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Abstract
The purpose of this study was to explore the effectiveness of providing scaffolded disciplinary
writing assignments to develop teacher candidates’ multicultural lenses. This study was set in a
secondary education program at one mid-Atlantic university. Faculty in this program focused on
five dimensions of multicultural education (ME) to better serve teacher candidates within their
program through the development of ME-focused disciplinary writing assignments. In required
courses within the program, teacher candidates (TCs) completed assignments such as a student
shadow experience, infographic, journal, community mapping activity, and practitioner journal
article. Qualitative data were collected to explore TCs’ understanding of the ME dimensions
through reflections and focus group transcripts and provide insight on TCs’ understanding of
multicultural education and pedagogical strategies, as well as their perceptions of the generated
disciplinary writing assignments. The researchers found TCs focused on some dimensions of ME
more than others, such as content integration and prejudice reduction. We make

recommendations for practice based on these findings.
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Introduction

Previous research suggests students in teacher preparation programs should be able to
synthesize information from multiple viewpoints (Gibson, 2012), draw conclusions from
findings (Alger, 2006), and reflect on and evaluate their own learning (Etscheidt et al., 2012).
These elements are particularly important with regard to multicultural education (ME) where
these skills are paramount for teacher candidates (TCs) to be successful teachers of diverse
student populations (Ambe, 2006). Howard and Rodriguez-Minkoff (2017) stressed that while
the work on ME is robust, teacher educators need to continually re-examine their programs and
make changes in the field because appreciation and knowledge about diversity is not enough to
make a difference where it matters: with our youth. The significance of faculty sensitivity and
awareness of multicultural issues and need for professional development have also been well
documented (Eifler et al., 2004).

Furthermore, the Council for the Accreditation of Educator Preparation (CAEP, 2013)
established diversity as a significant aspect of teacher preparation programs and subscribes to the
Interstate New Teacher Assessment and Support Consortium (Council of Chief State School
Officers, 2013) standards which address diversity throughout. Despite this, little is known about
the pedagogies of teacher educators who teach through a ME lens and how those teaching
strategies are perceived by TCs (Ellerbrock et al., 2016; Lowenstein, 2009) across their
coursework, beginning in courses that highlight generic instructional approaches such as
classroom management and instructional technology to those that are content specific and
emphasize their disciplinary roots (Moje, 2008, 2015) such as social studies, science, and

mathematics methods courses.
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We consider building coherence in our secondary education program a process
(Richmond et al., 2019). Since the early 1990s, ME researchers (Gay, 1997; Gay & Howard,
2000) have explicitly stated that a sole ME course offering was not sufficient for effective ME
(Lowenstein, 2009). Teacher educators have reported limited success through targeted, “single-
serve” ME courses (i.e., Akiba et al., 2010; Bodur, 2012), and most efforts proven to be
impactful have required time and space for educators to reflect at multiple points throughout
preparation programs. Moreover, TCs’ awareness of these issues evolves as they progress in
their programs (Kumar & Hamer, 2012). Efforts to help developing educators find meaningful
ways to establish equity pedagogies throughout their teaching philosophy and lesson design
require deep understanding of their own cultural norms, others’ cultural norms, and even the
history of oppression, privilege, and systemic injustices for affected populations based on
cultural and demographic membership (Smith, 2009). Therefore, the purpose of this study was to
investigate the development of TCs’ professional beliefs about multicultural education after their
completion of disciplinary writing assignments in the context of a teacher preparation program.
The program prioritizes equity pedagogical theory laden practices (i.e., culturally responsive
pedagogy [CRP], culturally relevant teaching [CRT], and more recently, culturally sustaining
pedagogy [CSP]) as learning outcomes. By illustrating TCs’ understanding of multicultural
education and pedagogical strategies, as well as their perceptions of the generated disciplinary
writing assignments through the analysis of written reflections and focus groups with TCs in four
courses within their teacher preparation program, findings from this study will fill the gap in the

literature, and provide insights on detailed programmatic and pedagogical practices teacher
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educators can use to develop their own and promote TCs’ cultural competence (Ellerbrock et al.,
2016; Gay, 2014).
Disciplinary Writing

Disciplinary literacy has become a focus of higher education programs working to
prepare secondary educators. As defined by Moje (2015), disciplinary literacy includes not just
having knowledge and skills in a particular content area, but it also includes being able to apply
discourse practices (e.g., speaking, listening, reading, writing) that are routine to that content
area. Using this view, programs that prepare secondary educators have a complex task: these
graduates must first be knowledgeable in their content area (e.g., social studies, math, science),
but as future teachers of these content areas, they must also be able to engage in discourse
practices, such as writing, in the ways that experts in each content's home disciplines do. As an
additional benefit, Rainey and colleagues (2020) found that by embedding ways to model
disciplinary writing and practice in the TCs’ academic preparation program, TCs, to varying
degrees, exhibited disciplinary literacy teaching in their internships with their secondary
students.

However, as noted by Colwell and colleagues (2021), most often programs for pre-
service secondary educators do not include instruction on disciplinary literacy. This gap may
leave secondary TCs with little knowledge of how to write in the ways that experts in home
disciplines do. Likewise, the writing that most secondary TCs are asked to complete during their
studies can best be defined as disciplinary expression or academic genre writing (Lim & Polio,
2020), leaving a need for specific multimodal disciplinary writing tasks. Likewise, Lampi and

Paulson (2016) pointed out that disciplinary writing is in addition to academic genre writing as
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this type of writing is a necessary progression to secondary TCs’ development. As such, our
study infused disciplinary writing assignments into secondary programmatic coursework.
Teacher Candidates’ Beliefs and Attitudes

Although definitions of teachers’, and TCs’, beliefs exist, these definitions are not used
consistently (Fives & Buehl, 2012). For the purposes of the current study, we adopted Pajares’s
(1992) definition of beliefs, “an individual’s judgment of the truth or falsity of a proposition” (p.
316). Beliefs can be implicit or explicit, are relatively stable over time, can be situated or
generalized, are related to knowledge, and they exist as individual propositions or larger systems.
If a teacher’s beliefs are in flux, they may not match their practices; TCs’ beliefs may be more
inconsistent than their veteran peers (Basturkmen, 2012). We include beliefs in the framework
for this study because of their complex but important relationship to practices: beliefs can
influence practice, practice can influence beliefs, beliefs may be disconnected from practice, or
beliefs can have a reciprocal but complex relationship to practice (Buehl & Beck, 2014). As
shown in Kumar and Hamer’s (2013) work, TCs’ attitudes and beliefs associated with culturally
diverse students can be positively shaped through their learning and experiences in teacher
preparation programs that have been strategically designed to reduce implicit and explicit bias
and prejudice.

Research has demonstrated TCs’ abilities to develop an understanding of ME and student
diversity through teacher preparation (Castro, 2010; Eifler et al., 2004; Kumar & Hamer, 2012)
and to enact this in their classrooms during student teaching to varying degrees (Castro, 2010).
Indeed, some research even points to the success of teacher education in fostering such shifts in

diverse contexts including ruralities (Anthony-Stevens & Langford, 2020). TCs’ prior personal
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experiences, beliefs, and identities may mediate their teacher preparation experiences (Cherng &
Davis, 2019). The purpose of the current study was to convey the nuances of TCs” ME attitudes
and beliefs following courses that had been systemically redesigned to focus on ME through
disciplinary writing. Figure 1 outlines how the research team situated the work regarding ME
teacher preparation in the context of our secondary education program, local schools, and
national accreditation. This is in line with calls from the field to support TCs’ growth through
reflection (Lin & Lucey, 2010; Sleeter, 2009) and for program coherence to support ME.
[Insert Figure 1 Here]

Dimensions of Multicultural Education

Our study is influenced by Banks’ (1993, 2016) five dimensions of ME: (a) content
integration, (b) knowledge construction, (c) prejudice reduction, (d) empowering school culture
and social structure, and (e) equity pedagogy (see Figure 2). The five dimensions are
interconnected, and equitable curriculum, teaching, and learning becomes possible when
students' identities, cultural experiences, and knowledge are prioritized (Banks, 1993, 2016; Gay
& Kirkland, 2003; Ladson-Billings, 1994, 2014; Morrison et al., 2008). Knowledge about
students' identities and cultural experiences is acquired through interacting with them, their
families, and communities, and what is discovered inspires content integration (Morrison et al.,
2008). Acknowledging that ME in teacher education programs is often presented hierarchically
or is absent certain aspects of identity (Gorski & Goodman, 2011), we also aimed to modify the
program’s curriculum, explicitly addressing multiple categories of identity and a commitment to
transformation and social action (Banks, 2010; Mensah et al., 2018) so diverse perspectives

would stretch TCs’ thinking about education and how they might make changes to their own
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beliefs and future practice.
[Insert Figure 2 Here]

Content integration, the most widely adopted dimension of ME, recognizes that the
existing curriculum is Eurocentric, fosters acculturation, and fails to recognize the multiple
components of students’ identities and how they intersect (Banks, 1993, 2013). Similarly, Paris
(2017) argued "the curricularization of racism"—ways racism and discrimination seep into
curriculum and pedagogy by, for example, excluding how people of color construct knowledge,
use language, and contribute to society— disadvantages all learners and should be disrupted (p.
7). Additionally, Valdés (2018) explored cultures through the teaching and learning of language,
asserting that “curricularizing language” also encompasses “ideologies of language, class, and
identity,” along with “discoursal constructions of otherness including race, class, gender, and
sexuality” (p. 403). Content integration allows for a focus on discipline specific ways of
transforming existing curriculum so contributions, perspectives, concepts, and issues that reflect
varied experiences around race, ethnicity, language, and gender are intricately interwoven in
course materials for the benefit of all students (Banks, 1993, 2013, 2016; Banks & Banks, 1995;
Clark, 2002).

Knowledge construction involves teaching students how “knowledge is created” (Banks,
2016, p. 6) across disciplines and how it is influenced by culture. Ways of knowing may also be
inspired by components of identity such as race, ethnicity, and gender. Using students' identities
and cultural experiences is key in knowledge construction which leans on prior knowledge.
Sleeter (2012) maintained practitioners focus on celebrating and learning about cultural groups

rather than on more essential matters such as teaching “academic knowledge and skills” (p. 569)
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using students’ cultural ways of knowing. Teachers with a ME lens affirm students' identities by
recognizing and centering their home languages, ways of knowing, and ways of conveying what
is known within the context of constructing new knowledge. Similarly, Moje (2015) asserted that
disciplinary literacy involves giving students “opportunities ... to raise questions about the social
and cultural practices and values that shape how knowledge is made and communicated in a
discipline” (p. 268) and it is also about teaching for social justice. Teachers and teacher
educators would have to know their disciplines well to implement both disciplinary literacy
(Hinton & Suh, 2019; Moje, 2008) and ME (Banks, 2016). Based on this, we hoped infusing
disciplinary writing assignments would help TCs process and further develop knowledge and use
of ME.

Prejudice reduction focuses on how teaching strategies can impact beliefs about
marginalized people while an empowering school culture and social structure seeks to
restructure the school so students, regardless of race, religion, ethnicity, gender, or sexuality, are
treated justly (Banks 1993, 2013). Teaching from a ME lens requires questioning inequities in
schools and working to change school structural and organizational practices that impede student
learning. Both of these dimensions were important as we revised elements of the secondary
program to help TCs recognize and identify prejudices and power issues embedded in schools
and in society.

We used Banks’ fifth dimension, equity pedagogy, to classify theories such as CRP,
CRT, and, more recently, CSP that were developed as a direct challenge to deficit perspectives
about poor people and those from underrepresented racial, ethnic, and religious groups (Banks

1993, 2013, 2016, 2018; Banks & Banks, 1995; Howard & Rodriguez-Minkoff, 2017). Banks
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(2018) asserts deficit attitudes about students’ identities are ingrained in some teachers causing
them to engage in demotivational teaching and have low expectations of students, and deficit
perspectives also promote an even greater chasm between school, home, and community
cultures. CRP and CRT position racial, ethnic, linguistic, religious, and socioeconomic
differences as sites of cultural and social capital that are to be leveraged by revising curriculum
and teaching practices to help students achieve academically and further develop cultural
identity. CRP and CRT also include helping students become culturally competent and learning
to interrogate social injustices (Gay & Kirkland, 2003; Gay, 2018; Ladson-Billings, 1994, 1995,
2014). Sleeter (2012) argued equity pedagogies such as CRP and CRT have been marginalized,
understood superficially, understudied, and implemented poorly. Due to their importance in our
study, we dive deeper into equity pedagogies in the next section.
Equity Pedagogies in Teacher Preparation

CRP, CRT, and CSP, the most often-cited equity pedagogies, are about pursuing
academic equity by moving beyond content integration to teaching in ways that affirm students’
cultural and ethnic identities and recognize their different ways of knowing, thinking, engaging,
and speaking (Banks, 2016; Gay & Kirkland, 2003; Ladson-Billings, 1994, 1995, 2014; Paris,
2012). Equity pedagogies also teach students how to become culturally competent, examine
“unequal distributions of power and privilege” (Gay & Kirkland, 2003, p. 180) and develop
“sociopolitical consciousness” (Ladson-Billings, 2014, p. 75).

At the heart of these equity pedagogies, whether CRP, CRT, or CSP, is that students’
culture, identities, and achievement should be at the center of curriculum and practice across

content areas and grade levels. Paris (2012) noted that prior equity pedagogies focused on static,
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singular, and positive notions of culture and aimed to use and maintain heritage and traditional
aspects of culture as students learned White, mainstream communicative practices, culture, and
ways of knowing. Further, Paris (2012) suggested current research and practice does not fully
support the tenets of CRT which were designed to maintain culture and language and develop
critical consciousness, and he questioned whether terms such as “responsive” and “relevant”
sufficiently convey equity pedagogies’ goals. Thus, Paris (2012) proposed CSP, which
recognizes the dynamic nature of race, language, and culture and has several goals, including
sustaining students’ multilingualism and multiculturalism, focusing on both past heritage cultural
ways of knowing and contemporary practices, and interrogating cultural practices. Ladson-
Billings (2014) discussed CSP as a "remix" of CRT “that meets the needs of this century’s
students” (p. 76) and agreed that CRT has been misunderstood, as key tenets were absent from
practice: understanding the vital connections between student identity and educational outcomes,
cultural competence, and social consciousness.

While dimensions of ME have a long, rich history; have been advocated for in national
standards; and have been adopted by teacher preparation programs, there continues to be gaps in
understanding and implementation (Abacioglu et al., 2020; Ladson-Billings, 2014; Morrison et
al., 2008; Paris, 2012; Shannon-Baker, 2018; Sleeter, 2012) and teacher preparation programs
have largely been unsuccessful at preparing teachers to teach diverse students. We were curious
to know how our disciplinary writing assignments implemented across our teacher preparation
program help TCs understand the dimensions of ME, including adopting equity pedagogies,
further developing beliefs about ME, and striving for self and student transformation and social

action within local school contexts and within the national accreditation context (see Figure 1).
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We acknowledge that both university faculty and TCs’ prior knowledge and experiences
influence the ways in which they view their own cultural identity and the cultures of others. We
also contend that ME and related disciplinary writing assignments throughout TCs’ secondary
education program influence TCs’ beliefs about cultural diversity.
Research Questions

The overarching question guiding this research study was: How do our TCs conceptualize
ME following completion of disciplinary writing assignments with a ME focus? To fully
examine this question, two sub-questions were explored in this paper: 1) How do the disciplinary
writing assignments reflect the five dimensions of ME? and 2) What are TCs’ professed beliefs
about the dimensions of ME following completion of disciplinary writing assignments?

Materials and Methods

We chose an intrinsic case study design (Stake, 1995) for this investigation. This type of
case study design is employed to, “learn about that particular case. We have an intrinsic interest
in that case” (Stake, 1995, p. 3). Specifically, we were interested in learning about our own
practices as teacher educators and how our students responded to these practices through the
medium of disciplinary writing assignments. Moreover, case study was the design best suited to
answer the how questions we were interested in regarding our program (Yin, 2009).
Context

This intrinsic case study (Stake, 1995) began in the fall of 2018 in a minority serving,
public university in the southeastern United States when the authors of this manuscript, five
teacher education faculty, collaborated to improve their secondary education program by

increasing their own understanding of multiculturalism and equity pedagogies. This is an
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important aspect to consider because our teacher preparation program is designed to spread
equity pedagogies across the programmatic curriculum in various instructors’ courses in lieu of
offering a single ME course.

Table 1 provides a summary disclosing the ways in which our research team identifies.
The diversity of the research team is unique since only 46% of faculty in higher education are
female, with only 2% identifying as Black, 5% identifying as Asian and Pacific Islander, and
38% as White female (National Center for Educational Statistics [NCES], 2017). This team
shared a commitment to the values of ME and equity pedagogies and wanted to deepen their own
growth in this area as teacher educators. This is in line with calls from the field for teacher
educators to examine their own beliefs and practices as they relate to issues of social justice (e.g.,
Conklin & Hughes, 2016). To accomplish this goal, the research team began by reading
scholarship in this area over the course of about six months including Paris and Alim’s (2017)
edited volume on CSP. We discussed each reading as a group and explicitly connected what we
read to our personal beliefs and practices as teacher educators. We also reflected individually in
writing on our positionality and practices which is in line with the literature on culturally
responsive practices (e.g., Weinstein et al., 2003).

[Insert Table 1 Here]

The process of designing the disciplinary writing assignments began with five secondary
education faculty revising assignments already used within their courses as part of an internal
university grant on improving disciplinary writing assignments (Table 2). Revisions included
many updates such as the addition of roles, authentic tasks, format of expression, scaffolding,

and criterion-referenced rubrics based on equity pedagogies in the literature although we made
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sure the revisions still reflected the distinct disciplinary boundaries drawn across the courses
(Lampi & Paulson, 2016; Lim & Polio, 2020). Next, the secondary education faculty came
together to revise the assignments to include aspects of ME such as content integration,
knowledge construction, and equity pedagogy. The five education faculty members peer
reviewed each other’s work. Next, internal (i.e., within the university’s College of Education &
College of Arts & Letters) and external (i.e., nationally renowned experts within other
institutions of higher education) multicultural and disciplinary writing experts participated in a
group discussion and reviewed the draft writing assignments. The internal and external experts
had expertise in either writing pedagogy and/or ME research. Finally, assignments were
critiqued by three TCs who had previously taken the secondary education courses (see Table 2
for revisions).

[Insert Table 2 Here]

The K-12 student populations within the local school divisions in which many of our TCs
intern or receive job opportunities are diverse with regard to race and ethnicity, language,
socioeconomic status, urbanicity/rurality, and military connections. The local school districts are
predominantly Black (57.9%) whereas the TCs are predominantly White (67.8%). From 2014-
2018, 780 out of 1,294 total graduates from the college of education in which this study was
conducted (approximately 60%), accepted employment in one of the seven local school
divisions.

Participants
This study included consenting undergraduate and graduate TCs enrolled in one section

of the following courses during the spring 2019 semester: classroom management and discipline,
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instructional technology, secondary social studies methods, or secondary science/math methods.
Each of these courses had a field experience component during the semester of study, including
practica and on-site courses, with the exception of instructional technology. Although the focus
of the study is a secondary educator preparation program, due to the structure of the
programmatic pathway, the core courses that were not subject area specific (i.e., not methods
courses) included a subset of TCs who were seeking K-12 or PK-6 licensure. The majority of
consenting participants (n = 43) were majoring in secondary education.
Data Collection

Qualitative data were collected via course based disciplinary writing assignments
provided to students, student written reflections, and five student focus groups. TCs in each of
the courses were provided with the final revised version of their course’s disciplinary writing
assignment to complete as part of their regular course assignments. During the spring 2019
semester, TCs completed a reflection consisting of seven open-ended items (see Appendix A).
TCs also participated in one of five semi-structured focus group interviews which lasted, on
average, 33 minutes. These focus group interviews were held with 4-6 participants from their
respective courses and TCs shared their thoughts on seven additional open-ended items (see
Appendix A). A different project researcher, not the TCs’ current course instructor, led each
focus group. Focus groups were transcribed verbatim and averaged 12 pages of text.
Data Analysis

We followed Saldafia’s (2009) guidelines for conducting multiple rounds of coding to
analyze the disciplinary writing assignments, focus group responses, and reflections.

Specifically, members of the research team began by identifying the five dimensions of
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multicultural education (see Figure 2). Using the identified theoretical underpinnings, the
research team operationalized the five dimensions of multicultural education and identified the
ways in which each of the dimensions was represented in the data for coding (see Table 3). Next,
the project team coded each of the sources of data into the five dimensions where applicable.
Two members of the research team, the faculty member who taught the course where the data
originated from and another research team member, coded the data independently and then
members met and negotiated codes to 100% agreement.

[Insert Table 3 Here]

There were varying numbers of course participants who provided reflection and/or focus
group data. However, it was important that all consenting TCs’ voices were shared as part of this
study, regardless of the low research participation rate in instructional technology (n = 1) and a
minimally enrolled classroom management class (n = 8), which were both considered
foundational courses. The class size and research participation rate were higher in the methods
courses that were composed of students who were farther along in their programs (e.g., science
and mathematics methods [ = 10]; social studies methods [# = 14]. The number of codes
identified for either reflection or focus groups ranged by course from 8-51.

Trustworthiness

We used triangulation of methods, analyst triangulation (Patton, 2002), and numbers
(Maxwell, 2013) to ensure the validity and trustworthiness of our interpretations. We used the
five dimensions of ME as part of an a priori coding to evaluate our integration of the construct.

Our goal was not to pinpoint where the students' knowledge came from, but rather where they
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were after they took our courses. This knowledge could come from students' prior experiences,
or it could have come from other courses. This was beyond the scope of our study.

In the spirit of case study design (Saldana, 2009), we used multiple methods of data
collection: reflections (artifacts) and focus group transcripts. These multiple methods of data
collection allowed us to understand a more robust picture of our teacher candidates’ perspectives.
Our methods of analyst triangulation (Patton, 2002) are described in the preceding section, and
allowed us to ensure that we were applying our code book consistently. Finally, Maxwell (2013)
wrote that many qualitative studies have an “implicit quantitative component” (p. 128) in that
researchers may argue that a phenomenon is rare, typical, etc. We use frequency counts and
general frequency measures to relate our results below.

Results
Dimensions of ME Reflected in Disciplinary Writing Assignments

Each disciplinary writing assignment was constructed to meet at least one of the
dimensions of multicultural education identified in the theoretical framework. Table 4 illustrates
the dimensions of ME most often (%) reflected within the revised ME writing assignments
generated by the course instructors, along with exemplar excerpts directly from the assignments
that align with the ME dimensions. In the foundational courses (i.e., classroom management,
instructional technology), instructors mainly focused on one aspect of ME throughout their
disciplinary writing assignment. The classroom management assignment focused students solely
on writing about prejudice reduction, whereas the instructional technology assignment focused
primarily on content integration. The assignments in the methods courses took a more

comprehensive approach to the dimensions of ME, asking TCs to address ME in a more holistic
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approach for 4-5 dimensions of ME. However, the distribution of the 5 dimensions of ME were
not equivalent in the methods courses’ assignments; the majority of the dimensions in the
science/math methods course assignment fell under equity pedagogies (54.5%), while for the
social studies methods course the majority were under content integration (50%).

[Insert Table 4 Here]

Dimensions of ME Shared by TCs Following Completion of Disciplinary Writing
Assignments

Even though the disciplinary writing assignments in each course focused on differing
dimensions of ME to varying degrees, patterns we identified across the end-of-course reflection
and responses to the focus group questions were similar for each of the four courses. Thus, often
elements of all five dimensions of ME appeared throughout the data for each course.

Through their reflections and focus groups in all four courses, TCs most often identified
content integration, followed by prejudice reduction from the five dimensions of multicultural
education. We elaborate on all five dimensions here with verbatim quotes from our participants.
Table 5 provides the percentages of data coded in each dimension for TCs in each course. See
Appendix B for exemplar quotes from each course highlighting the dimensions represented.

[Insert Table 5 Here]

In terms of the two most prevalent dimensions shared in the data, content integration and
prejudice reduction, there were subtle and nuanced differences across the courses (e.g., what
content the assignment aimed to integrate, how and what prejudice[s] was highlighted for
reduction). In a reflection from the social studies methods course, the TCs explained how they

plan to infuse content integration by “emphasiz[ing] the roles of people of diverse backgrounds
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have played in American history” and “discuss[ing] how various cultural groups in America
have seen their role in society grow.” TC responses were frequently specific to the TCs’
identified content area of study, even for those who were enrolled in general secondary education
preparation courses. For example, a TC in the classroom management course reflected on ways
in which they would integrate ME into their secondary English course content as they “try to get
a better understanding of their [students’] backgrounds first,” and for emergent multilingual
students they suggested asking “what certain words mean in their [first/home] language.”
Additionally, TC responses tended to be more robust in the methods courses in which they
brought in specific examples of how they have interacted with students in their practicum
experiences, or how they have adjusted (or intend to adjust) their pedagogical approaches for
their students to meet various dimensions of ME. One TC illustrated this when they reflected,
“Representation matters, especially in history lessons. When students learn about people who
look like them having an influence on history, they feel that they can do the same.”

TCs noted that prejudice reduction can be integrated into everyday course content to help
promote the message that:

...it’s not only people who look a particular way or who belong to one particular group

who have shaped our society and done amazing things. That people of every race, gender,

national background, whatever it may be, have contributed to global societies.
A TC in the science/mathematics methods class reflected on the importance of prejudice
reduction by first having teachers and students identify their own biases and to “acknowledge
and talk about the different cultures they have, as well as their students.” She went on to share

that in doing so, “students will learn to be more accepting of others’ differences such as



18

DEVELOPING TEACHER CANDIDATES’ MULTICULTURAL LENSES

socioeconomic statuses, languages, and races.” Another TC in the same course reflected about
students of different abilities,

So, for me, my viewpoint on special education learners has definitely changed. What I've

learned is that they are able to be taught, they are teachable, and they can learn. They just

learn at their own pace, in their own different way. And another thing that I learned is
that a lot of them are more disciplined than some of the regular education students, or
general education students. Because they know that they have to work harder, maybe, to
achieve certain academic goals. So they will start on their assignments earlier, and

complete it and turn it in a lot earlier than some of the general education students. And a

lot of times their grades are higher just because of that. Even if they ... and the fact that

they take initiative to study, compared to some of the general education students. So, it's
all about work ethic, and they are able to learn. And you just have to diversify your
instructional methods to fit their needs. And I'm just learning more and more on that each
day I come into my internship. It's great.
Thus, TCs saw the application of prejudice reduction as relevant to race, gender, nationality, and
ability.

The three dimensions that appeared less often in TCs’ responses in the courses, if at all,
included knowledge construction, empowering school culture and social structure, and equity
pedagogies. A TC in the classroom management course shared the way in which they were
considering their students’ knowledge construction, explaining that they “plan to find ways in

which [course content] relates to each student by knowing and understanding their background.
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Maybe [I’d] have groups present on certain topics from their culture’s perspective.” Another TC
in the social studies methods course said,

as history teachers ... it's easier for us because, I mean, there's so many different events

in history that are told from one standpoint, and there might be more limited resources

out there, but there are resources on that same topic from different points of view.
This thought was echoed by other social studies TCs who recognized that the narrative of history
is composed of a variety of voices rather than one “dominant” lens.

TCs in three of the courses shared ways in which they intend to help students empower
themselves, as well as their school and social structure by “giv[ing] students a sense of more
self-advocacy,” “being the change [they] wish [they] had seen in [their] teachers” through
positive role modeling, and “uncovering social injustices that’s going on within their
communities.” For one TC in the science/mathematics methods course, this was a personal goal,
“I became a teacher because I want to see kids, especially kids of color, to succeed in life.”

TCs only mentioned equity pedagogies (by name or concept) in the science and
mathematics methods course. A TC in this course expressed her adamant belief that “everyone
should be trained [in] culturally relevant pedagogy” in order to “go into the teaching profession.”
She went on to explain that in order for some students to “see the point of it [education]” that
“you have to kind of make them want to learn, by incorporating things that they do value, and
putting that within your content.” Another TC noted that they enjoyed reading the work of
Ladson-Billings, while another explained that their internship in an urban school allowed them to
practice cultural relevance.

Discussion
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One of the aims of this study was to apply the dimensions of ME as identified by Banks
(1993, 2016) to TCs’ disciplinary writing assignments, with the goal of helping these TCs further
develop their multicultural lenses. Further, the study aligned itself with Pajares’s (1992)
definition of beliefs as an individual’s view of truth, with the additional aim of helping TCs
further develop as they engage in thoughtful reflection (see Lin & Lucey, 2010; Sleeter, 2009).
LaDuke (2009) found that to help TCs “renegotiate new identities and realities” (p. 44)
programs, such as ours, must weave concepts of ME throughout coursework.

The results indicate that most disciplinary writing assignments for the courses in this
study did not focus on equity pedagogies and thus, this dimension did not appear as often in the
reflections or focus groups. However, in the science and mathematics methods course, this was
highlighted often in the assignment and thus, was expressed more frequently in the student data.
This implies that the design and structure of disciplinary writing assignments are essential to
consider because students concentrate on the aspects of the assignment that are most heavily
emphasized. Course instructors throughout teacher preparation programs should make explicit
connections to relevant theories and discipline specific language to the pedagogical strategies
and assignments used in their own classroom practices. This supports our implication that using
disciplinary writing assignments throughout a teacher preparation program to scaffold student
learning about the dimensions of ME should be done systematically through program-wide
development efforts. Teacher education faculty should be careful to diversify the disciplinary
writing assignments to both meet the curricular needs of their course, but also pay attention to
ways in which the assignments will spiral in complexity and ME dimensions in order to ensure

that TCs are being sufficiently prepared to meet the needs of their diverse secondary classrooms.
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Also, we sought to connect the dimensions of ME and TCs’ understanding of it to the
secondary education program, local schools, and national accreditation contexts (see Figure 1).
We found TCs expressed a more robust understanding of the dimensions of ME as they
progressed through the program, which mirrors Kumar and Hamer (2012); however, our results
are unique in that they are situated within secondary education. The demographics (e.g.,
ethnicity, race, gender) of secondary educators who graduate from our study’s teacher education
program mirrors the demographics of programs nationally. However, the diversity of our
graduates does not always mirror that of the students that they find themselves teaching,
particularly those in school divisions surrounding our institution. The results from our study
show promise of expanding the breadth and depth of TCs’ understanding of the five dimensions
of ME as students progress through our secondary program. In turn, this will help to support TCs
whose racial/ethnic backgrounds do not match their PK-12 students and develop graduates to be
more culturally competent educators within their school divisions.

The results indicate TCs identified instructional strategies they witnessed in schools or
plan to implement that are important for content integration and prejudice reduction. Previous
studies have found that cultural representation in instruction, content, and course materials
matters in terms of disrupting "the curricularization of racism” (Paris, 2016, p. 7) helping
students construct and express knowledge, and validating and affirming students’ cultural
backgrounds (Paris, 2016; Puzio et al., 2017; Ullucci, 2011). Additionally, researchers caution
that content integration and building on students’ assets must be done in thoughtful, meaningful
ways influenced by understanding achievement while getting to know students and their families

(Puzio et al., 2017). The dimensions of ME have not always translated into practice well with
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practitioners focusing mainly on affirming or celebrating diversity rather than on transformation,
agency, and social action (Banks, 2013; Ladson-Billings, 1992/2017; Paris, 2016; Puzio et al.,
2017; Ullucci, 2011). Our results support this, as very few TCs conceptualized ME in terms of
empowering school cultures and school structure as it relates to social justice.
Conclusion

Within the area of secondary education, there are few studies on bridging the gap
between ME and disciplinary writing and TCs’ understanding of multicultural education. These
types of purposefully created assignments can have positive effects on TCs in secondary
education programs. TCs were able to reference their experiences and tie these experiences to
their feelings or as support of their thoughts about ME. Our research further demonstrated one
way in which institutions wishing to be nationally accredited through the Council for the
Accreditation of Educator Preparation ([CAEP], 2013) can excel in standard 4 regarding
program impact and on the cross-cutting theme of diversity. This standard requires curriculum
and evidence centered around diversity and that TCs are given opportunities, experiences, and
assessments to learn more about the various components of diversity. Besides providing
examples of ME assignments from courses within our secondary education program included in
this study, we also provided rich data about how TCs developed their understanding of
multicultural education through these assignments.

Ellerbrock and colleagues (2016) and Suh and Hinton (2015) remind us that teacher
educators have to continue to develop an understanding of their own identities while
simultaneously enhancing their cultural competence as they strive to help TCs do the same. The

authors point out that it is difficult for some teacher educators to practice ME for various reasons
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and that teacher educators need more professional development. In summary, based on this
study, we are highlighting several essential considerations for teacher educators to help infuse
ME through disciplinary writing in a teacher preparation program revision:

e Disciplinary writing assignments can be successfully implemented throughout programs
in both core and content area courses to scaffold multicultural education opportunities.

e For the greatest buy-in and quality of work, the development of ME disciplinary writing
assignments program-wide should be developed in community with the input of ME and
literacy experts and stakeholders (e.g., program faculty, former TCs).

e TCs in content area courses expressed varied aspects of ME explicitly linked to their
content area. Opportunities should be provided for TCs within these courses to grapple
with their own ME beliefs and perceptions, learn more about ME, and reflect on the five
dimensions comprising ME.
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Table 1

Tables

Research Team Self-Identification of Aspects of Diversity
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Academic  Gender Race/ Sexuality Language  Nationality  Ability
Position* Ethnicity
Assistant ~ Female White Heterosexual Monolingual Natural Born Non-
Professor  (cisgender) Citizen disabled
Assistant ~ Female White Heterosexual Monolingual Natural Born Non-
Professor  (cisgender) Citizen disabled
Professor ~ Female Black Heterosexual Monolingual Natural Born Non-
Citizen disabled
Senior Female White Heterosexual Monolingual Natural Born Non-
Lecturer (cisgender) Citizen disabled
Associate  Female Asian Heterosexual Bilingual Korean-Born Non-
Professor Permanent disabled
Resident

Note. *= at time of study.
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Table 2

Disciplinary Writing Assignment Summaries by Course

Course Original Writing Assignment Revised Multiculturally-
Focused Disciplinary Writing
Assignment Summary

I 1 I
Classroom Simulated Lesson: TCs would Student Shadow:

Management complete a mini-lesson in the TCs read and watched videos
U) Mursion Lab, watch the video, and ~ about asset approaches with
write a reflection. students and wrote a blog

reflecting on these readings. They
then shadowed a student for
hours and blogged about the
experience afterward.

Instructional Infographic on Digital Citizenship: Infographic on Relevant Digital
Technology TCs created online posters on digital Citizenship Topic for Students
(U) citizenship. with Multilingual Parent Letter:

TCs created online posters on a
chosen digital citizenship topic
for their group of students and
wrote a parent letter in two
different languages using online
translation tools.

1
Science & Traditional 5E Lesson Plan & Science/Mathematics

Mathematics Practicum Reflection: Practitioner’s Journal Article for

Methods TCs prepared traditional lesson Publication:

(Secondary) plans without explicit foci on equity ~ TCs prepared, revised, & taught,

(G) pedagogies embedded within. an original SE lesson plan
Additionally, TCs reflected on their  through the lens of equity
practicum experience without pedagogy. TCs then transformed
specific questions crafted to expose  these lessons into practitioner
student identities and observed manuscripts through relevant
inequities in classrooms. scaffolded writing assignments

throughout the semester. (e.g.,
survey of potential journals, ME
practicum blogs, article peer
reviews).

I 1 I
Social Studies Personal Teaching Video Reflection: Community Mapping Project:

Methods
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(Secondary) TCs designed one social studies TCs visited one of the local places

(U/G) lesson with their clinical faculty in the school community and
member, taught and videotaped their produced a presentation that
lesson. The video recording was maps out the make-up of the
shared with their classmates and the  school community in terms of
instructor for feedback. race, ethnicity and local culture.

Note. U = undergraduate; G = graduate.
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Table 3

Ways in which Coding was Operationalized from Theoretical Underpinnings, including ways in

which the Dimensions were Observed in the Data

ME Dimensions

Dimensions Operationalized

Dimensions Represented

Including content, examples, and

Text can be general or content
specific curriculum/class integration;

Content . . representation of diverse cultures in
. materials from diverse cultural and s .
Integration ethnic eroups into the curricula books, posters; pedagogical strategies
group that builds relationships and trust
among/between students and teacher
This should reflect how culture is
reflected in a content area. For
Teaching students how “knowledge is example, history is typically taught
created” (Banks, 2016, p. 6) across from a Eurocentric perspective, rather
Knowledge e L : . .
. disciplines and how it is influenced by than acknowledging multiple voices
Construction . . .. . 1
culture/identity (e.g., race, ethnicity, and narratives. Students must indicate
age, gender). how learners (including themselves)
build their understanding through
their own cultural lens.
o Focuses on how teaching strategies ~ Keyword include: respect,
Prejudice . . Lo
. can impact beliefs about marginalized acceptance, tolerance, empathy,
Reduction
people awareness
Empowering Seeks to restructure the school so . ) .
. Challenging structures in one's
School Culture students, regardless of race, religion, i . .

. - . school/community/society, taking
and Social ethnicity, gender, or sexuality, are action on a social fustice issue
Structure treated justly (Banks 1993, 2013). ]

Must mention by CRP, CRT, or CSP
Equity Pedagogies Refers to teaching practices that by name; and/or foundational

include CRP, CRT, and/or CSP

researchers/authors in the fields (e.g.,
Ladson-Billings, Gay, Paris, etc.)
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Table 4

Exemplar Assignment Excerpts for the Dimensions of Multicultural Education by Course, with

Percentages

Dimensions of Multicultural
Education
(%)

Course Assignment: Classroom Management
(4 Codes for Dimensions of ME Identified)

Prejudice Reduction
(100.0%)

Consider how you have seen middle school students
positioned by society at large or even schools by teachers or
administrators. How have they been described? What do
people assume about them? What kinds of activities do they
engage in and how are these perceived by adults? The purpose
of this assignment is to walk with a middle school student in
order to better understand who they are as people, rather than
seeing them through the eyes of adults.

Dimensions of Multicultural
Education
(%)

Course Assignment: Instructional Technology
(2 Codes for Dimensions of ME Identified)

Knowledge Construction
(100.0%)

Audience: The infographic is for your students and their
parents. This is quite a diverse group. You should make sure
your language, images, and videos are appropriate and ones
that your diverse students can culturally relate to. You should
also consider how language is used and what types of
languages other than English may be spoken at home.
Resources that can be translated, such as a YouTube video,
may be best.

Dimensions of Multicultural
Education
(%)

Course Assignment: Secondary Science/Math Methods
(11 Codes for Dimensions of ME Identified)

Content Integration
(18.2%)

What have you learned about teaching diverse (e.g., racial,
ethnic, linguistic...) students? How did teachers make the
exploration of the experiences of marginalized people central
to the curriculum?

Prejudice Reduction
(9.1%)

What are you learning about youth culture? Which youth
cultural practices might be critiqued? For example, are there
practices that might marginalize others? Reproduce
exclusion?
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Empowering School Culture and What do you believe is the purpose of schooling and how do

Social Structure

racial, ethnic, linguistically diverse students fit into that

(18.2%) purpose?
You will prepare, present, and revise an original SE lesson
plan through the lens of culturally sustaining pedagogy (CSP).
Equity Pedagogies The lesson should include content relevant to national
(54.5%) standards and address the importance of CSP. It should also

focus on social justice issues within your discipline, if
possible.

Dimensions of Multicultural
Education
(%)

Course Assignment: Secondary Social Studies Methods
(16 Codes for Dimensions of ME Identified)

Content Integration
(50.0%)

Compelling Question: Is it possible to use the school
community as learning resources in designing and teaching
lesson plans that still meet SOL requirements?

Knowledge Construction
(12.5%)

What is the history of the school’s location? Whose stories
are told in historical markers and signs? Whose stories are
silenced?

Prejudice Reduction
(18.8%)

What have you learned about teaching diverse (e.g., racial,
ethnic, linguistic...) students?

Empowering School Culture &
Social Structure
(12.5%)

How will you apply knowledge of students’ socio-geography
(i.e., the communities they are from) to your future practice?
Briefly discuss how you can use cultural practices and the
history of communities to positively influence the lives of
students in your teaching practices.

Equity Pedagogies
(6.3%)

How did the teacher address culturally relevant content?
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Table 5

Percentage of Data Represented by Each Dimension of Multicultural Education by Course

Cl KC PR ESC&SS EP

Course %) (%) (%) (R (W)
Classroom Management (n = 8) 51.5 12.1 333 3.0 0.0
Instructional Technology (n = 1) 87.5 0.0 12.5 0.0 0.0
Science & Mathematics Methods (n = 10) 41.5 24 293 12.2 14.6
Social Studies Methods (7 =14) 56.9 15.7 255 2.0 0.0

Note. C1 = Content Integration; KC = Knowledge Construction; PR = Prejudice Reduction; ESC
& SS = Empowering School Culture & Social Structure; EP = Equity Pedagogies.
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Appendices
Appendix A

TCs’ Reflection Items and Focus Group Instruments

Reflection Items Focus Group Items
| | 1
You get your first teaching job in your preferred grade What courses have you taken
level teaching the content that you love. You meet your related to teaching at [institution
students on the first day of school and they are a diverse name]? Which one was your
group of kids. Students disclose that they identify as favorite? Why?

African American, Latino, Southeast Asian, and White.
They come from a variety of socioeconomic backgrounds
and you know that some receive both free breakfast and
free lunch. You also have several students who are new to
the country and who are still learning English. What do
you do in the first weeks of school to ensure that you (a)
build relationships with these students and (b) meet their
needs as learners? Please be as specific to your grade level
and area of content (if applicable: e.g., English,
mathematics, science social studies, art, dance) as possible.

| I 1
What is your definition of multicultural education? What is “multicultural

education” to you? How would
you define “multicultural

education?”
| I 1
How have you implemented, or how do you plan to What have you learned about
implement, practices of multicultural education in your multicultural education this
own classroom as a teacher? If you don’t plan to use semester in [your course]?
multicultural education practices in your classroom,
explain why.
| I 1
How have you seen your instructors implement What did you think of the
multicultural education, if at all? disciplinary writing assignment?
What did it help you learn, if
anything?
| I 1
How have you seen teachers—in elementary, middle, or Have your views on teaching
high school—implement multicultural education practices, diverse learners changed this
if at all? semester? Why or why not? If so,

what do you think changed your
mind? [For further probing: For




41

DEVELOPING TEACHER CANDIDATES’ MULTICULTURAL LENSES

example, your instructor,
assignments, readings, etc.]

| | 1
Do you think multicultural education is important? Why or Is there anything else you feel

why not? like you need to know, or
experiences you need to have, in
order to be a successful
multicultural educator? Please
explain your thoughts.

| | 1
Have you read about multicultural education? If so, what What else would you like to tell

have you read? us about multicultural education
or the disciplinary writing
assignment(s) you have
completed in [your course]?
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Appendix B

Exemplar Quotes for the Dimensions of Multicultural Education by Course, with Percentages

Dimensions of

Multicultural
Education
(%)

Course: Classroom Management

Content Integration
(51.5%)

As a secondary English teacher, it would be very important for me to
help them in any way I can. I would make sure to have patience with
them and try to get a better understanding of their background first in
order to help them start moving into English. I'd ask them what certain
words mean in their language and I'd also make sure to get in touch
with their parents or the school counselor to make sure I know
everything I need to know about the students. (Reflection)

Knowledge Construction

(12.1%)

I plan to find ways in which it relates to each student by knowing and
understanding their background. Maybe have groups present on certain
topics from their culture perspective. (Reflection)

Prejudice Reduction
(33.3%)

I think that multicultural education is important because it teaches
appreciation and acceptance. It is also a way of broadening the
perspective of students that are only familiar with one culture.
(Reflection)

Empowering School
Culture and Social
Structure

(3%)

I think in here [course] we've talked about appealing to students'
cultural backgrounds as a management strategy, as a way to make
students feel included and valued, and their perspectives are important;
[... it] is a really big way to give students a sense of more self-
advocacy. (Focus Group)

Dimensions of
Multicultural
Education
(%)

Course: Instructional Technology

Content Integration
(87.5%)

I think just being able to really differentiate your instruction to reach
students from all sorts of backgrounds, like different ethnicities, or
even your students are going to have different experiences in general.
(Focus Group)

Prejudice Reduction
(12.5%)

I think just being more mindful of images I include, and the language I
use, to be more culturally sensitive. We even had to do ... use a QR
code in it. So, I linked my infographic to a video, and I made sure that
the video had the closed captioning, so people could look at that. But
it's just little things, like the images I use, just making sure that I'm
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mindful of these things that I might have overlooked before taking this
class. (Focus Group)

Dimensions of
Multicultural
Education
(%)

Course: Secondary Science and Mathematics Methods

Content Integration
(41.5%)

Since I am studying to be a science teacher, there are tons of ways to
incorporate cultural differences into the material. For instance, when
we talk about ecosystems, we can bring up information about different
countries and their ecosystems, things of that nature. (Reflection)

Knowledge Construction It allows students to feel represented and relate and interact with the

(2.4%)

material in a deeper manner. (Reflection)

Prejudice Reduction
(29.3%)

Multicultural education is very pivotal. Students and teachers belong
to different cultures and teachers should always acknowledge and talk
about the different cultures they have as well as their students. If the
teacher did not do this, students would not know or be aware of how
everyone in the world is a part of different cultures. I believe if
teachers do this in class, students will learn to be more accepting of
others' differences such as socioeconomic statuses, languages, and
races. (Reflection)

Empowering School
Culture and Social
Structure

(12.2%)

Just to have a talk, and just see, like, what's going on in their
communities. And also, you can use it to uncover social injustices
that's going on within their communities as well, and they can realize
that certain social aspects ... where they can make something like
they're an active citizen within their community. They're realizing
what's going on socially, things that they might ... can change, or
possibly work to change eventually. (Focus Group)

Equity Pedagogies
(14.6%)

Okay, so I would say that I feel like everyone should be trained on ...
with culturally relevant pedagogy. They should definitely understand
that you kind of have to ... especially, the younger age groups, like
middle school, and even high school as well. A lot of times they don't
value their education, they don't see the point of it. So, you've to kind
of make them want to learn, and by incorporating things that they do
value, and putting that within your content. So, I feel like any
culturally relevant course that we've taken, which so far there's been a
few, I feel like they should all definitely be requirements for anybody
who's thinking, to go into the teaching profession. (Focus Group)
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Dimensions of

Multicultural
Education
(%)

Course: Secondary Social Studies Methods

Content Integration
(56.9%)

By emphasizing the roles people of diverse backgrounds have played
in American history. Additionally, my goal is to discuss how various
cultural groups in America have seen their role in society grow and
change in the lead up to the present day. (Reflection)

I think multicultural education is taking in ... thinking about other
people's backgrounds as in where they come from genetically, or who
their parents are, where they live, their race, their socioeconomic

Knowledge Construction status, anything that defines who they are as a person. And for a

(15.7%)

multicultural education, I think it's learning about people's
backgrounds and what makes them, and what we can learn about that
person, and how we can provide education, and help them learn, based
off of their different culture. (Reflection)

Prejudice Reduction
(25.5%)

And to me also the importance is that they come out of a K through 12
education knowing that it's not only people who look a particular way
or who belong to one particular group who have shaped our society
and done amazing things. That people of every race, gender, national
background, whatever it may be, have contributed to global societies.
(Focus Group)

Empowering School
Culture and Social
Structure

(2%)

I feel that teaching allows me to have a direct, positive impact on
future generations. I was inspired by both the excellent teachers I had,
and the teachers I felt could have done a better job. It's my goal to be
the change I wish I had seen in my teachers when I was in high school.
(Reflection)
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Figure 1
ME Teacher Preparation in the Context of our Secondary Education Program, Local Schools,

and National Accreditation
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Figure 2

Dimensions of Multicultural Education (Banks, 1993, 2016)

/Knowledge Construction\

«involves teaching students how
"knowledge is created" (Banks,
2016, p. 6)

«involves teaching students how
knowledge is influenced by
culture

o
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«how teaching strategies can
impact beliefs about marginalized
people

/Content Integration

*most widely adopted dimension

« involves authentically including
content, examples, and materials
from diverse cultural and ethnic
groups into the curriculum

G

Multicultural

Education
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mpowering School D

Culture and Social

Structure

« seeks to restructure the school so
students, regardless of race,

ethnicity, gender, or sexuality, are
treated justly (Banks, 1993, 2013)
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CRT, and more recently, CSP
(Banks & Banks, 1995, 2013,
2016; Howard & Rodriguez-
Minkoff, 2017)

~
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Figure Captions
Figure 1: ME Teacher Preparation in the Context of our Secondary Education Program, Local

Schools, and National Accreditation

Figure 2: Dimensions of Multicultural Education (Banks, 1993, 2016)
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