase over the previous decade (U.S. Bureau of the Census, 1994). About 14% of the nation’s population speaks a language other than English, compared with just 11% in 1980. In 1996 the enrollment in public elementary and secondary schools was 64% White, 17% Black, 14% Hispanic, 4% Asian/Pacific Islander, and 1% American Indian/Alaskan Native. 

Thirty-nine percent of teachers had students with limited English proficiency in their classroom, but only one quarter of those teachers had received training for working with them (U.S. Department of Education, 1997). In 2000, 85% of teachers were White and Middle class while 33% of school-age children were minorities (Xu, 2000). By the year 2025, it is predicted that the proportion of students of color will increase to approximately 50% of the student population, and the majority of teachers will continue to be White, middle-class women (Bollin & Finkel, 1995; Singh, 1996). 

     Due to this increase in diverse populations in our classroom, there is a need for change in the content of the curriculum and the manner in which it is delivered. Teacher education programs can play a major role in this transformation.  Many teacher education programs are adding courses that encompass multicultural education in an attempt to prepare our pre service teachers to meet the needs of a diverse student body. Additionally, programs are placing students into field experiences including student teaching, that are culturally diverse and different from their own (Xu, 2000). The purpose of this review is to examine how colleges and universities are incorporating multicultural education into teacher preparation programs in order to prepare their pre-service students for cultural diversity in the classroom.  Nieto (1996) defines multicultural education as:


“a process of comprehensive school reform and basic education for all students. It challenges and rejects racism and other forms of discrimination in schools and society and accepts and affirms the pluralism (ethnic racial, linguistic, religious, economic, and gender among others) that students, their communities, and teachers represent… because it uses critical pedagogy as its underlying philosophy…multicultural education promotes the democratic principles of social justice.” (p. 307).

Likewise, Grant and Sleeter (1989) described multicultural education as that which “goes beyond education to include strategies that teach students to become critical thinkers and cultivate social action skills” (p. 54). 

Many of the teacher preparation programs that focus on cultural diversity have provided teachers with the technical knowledge and skills to handle cultural diversity and the ability to develop sound intellectual rationale for reflective thinking and decision-making (Morine-Dershimer, 1985). Programs designed to facilitate appropriate teaching decisions in culturally-diverse settings, can assist teachers in a) examining the influence of culture on their own as well as their students’ beliefs; b) increasing their knowledge about culturally diverse groups of students, and c) adapting instruction to the diverse needs of their students (Burnstein & Cabello, 1989). Similarly, Wilkerson (1992) discovered that teachers learned to incorporate new knowledge and scholarship and imagined new ways of organizing and arranging knowledge in a curriculum that was transformed to accommodate diversity. This curriculum acknowledged collaborative as well as individual learning and included new methodologies as well as new ways of teaching and learning (Wilkerson, 1992). 
Wlodkowski & Ginsberg (1995) state that today’s foremost challenge in education is to create learning environments that maintain the cultural integrity of every child while enhancing their educational success. Classroom instruction that is modified in order to respond positively to the home culture of students is known as culturally compatible, culturally congruent (Au & Kawakami, 1994), culturally responsive (Erickson, 1987), and culturally relevant (Ladson-Billings, 1990). Hemmings (1994) observed that culturally responsive teachers: (1) showed sensitivity to students’ life experiences; (2) aligned curriculum with home cultures of students; and (3) organized learning activities in conjunction with student’s social interactional styles. School policies and practices, the curriculum, textbooks and materials, instructional strategies, tracking, recruitment and hiring of staff, and parent involvement strategies need to be analyzed to ensure that they do not devalue the identities of some students and overvaluing others (Neito, 2000).
Importance of Multicultural/Diversity Education/Training


Our nation’s teachers have become more monocultural, and monolingual in the past quarter century (Nieto, 2000). The percentage of White teachers grew between 1971 (88%) and 1996 (90.7%) on the other hand the number of Black teachers has decreased from 8.1% to 7.3%, and those classified as “other” have decreased from 3.6% to 2.0% during the same period of time (National Education Association, 1997). Many current teachers lack extensive personal experiences and professional training in cross-cultural issues, and most would prefer to work in a suburban settings teaching White middle-class youths (Zeichner & Hoeft, 1996). 

Researchers have found that even though a large portion of White pre-service students plan to work with children from another cultural background, as a whole, they bring very little cross-cultural background, knowledge, and experience (Barry & Lechner, 1995; Gilbert, 1995; Larke, 1990; Law & Lane, 1987; McIntyre, 1997, Schultz, Neyhart, & Reck, 1996; Valli, 1995). Preservice teachers have very little knowledge about different ethnic groups, their cultures, histories, participation in and contribution to life in the US. Many teacher education students are not even convinced that all students are capable of learning and often have low expectations for students from low-income homes and students from ethnic minority groups (Tabachnick & Zeichner (1993). Schultz et al. (1996) found that preservice student teachers are fairly naïve and have stereotypic beliefs about urban children, such as believing that urban children bring attitudes that interfere with education. Most White preservice students bring little awareness or understanding of discrimination, especially racism (Avery & Walker, 1993; King, 1991, Su, 1996). Research has indicated that many teacher education students in the US enter their programs viewing student diversity as a problem rather than as a resource, that they focus more on personality factors like motivation and that their ability to talk about student differences in thoughtful and comprehensive ways is very limited (Paine, 1989). 

Teachers own educational experiences, and lack of experience and information regarding minority groups can lead to inappropriate assessment of students’ skill and abilities (Banks, 1989). Additionally the teachers attitudes, expectations and opinions can affect teaching behavior in the classroom (Acosta-Deprez & Monroe, 1996). In order to ensure academic success for all students, it is important for teachers to understand, appreciate, and respect the differences their students bring to the classroom (McFalls, & Cobb-Roberts, 2001). Preservice teachers need training in how to work with students of linguistically and culturally diverse backgrounds. They need to learn how to promote the learning of all students, and to develop educational environments that are fair and affirming (Neito, 2000). Neito states: “we can no longer afford to teach only specialized teachers about children of diverse backgrounds. All courses need to be infused with content related to diversity from secondary math methods to reading” (p.183).

Teacher educators have responded to cultural diversity in a number of ways. 

The most prominent response has been for institutions to ignore diversity and continue to prepare teachers for a mythical homogeneous society where everyone shares the characteristics of the dominant cultural group (Tabachnick & Zeichner, 1993). This is obviously not appropriate given the changing demographics in the population. Another response has been for teacher education programs to give minimal attention to cultural diversity by supplementing the curriculum with bits and pieces of information related to the characteristics of various cultural groups in the society. This approach is often characterized by adding a single course on multicultural education to a teacher education program.

Some teacher education programs have placed a great deal of emphasis upon developing teachers’ cultural sensitivities and preparing them to teach cross-culturally. An attempt is made with this response to infuse issues related to cultural diversity into the entire teacher education curriculum (Tabachnick & Zeichner, 1993). 

Research on Pre-service Teacher Education Strategies

Sleeter (2001) reviewed 80 studies of the effects of various pre-service teacher education strategies. These strategies were grouped into four categories that included: recruiting and selecting students, cross-cultural immersion experiences, multicultural education course work, and program restructuring.

Recruiting and selecting students


Strategies were implemented to increase the number of teachers who are from diverse backgrounds. Programs reviewed included alternative teacher certification program for preparation of teachers of color created through collaboration between two higher education institutions. Another program involved recruiting and selecting those who bring experiences, knowledge and dispositions that will enable them to teach well in culturally diverse urban schools. Haberman (1996) states that urban teachers succeed or fail based on what they bring to teaching more than on what they learn in a pre-service program.  Most research in multicultural teacher education examines how to prepare white preservice teachers. Much more can be done to bring teachers into the profession who culturally match the children in the schools (Sleeter, 2001).  

Cross-cultural Immersion Experiences

This strategy involves teacher education students actually living in communities that are culturally different from their own while they are learning to teach. Studies conducted on community based immersion program have generally reported a powerful impact (Merryfield, 2000; Mayhan, 1982; Melnick and Zeichner, 1996; Mahan & Stachowski, 1993-94; Stachowski & Mahan, 1998; Cooper, Beare, & Thorman, 1990). 

Multicultural Education Coursework


Stand alone Multicultural Education Courses have been added to teacher education programs that consist of predominantly White students. Many of these classes have included teaching strategies that raise awareness about issues related to race and/or culture (Sleeter, 2001). The following are examples of strategies from multicultural education courses that have purported to have raised students’ awareness about race, culture and discrimination:

(  Using autobiography (Clark & Medina, 2000; Florio-Ruane, 1994; Xu, 2000), 

(  Engaging students in a mail cultural exchange with others in very different   cultural context , 

(  Using a simulation of unequal opportunity (Frykholm, 1997), 

(  Teaching about White privilege (Lawrence, 1997; Lawrence & Bunche, 1996),

 (  Engaging students in debate (Marshall, 1998).

Most of the small-scale case studies and reflective narratives have suggested that strategies used in multicultural course work have made an impact on students. A few, however, have been found to be counterproductive (Sleeter, 2001). McDiarmid (1992), for example, studied a multicultural strand in Los Angeles Unified School District- based teacher certification training, which included 15 sessions on background information and pedagogical techniques for working with culturally diverse students. Through interviews with the students, he found that didactic presentations about various groups actually taught stereotypes and generalization and did little to change the thinking among the pre-service students.

Results from eight experimental research design studies reported that after a course in diversity, students’ attitudes are generally more positive than before, however, some studies found only small gains (Baker, 1973, 1977; Bennett, 1979; Bennett, Niggle, & Stage, 1990; Hennington, 1981; Martin & Koppelman, 1991; Rios, McDaniel, & Stowell, 1998; Tran & Young, 1994). The only study with a follow-up found that one month after the course, which lasted only 1 week, gains were lost (Hennington, 1981). It is difficult to say based on this research how much impact multicultural education courses have on White students. Few of the studies examined the impact of multicultural education course work on how pre-service students actually teach children in the classroom. Only Lawrence (1997) subsequently followed students into the classroom during their student teaching to find out how much carryover their learning had. She found the carryover varied widely, depending on the level of racial awareness the student had developed earlier. 

Multicultural Education Course-work With a Field Experience

There have been several studies concerning students experiences in multicultural education courses that include a field experience in a school or community setting. Studies included pre-service student populations that were primarily White, and a major focus of the experience was to raise awareness (Sleeter, 2001). Examples of approaches used in these experiences included, teaching students ethnographic research skills, then having them complete a research project in an urban community or school (Fry & McKinney, 1997; Narode, Rennie-Hill & Peterson, 1994; Olmedo, 1997; Ross & Smith, 1992; Sleeter, 1996) and having preservice students tutor children in cultural contexts that are not primarily White and middle-class (Aaronsohn, Carter, & Howell, 1995; Barton 1999; Boyle-Baise & Sleeter, 2000; Bullock, 1997; Lazar, 1998; Rodriguez, 1998). Case studies were used to describe insights from the students regarding their growth in awareness of culture, knowledge of a context different from their own, and awareness of their own stereotypes. Many students found stereotypes disconfirmed by the experience, but some found confirmation of stereotypes (Sleeter, 2001).

Pretest-posttest studies examining the effects of a course plus a field experience on predominantly White preservice students report mixed findings. Four studies reported a positive change (Bondy, Schmitz, & Johnson, 1993; Grottgau & Nickolai-Mays, 1989; Mason, 1997; Wiggins & Follo, 1999). Bondy et al. studied a course in which students examined why poor and minority students performed less well in school than White, middle-class students. They found that participation in the course and the field experience together had a significant impact. Students who completed one or the other, or neither, however, did not show gains. Conversely, two other studies found that field experience reinforced or produced more stereotypic attitudes (Haberman & Post, 1992; Reed, 1993).  Haberman & Post, (1992) found that most of the White pre-service students they studied interpreted their inner-city field experience mainly through preconceptions they brought with them. The multicultural educational coursework that accompanied the field experience did not assist them in examining their perceptions. By the end of the experience, students reported feeling more confident about their teaching abilities but characterized pupils with more negative descriptions than at the beginning.
Teacher Education Programs that Include Multicultural Education
One approach used to prepare students for cultural diversity is the use of case studies. In the Teachers for Alaska (TFA) Program, case studies are used to highlight the fundamental dilemmas of multicultural teaching in a local cultural context and can address both pre-service teachers and teacher educators inexperience (Kleinfeld, 1998). It offers students a sneak preview of the situations they may find themselves in and strategies successful teachers use for handling them. Teaching cases offers teacher educators a slice of life in culturally diverse contexts that they can analyze with students. This program is designed around problems of teaching experienced in the Alaskan context and makes extensive use of cases as a means of introducing students to deliberation about these problems (Kleinfeld, 1992). These cases, often written by practicing teachers help embed teaching issues within a larger social and cultural context. The program also involves experiences in schools in culturally diverse communities including a one week visit to the Alaska Gateway School district which is home to 20 or more different Indian groups, and three Eskimo groups with a strong language and cultural identification. During the weeks visit, students assist teachers in small rural high schools and participate in community life. Together with the structured debriefing on campus upon their return, this exposure to ethnic minority communities helps introduce students to dilemmas and tensions involved in cross-cultural teaching. The emphasis in the program is on helping prospective teachers learn how to learn from the culturally diverse students and communities with which they work.


There are three ways in which the cases are used in the program; reading cases, writing cases and discussing cases.


Reading Cases consists of a two part process. Part I is where a dramatic problem, which encompasses several related issues, is posed. Part II involves how the issues are addressed.


Writing Cases – during student teaching semester, students write a case about the experience of student teaching. This gives them an opportunity to conceptualize and learn from situations that were uncomfortable during their experience. Cases become the curriculum for the seminar concluding their teacher education program.


Discussing Cases –Seminars designed to assist students with their own emotional as well as intellectual responses to the cases that are presented. These are facilitated by teacher educators to make sure different viewpoints are heard and ensure that students are engaged.  

Cases offer prospective teachers vicarious experience in culturally different settings. They show how expert teachers deal with common difficulties and how unprepared teachers flame out (Kleinfeld, 1998). They also help students realize that many situations are not problems that can be solved but instead “cases”, dilemmas that require all the imagination, intellectual resources, and tact that a teacher possesses. 

Faculty at the University of Wisconsin-Madison have developed a teacher education program in partnership with the Madison school district to prepare elementary teachers to teach from multicultural perspectives in multicultural elementary classrooms. Similar to the use of “cases” by the Alaska program, students tell their colleagues in the cohort, “teaching stories’ intended to illustrate instances of multicultural teaching (Tabachnick & Zeichner, 1993). Further objectives of the program are to have university students become; (1) skilled in teaching children from low-income families and children of color; (2) committed to doing so after graduation; (3) able to make implicit theories of teaching explicit in order to be able to explain and justify teaching choices (Tabachnick & Zeichner, 1993). 

Key characteristics of the program:

· Students volunteer to participate in the program

· The program is centered on 3 semesters of a 4-year undergraduate elementary teacher education program. Courses in methods of teaching and seminars accompanying two 9 week practica and a semester-long student teaching experience are concentrated in these three semesters

· A team of university and school district staff are responsible for planning practice teaching and analytic-responsive experiences in seminars and post-teaching observation meetings. Two members are instructional resource teachers and are veteran teachers who become members of both school district and university staffs. Each is resident in a participating school with partial responsibility for developing curriculum with all teachers in the school, supervising students, and planning for and teaching the seminars together with participating university staff.

· Students remain together as a cohort during the three semesters. They take all their methods courses and seminars together. They have practica and do their student teaching in the same schools. With the guidance and encouragement of the program staff, students form the cohort into a powerful support network where they can teach and learn from one another.

· All students have their practicum and student teaching experiences in just one or two schools during the three semesters. Over the year and a half period they get to know teachers, administrators, the pupils and their families well and assume professional responsibilities that are rarely available to students who spend a semester or less in a school

· Teaching from multicultural perspectives becomes a three semester search. Students explore, invent, and refine meanings. They try to discover implicit theories of teaching and of multicultural education in their teaching actions and then they try to make these explicit so that the theories/practices can be examined and be affirmed or modified. Peer supervision, sharing “teaching stories”, and student journals assist the students’ search.

The ABC’s Model

The ABC’s model was developed to encourage pre-service teachers to continue beyond their multicultural education course, examining their life and cultural experiences and the impact of these experiences on teaching students with cultural and linguistic backgrounds different from theirs (Schmidt, 1999). The Model makes it possible for them to experience the processes of knowing and understanding individual students. The Model further fosters pre-service teachers to respect students’ cultural, linguistic, and life experiences while teaching them reading and writing. Strategies such as multicultural integration and cooperative learning are used during reading and writing instruction with case study students in order to maximize students active engagement and promote success (Schmidt, 1999).

Changes that enhance multicultural education can also occur in the curriculum.

Madrazo, 1998 suggests that integrating multiculturalism into the curriculum can be done in the form of a continuum. The process is described as additive and is implemented by adding something multicultural to science curriculum and instruction.  It involves moving from addition, to integration, to accumulation, and then towards attainment of multiculturalism. 

Madrazo (1998) suggests several strategies for science teachers that include:

(  Choosing curricula and science programs that are culturally sensitive to diverse student populations, and particularly to those who are traditionally underrepresented in science,

(  Infusing discussions of scientific concepts and experiences with appreciation of the different cultures that influenced the nature and structure of the scientific enterprise.

(  Maintaining a classroom climate that encourages students to pursue careers in science, mathematics, medicine, engineering, and technology.

(  Using both cooperative and individual learning activities in doing laboratory investigations and during class discussions, Peer tutoring and problems solving groups are especially useful and encourage students with different learning styles and backgrounds.

(  Encouraging students to be active participants in the learning process. Multicultural science instruction emphasizes dynamic inquiry and exploration, not static, memorized right and wrong answers.

(  Using examples can be that appeal to all students when discussing a lesson. Teachers can incorporate student opinions into discussions to validate student understanding of concepts.

(  Giving students role models by bringing minority scientists in to the classroom to talk about science and their field of expertise.

The ABC’s Model (Schmidt, 1999) includes five components:

1. An autobiography, written in detail by each student to include key life events related to education, family, religious tradition, recreation, victories, and defeats.

2. The biography of a person who is culturally different from the student, written from in-depth unstructured interviews that include key life events.

3. A cross-cultural analysis of similarities and differences between the life stories is charted.

4. An analysis of cultural differences examined in writing with encouragement for students to explain personal discomforts and identify positive affect.

5. Modification for classroom practice and communication plans for literacy development and home/school connections based on the preceding process are designed (pp. 334-335).

This model was used by Schmidt (1998) in her multicultural education course. The application of the model indicated that the preservice and inservice teachers developed sensitivity to their attitudes, feelings, and behaviors toward differences. In subsequent studies conducted by Smith (1998, 1999) teachers learned from the biography and cross-cultural analysis, more about their students than from the student files.

Xu (2000) incorporated an adaptation of the ABC’s Model into preservice teachers’ case studies of individual students diverse backgrounds during their field experiences. Xu (2000), used this Model to serve as a bridge to link teaching to pre-service teachers’ self-examinations of their cultural backgrounds and learning about their students’ backgrounds via a literacy methods course.

The Multiple Abilities Program (MAPS)

The Multiple Abilities Program (MAPS) is an integrated elementary and special education undergraduate teacher prep program designed to prepare teachers who are capable of meeting the diverse needs of children in today’s classrooms, so that students exiting the program are prepared and certified to teach in SPED classroom, regular classrooms, and inclusion classroom models (Donovan & Dolly, 2000).  

One goal of the program is to help the pre-service teachers acquire a broad understanding of three themes: (a) understanding child development and issues of diversity which lead to children’s differential development; (b) empowering children as learners; and (c) utilizing authentic instruction and assessment. Themes serve as an organizing framework for understanding course work, interpreting what happens in field experiences, and making connections from theory to practice (Donovan & Dolly, 2000). Using the three themes, pre-service teachers reflection and critique planning and teaching, consider the appropriateness of tasks and content based on development and diversity and whether children understand the content as well as learning strategies.

Donovan, Rovegno, & Dolly (2000) believe that guided instruction and reflection needs to be built into teacher education programs in order to assist future teachers in their ability to reflect on their own practice. The opportunity for addressing issues of development and diversity can be provided through guided field based methods experiences and can enhance pre-service teachers understanding of the connection between theory and practice. Theory can be seen in action and then discussed applying theories that have been studied in the university/college classroom setting. The connections among children, teaching, subject matter, and theory are immediate and concrete (Donovan, Rovegno, & Dolly, 2000).

Culturally Responsive Teaching

Wlodkowski & Ginsberg (1995) propose a framework for Culturally Responsive Teaching that is based on theories of intrinsic motivation. The model is respectful of different cultures and is capable of creating a common culture that all students can accept. The Framework names four motivational conditions that the teacher and students continuously create or enhance; Establishing Inclusion, Developing Attitude, Enhancing Meaning, and Engendering Competence. In an effort to help educators avoid the confusion between contradictory educational norms and procedures, Wlodkowski & Ginsberg (1995) developed educational norms, procedures and structures for each motivational condition. Norms are the explicit values espoused by the teacher and students. Procedures are learning processes that carry out the norms. Structures are the rules or binding expectations that support the norms and procedures.
1. Establishing inclusion – creating a learning atmosphere in which students and teachers feel respected by the connection to one another.

Norms:

a. Emphasize the human purpose of what is being learned and its relationship to the students’ experience.

b. Share ownership of knowing with all students

c. Collaborate and cooperate. The class assumes a hopeful view of people and their capacity to change.

d. Treat all students equitably. Invite them to point out behaviors or practices that discriminate.

Procedures:

Collaborative learning approaches; cooperative learning; writing groups; peer teaching; multidimensional sharing; focus groups; and reframing.

Structures: 

Ground rules; learning communities; and cooperative base groups.

2. Developing attitude – creating a favorable disposition toward the learning experience through personal relevance and choice.

Norms:

a. Relate teaching and learning activities to students’ experience or previous knowledge

b. Encourage students to make choices in content and assessment methods based on their experiences, values, needs, and strengths

Procedures:

Clear learning goals; problem solving goals; fair and clear criteria of evaluation; relevant learning models; learning contracts; approaches based on multiple intelligence theory; pedagogical flexibility based on style; and experiential learning.

Structure:

Culturally responsive teacher/student/parent conferences. 


3. Enhancing meaning – Creating challenging, thoughtful learning experiences that include student perspectives and values.

Norms:

a. Provide challenging learning experiences involving higher order thinking and critical inquiry. Address relevant, real-world issues in an action-oriented manner.

b. Encourage discussion of relevant experiences. Incorporate student dialect into classroom dialogue.

Procedures:


Critical questioning guided reciprocal peer questioning; posing problems; decision making’ investigation of definitions; historical investigations; experimental inquiry’ invention; art; simulation; and case study methods.

Structures:


Projects and the problem-posing model.

4. Engendering competence – creating an understanding that students are effective in learning something they value.


Norms:

a. Connect the assessment process to the students’ world, frames of reference, and values.

b. Include multiple ways to represent knowledge and skills and allow for attainment of outcomes at different points in time.

c. Encourage self assessment.

Procedures:

Feedback; contextualized assessment; authentic assessment tasks; portfolios and process-folios; tests and testing formats critiqued for bias; and self-assessment.

Structures:

Narrative evaluations; credit/no credit systems; and contracts for grades.

Conclusion

Neito (2000) suggests promoting teaching as a life-long journey of transformation. In order to help prepare future teachers for the journey, schools of education need to provide opportunities for students to do the following:


(  Face and accept their own identities


(  Become learners of their students’ realities


(  Develop strong and meaningful relationships with their students


(  Become multilingual and multicultural


(  Learn to challenge racism and other biases


(  Develop a community of critical friends

Nueharth-Prichett, Reiff, & Pearson, (2000) advocate for a partnership between teacher preparation programs and the public schools in order to prepare effective and sensitive early childhood educators who challenge equity and strive to meet the diverse needs of all students. They suggest the following strategies for teachers: Develop Cultural Biographies, Examine Stereotypes and Prejudices, Examine Diversity Within Seemingly Homogeneous Settings, Examine the Construction of a Personal Identity, Develop Reading Lists, Time Line of Events, Perform Critical Examination of Media, and Breaking Down Stereotypes. These are briefly described below.

Develop Cultural Biographies – classroom or cooperating teachers write their own cultural biographies that include information about religion, ethnicity, race gender, socioeconomic status, and learning styles. These biographies are then shared with colleagues. This process establishes a fundamental base and starting point from which to work, by knowing each other’s backgrounds, teachers will develop more insight into the multicultural development process, also may promote further discussion of diversity with pre-service teachers. Could also use with students in the classroom to explore the cultural backgrounds within their own classrooms.

Examine Stereotypes and Prejudices -  Public school teachers share their critical reflections of their practices and model the reflective manner necessary for democratic principles through a teacher lead seminar. This seminar is lead by teachers with pre-service teachers present which allows the pre-service students to gain insight into the multicultural development process as well as foster greater internalization of reflection on the issues.

Examine Diversity Within Seemingly Homogeneous Settings – When all students appear homogeneous, the public school teacher should assist the pre-service teacher in exploring a more complex view of multicultural education. Factors such as socioeconomic status, special needs, religion, learning styles, and language are often neglected by pre-service teachers when thinking about multiculturalism.

Examine the Construction of a Personal Identity – Teachers need to examine their own cultural identities before helping pre-service teacher education students realize how they fit into a school and societal structure. Previously acknowledged privileges that may have been enjoyed because of race or gender are questioned by teachers during this process. Others are able to see incidents of discrimination and oppression that they have experienced, and are perhaps able to place them outside of an individual context and into a more global structure. 

Develop Reading Lists – Read current, relevant research in order to assist teachers in beginning a critical self-analysis. Can be done in “book club” type settings, where teachers read articles and discuss them in groups. These discussions should include pre-service teachers.

Time Line of Events – Pre-service teachers form small working groups that examine a particular cultural, ethnic, or racial group. Identify the major events in that group’s past and represent them on a time line. Events may center on economic, social, political, and educational issues.  This allows the teacher to gain a clear understanding of that groups past as a vehicle for examining their present status.. Findings from the groups are shared and timelines are combined.

Perform Critical Examination of Media – An examination of movies, television shows, commercials, music videos, and magazines to see how well they represent diversity. Helps to raise teachers’ and students’ awareness of media influences on society.

Breaking Down Stereotypes – Examination of teachers own preconceptions regarding cultural and ethnic stereotypes.


In addition to the above mentioned strategies, follow-up research is needed to determine whether the strategies are having an effect on teachers and pre-service teachers ability to meet the needs of culturally diverse students. There is a need to increase the numbers of teachers from diverse backgrounds into teaching positions and teacher education programs. Lastly, teacher education programs need to continue to examine their teacher preparation programs to keep up with the ever changing population of students entering public schools.
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