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ABSTRACT 

Nationally, teacher preparation programs are calling 

for an increased level of diversity awareness, and 

therefore teacher preparation programs have answered with 

various courses and integrated attempts to prepare 

preservice teachers to work effectively with an 

increasingly diverse student population. Although there 

are certain agreed upon elements of successful teacher 

preparation for diverse settings, much is unknown about 

teaching across cultures. There is also a need to document 

the process of preparing teachers for cultural diversity. 

In this study, qualitative case study methodology was used 

to understand the experiences of one preservice teacher as 

she considered and enacted culturally relevant teaching. 

The study took place in culturally diverse middle 

school classrooms located in an urban area in the 

Southwest. The participant in the sample was a white, 

female, secondary language arts student enrolled in her 

final year of a post-baccalaureate teacher certification 

program. The participant was enrolled in a cohort program 

that places students in carefully selected classrooms for a 

year of observation and student teaching. Data were 
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collected over a six-month period using academic work, 

interviews, collaborative conversations, teaching cases, 

reflective journals, and observations designed to help 

examine cultural issues in the classroom. Constant 

comparison and analytic induction were used to analyze 

data. Major emerging themes in the data include the areas 

of interaction, opportunity, accommodation, and ownership. 

These characteristics support the work of Ladson-Billings 

(1984) and Nieto (1999) in that they were identified and 

described as elements necessary for culturally responsive 

teaching. Also of interest were the "simplification 

strategies" the participant employed to enact her beliefs 

of culturally relevant teaching. Implications for teacher 

education can be found for initial teacher preparation 

programs, teacher educators, and those interested in 

curriculum and pedagogy as this intensive study of an 

instructive case offers insights into challenges preservice 

teachers encounter in moving their philosophy into 

practice. 
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CHAPTER ONE 

INTRODUCTION 

Only Connect em Forscer 

It was February and therefore I was surrounded by the 

idea of infusing African American literature into the 

classroom readings. As I looked at both the course 

curriculum and at the textbook, I realized that I needed to 

look to outside sources to bring appropriate texts to the 

students. I decided upon a teaching unit that showed 

prejudice through poetry writings of the past century. This 

decision was in keeping with my belief that the literature 

must connect to the students' lives. In reading this 

poetry, I anticipated a rich response from the students 

that was sure to be included in their writing portfolios. 

I amassed a collection of works drawing on the words 

of remarkable black authors such as Paul Laurence Dunbar, 

Countee Cullen, Langston Hughes, and Maya Angelou. To add 

to the written work of these authors, I brought in what I 

considered to be black music, black art works, and even 

black guest speakers to enrich the experience of the 

literature. I just knew that the black students would use 

this background to discuss and write about their own 
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experiences with discrimination and prejudice. Our school 

was officially desegregated, but the students themselves 

were deeply segregated. I anticipated the students 

discussing what I watched daily in the hallways. I was 

sure that we could start to change our attitudes toward one 

another. 

As I prepared to face my ninth grade freshman English 

class, I was deep in what I believed was the practice of 

teaching to the diversity in my classroom. I anticipated a 

rich student response to the literature that would lead to 

not only a rich understanding of the poetry, but to an 

increased awareness of culture and society as well. 

Needless to say, it was a case of the best-laid plans that 

definitely did not go as intended. While my intentions of 

cultural awareness may have been acceptable, my methods 

were flawed. Why didn't they relate as I'd imagined? Why 

was there so much silence during our normally boisterous 

discussions? Why was the student response so careful and 

safe? 

The signs of what I thought were a multicultural 

experience were all there. Not only did the book titles on 

the desks show inclusion of African American literature, I 

had gathered a representative panel of speakers that 
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included both students and adults. The adults discussed 

first hand knowledge of segregation, legal discrimination, 

and memories of blatant prejudice. Overall, the panel 

members contributed a storehouse of information that 

enriched the students, yet at the end of the day the 

students' writing did not reflect a richer understanding of 

the poetry, or of the issues underscoring the discussed 

prejudice. Rather than open up a forum for the discussion 

of prejudice, I had just assumed that as many of my 

students were black, they'd appreciate and relate to the 

poetry and stories of black authors. What I had intended 

to be multicultural education had, in fact, been blatant 

tokenism. 

Teaching to the diversity in today's classrooms is no 

longer a question to many teachers. The dance of teaching 

to the students without assuming who they are is the 

difficult, yet necessary dance of the millenium. The 

question now is just what does it look like to honor the 

backgrounds of the faces in the desks while simultaneously 

giving them the tools of the culture in power? Although 

many cultures remain underrepresented in the current 

literature, it is not enough to merely include 
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representative materials, although that may be an 

appropriate place start. 

I have often wondered what might have happened in my 

English classroom had I focused as much on my students as I 

did on the cultural backgrounds of the authors. The 

conversation might have been an ongoing one rather than the 

"shot in the dark" attempt that failed. Our studies 

probably would have revolved around the social issues I had 

hoped to discuss. Perhaps the students would have had the 

opportunity to learn where and how they fit into our 

American social structure while they celebrated their 

unique worlds. Other students may have had the chance to 

try out a different perspective and learn a new way of 

thinking. My shortsightedness took away the opportunity to 

have an educated discussion of a pertinent social issue. 

Instead, the students ended the experience in silence as 

they were reminded yet again of their place in current 

society. 

Statement of the Problem 

Our nation's teachers do not resemble our nation's 

students. While an obvious contrast in age and experience 
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exists, a deeper difference of culture divides the student 

from the teacher. That variance, if not spanned with a 

bridge of acknowledgement and understanding, will hold the 

students in their powerless place as educators continue to 

shake their heads and mumble about 'kids these days.' On 

the other hand, when a connection is forged between the 

students and teachers that allows each group to be 

respected and valued, both the two segments find themselves 

learning. This cultural bridging is a necessity for both 

today's teacher and the teachers of tomorrow. 

The student population is projected to expand in terms 

of enrollment figures as well as in terms of diversity 

(U.S. Department of Commerce, Bureau of the Census, 1997). 

This diversity encompasses an array of dimensions such as 

race and language. One example of the expansion of numbers 

notes that the growth rates for people of color are 

outpacing the growth rates of the white population. It is 

projected that by the year 2020, if America's current 

growth rate trends continue, students of color will account 

for nearly 46% of school age children (Banks, 1991). The 

accompanying linguistic diversity of these students 

represents another area of growth demanding the attention 

of educators. 
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Language continues to play a major part in schools 

with over 5 million students speaking a native language 

other than English. In addition, 14% of the total school 

age population, or 7.9 million students, live in a 

household where a non-English language is spoken. These 

numbers are expected to increase as a trend was clearly 

established in the reported growth in numbers of language-

minority students in school between 1990 and 1991 (National 

Association Bilingual Education [NABE] , 1993 . ) 

In sharp contrast to this diverse student body is the 

'typical American teacher,' who is a white woman with two 

children and teaching in a suburban elementary school 

(Feiman-Nemser & Remillard, 1996). The current teaching 

force is 90% Anglo (Hadaway, 1993), and the face of the 

future teaching population does not currently appear to be 

changing. Teacher education candidates, who are 

predominantly Anglo and female, have often been 

characterized as 'culturally insular' (Feiman-Nemser & 

Remillard). The concept of cultural insularity conveys the 

idea that teacher candidates in the United States are 

predominantly married middle class women who are of Euro-

American descent, and from rural or suburban communities. 
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The Research About Teacher Education [RATE] studies 

indicate that Anglo females are over-represented among 

prospective teachers (Howey & Zimpher, 1996). Seventy-five 

percent of prospective secondairy teachers and ninety-three 

percent of those preparing to teach in the elementary 

schools are women. The RATE studies also show that these 

women are being prepared by a faculty dominated by white 

men. This man is typically in his late forties or early 

fifties and tenured at either the full or associate 

professor level. He has been at his current place of 

employment for more than 15 years and has taught for a 

minimum of three years at the K-12 level (Ducharme & 

Ducharme, 1996). This under-representation is significant 

in that the reproduction of this white, male culture is 

predominant at our nation's universities of teacher 

training. 

A growing awareness now exists among teacher educators 

for the need to prepare teachers for increasingly diverse 

classrooms and schools. Teacher education currently takes 

place in about 1,3 00 Schools, Colleges and Departments of 

Education [SCDEs] (Darling-Hammond & Cobb, 1996). SCDEs 

are generally located in culturally homogeneous communities 

(Hadaway, 1993) . With regard to SCDE programs, there are 
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some teacher educators who believe that there is a need to 

move beyond no training or cursory training regarding 

diversity (Irvine, 1993). Most graduates from teacher 

preparation programs "...know little about the cultural 

traits, behaviors, values and attitudes different ethnic 

minority groups bring to the classroom and how they affect 

the ways these students act and react to instructional 

situations" (Gay, 1993, p. 182). In addition, many 

preservice teachers are unaware of their personal histories 

and how those experiences may affect their work in the 

classroom. "If we as teachers never become aware of the 

cultural limits that restrict us, how will our students 

learn to transcend them?" (Polites, 1993, p. 54). This 

question takes on a provocative dimension when considering 

the unique situation facing teacher educators. 

The current attrition rate, coupled with the 

anticipated shortages in the teaching force (Darling-

Hammond & Cobb, 1996) presents a unique window of 

opportunity for teacher educators. The number of teachers 

who leave the profession in the early years of their career 

is upwards of 5 0% (Darling-Hammond & Cobb). Projections 

suggest that approximately 40% of public school teachers 

will retire from the field by the year 2003 (Education 
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Department as cited in Riechmann, 1996) . In other words, 

according to Darling-Hammond, who is the director of the 

National Commission on Teaching and America's Future, "By 

the time we restaff the schools in the next ten to fifteen 

years, it will be the biggest overhaul of the teaching 

force in our history" (Riechmann, 1996, p. 1). 

This overhaul in the teaching force presents a 

remarkable opportunity for teacher educators at the 

approximately 1,3 00 SCDEs in our nation. Given that 

teacher educators will have both the privilege and the 

responsibility for educating large numbers of the nation's 

teaching force in the coming decade, this will be an 

extraordinary time. The professorate will have the 

potential to have an even more profound impact on 

prospective teachers' abilities to provide educative 

experiences to an increasingly diverse student population. 

In short, the stage is being set for a realm of 

possibilities to come to fruition, particularly in terms of 

preparing teachers for diversity. The anticipated 

'overhaul' in the coming decade, coupled with the call to 

prepare prospective teachers for increasingly diverse 

classrooms, present teacher educators with opportunities 

for innovation and evolution in this important arena. 
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Although often discussed as an area needing to be 

addressed in preservice teacher programs, research in the 

area of diversity training is emerging at best (Zeichner, 

1996). The major responsibility for preparing teachers to 

work in diverse classrooms falls into one of two 

approaches. The first of these is the infusion approach, 

which places the responsibility for introducing 

multicultural materials and methods equally among the 

courses required in the preparation program. This method 

is preferred (Grant Sc. Sleeter, 1985) , but is not the most 

common experience. The most dominant approach used by 

teacher educators is the segregated approach, which places 

the training in one isolated course or program that is 

often optional for teacher candidates. 

Zeichner and Hoeft (1996) offer details of the courses 

found in current teacher preparation programs. Courses on 

multiculturalism typically approach the instruction as 

either culture specific or as culture general. Culture 

specific materials look for the trends and issues that can 

be attributed to particular races and genders, while the 

culture general approach attempts to prepare teachers to 

mold teaching strategies and techniques to the individual 

student regardless of that student's culture. One danger 
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discussed in the use of culture specific methods, for 

example, is the possibility that discussing trends found in 

a particular racial group may reinforce stereotypes already 

held by the teacher candidate or perhaps instill new 

prejudices (Haberman, 1991). Villegas (1991) suggests that 

culture in general is a preferred method to approaching the 

diversity in the classroom, as all people are members of 

multiple groups and not merely defined by one of those 

descriptors. 

Regardless of whether the approach is based on an 

infusion or a segregated model, and is culture specific or 

culture in general, training typically falls into one of 

two categories as to how the techniques are modeled. These 

two categories are studying about different cultures, as 

opposed to interacting with different cultures. These two 

approaches have dramatically different results (Zeichner & 

Hoeft, 1996). Gomez (1996) suggests that as a 'best 

practice' for diversity training, students must go into the 

field to experience meaningful relationships with people 

different from themselves. As Gomez points out, however, 

these isolated experiences only begin to challenge 

prospective teachers' beliefs about "Other" people's 

children (Delpit, 1995) and fall far short of fulfilling 
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the goal of addressing the skills and knowledge necessary 

to increase the learning of a diverse body of children. 

Purpose of the Study 

When looking at the growing gap between students and 

teachers, there is a siibstantial need for preservice 

teachers to contemplate how to bridge the gap. Teacher 

educators must understand how preservice teachers consider 

and describe culturally responsive teaching techniques. 

Current studies are few with conflicting results. Drawing 

upon data collected from one preservice teacher's 

reflections, and experiences in fieldwork done in an urban 

middle school as documented using academic work, fieldwork, 

reflective journals, interviews, collaborative 

conversations, teaching cases, video viewing and 

observations, I investigated what one preservice teacher 

initially considered to be culturally relevant teaching. 

In addition, I studied her descriptions of culturally 

responsive teaching as it occurs with diverse learners and 

what happened when she enacted this teaching during her 

student teaching experience. This study is a case of one 

exemplary preservice teacher who has sophisticated beliefs 
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in regard to culturally relevant teaching, and uses 

simplified techniques to attempt the enactment of these 

rich beliefs. 

This research design was guided by a constructivist 

framework that builds on the participant's knowledge using 

strategies such as the use of an educational history to 

develop an understanding of one's own culture (Gomez & 

Tabachnick, 1992; Hollins, 1990), and the use of teaching 

cases to examine attitudes and values (Banks, 1991; 

Shulman, 1992). The fieldwork component was designed to 

take place within a culturally diverse classroom in an 

urban area known for low socioeconomic status and high 

crime rates. From these guided experiences, the 

participant and the researcher engaged in collaborative 

conversations (Hollingsworth, 1989) to support experiences 

in the classroom. An additional consideration was that the 

participant was currently attending a large southwestern 

university's initial teacher preparation program that 

actively structures its admissions policy to reflect the 

diversity present in the surrounding urban area. 
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Research Questions 

The questions guiding the research included (1) What 

does a preservice teacher consider to be culturally 

relevant teaching, (2) How does a preservice teacher 

describe culturally relevant teaching, (3) How does a 

preservice teacher use this knowledge of culturally 

relevant teaching in her own teaching, and (4) What sense 

does a preservice teacher make of the initial experience of 

using culturally relevant teaching in a diverse classroom? 

Definitions 

Multicultural Education: Banks (198 9) , considered one of 

the leaders in the field of diversity education, defines 

multicultural education as: 

...at least three things: an idea or concept, an 
educational reform movement, and a process. 
Multicultural education incorporates the idea that 
all students - regardless of their gender and 
social class, and their ethnic, racial, and 
cultural characteristics—should have an equal 
opportunity to learn in school... 

Multicultural education is also a reform 
movement that is trying to change schools and other 
educational institutions so that students from all 
social class, gender, racial, and cultural groups 
will have an equal opportxinity to learn, (pp.2-3) 
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Diversity: Ducette, Sewell, and Shapiro (1996), in an 

article that discusses the problems and possibilities of 

diversity in education, define this term as: 

Encompassing the domain of human 
characteristics that affect an individual's 
capacity to learn from, respond to, or interact 
in a school environment. These characteristics 
can be overt or covert, recognized by the 
individual, or not recognized, and biologically 
or environmentally or socially determined. Some 
of the characteristics are meaningful only as 
they describe an individual; others are more 
meaningful as they describe a group, (pp.324-325) 

Preservice teachers: This term refers to teacher education 

students who are either enrolled in a Bachelor of Arts or 

Science program, or are enrolled in a post-baccalaureate 

program of studies for teacher certification. The 

participant in this study was enrolled in a cohort program 

for her final year of a post-baccalaureate teacher 

certification program. 

Culturally Relevant Teaching: Ladson-Billings' (1994) term 

of culturally relevant teaching is defined as: "The notion 

of 'cultural relevance' moves beyond language to include 

other aspects of student and school culture. Thus, 

culturally relevant teaching uses student culture in order 

to maintain it and to transcend the negative effects of the 
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dominant culture (p. 17)". Although this term is used by 

Ladson-Billings to describe the experiences of African-

American student education, for the purpose of this study 

the term will describe the cultures of all diverse 

students. 

Significance of the Study 

The goal of this study was to examine one 

preservice teacher's development of culturally relevant 

teaching for the secondary language arts classroom. 

Nationally, school districts and teacher preparation 

programs alike are calling for an increased level of 

diversity awareness, and therefore teacher preparation 

programs have answered with various courses and integrated 

attempts to adequately prepare preservice teachers with the 

attitudes, skills, and knowledge necessary to work 

effectively with an increasingly diverse student 

population. Although certain agreed upon elements exist 

for productive preparation of teachers for diverse 

settings, a great deal that is not yet known about both the 

elements of successful teaching across cultures and the 

process of preparing teachers for cultural diversity. 
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How can culturally insular teacher candidates learn to 

teach in a diverse classroom if the teacher educators are, 

themselves, predominantly monocultural with little 

experience in teaching in a diverse setting (Ducharme & 

Ducharme, 1996; Haberman, 1987)? It can be done and must 

be documented so both those working with preservice 

teachers and those helping inservice teachers develop have 

a model of how to explore the issues of a culturally 

relevant pedagogy in a setting where the instructor is 

modeling these same methods. 

I am in a significant situation in that I work in both 

the university world and in a diverse public school in an 

urban setting. As a graduate student, I have had the 

opportunity to be mentored as I worked as a teaching 

assistant for exemplary teacher educators. In addition to 

this mentorship, I have had the opportunity to be the 

instructor for two courses in the initial teacher 

preparation program. These experiences have given me many 

ideas for research opportunities in the area of teacher 

preparation. In addition, I have eight years of teaching 

experience in secondary language arts. Having taught in 

urban, rural and suburban settings and at various levels 

ranging from special needs sixth graders to advanced 
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placement seniors, I have a strong background in public 

school education. 

Much has been made of the need to provide structured 

experiences for preservice teachers that enable them to 

connect the theoretical with the practical. I believe that 

I am uniquely situated to provide that sort of experience. 

Schneider (1987) suggests that much of what happens in 

education does not reach the literature as those most 

deeply involved with the events lack the time and resources 

to document the experiences. This study gives me the 

opportunity to share the research findings that combine 

both the theoretical and the practical. 

Case study methodology is important in this study as a 

detailed description of the development of one teacher's 

beliefs will be a valuable addition to the current 

knowledge in the field of the cultural diversity 

preparation of teachers. This interpretive qualitative 

case study (Merriam, 1988) documents one unique but 

illustrative case from an emic perspective which will 

provide rich details of the experience of how one student 

was able to enrich her understandings of what it means to 

work in a multicultural environment. Perhaps the most 

important contribution this research offers, is insight 
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into what happened when these beliefs were placed into 

action as this teacher began implementing them during her 

initial student teaching experience. This information 

offers knowledge from which teachers, teacher educators and 

those interested in practices in diversity training will 

benefit. 
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CHAPTER TWO 

REVIEW OF THE LITERATURE 

"Those Who Forget the Past are Destined to Repeat It" 

George Sancayana 

Multicultural Education 

Over the past decade, issues of multicultural 

education have been under construction. Repeatedly, the 

message has gone out to increase awareness of the need for 

culturally responsive teaching as our nation's students 

become increasingly diverse. Despite this repeated call, 

however, preservice teachers are still leaving their 

preparation programs without the skills, knowledge, or 

attitudes needed to work with all of their future students. 

Research studies have been compiled (see Garcia, 1996; 

Grant & Secada, 1990; Ladson-Billings, 1995; and Zeichner & 

Hoeft, 1996 for extensive reviews of the literature) and 

many new studies are currently underway to help uncover 

best practices for both preservice and inservice diversity 

education. The issues central to this research include: 

institutional reform, programmatic response, cultural 

studies, and human relations studies. Together, these 



34 

strands of research contribute to the majority of what is 

known about multicultural education. 

Institutional Reform 

On a large scale, Sleeter (1992) called for school 

wide reforms rather than a separate activity that would 

bring about education that is multicultural in nature. 

Suggested change includes areas such as the recruitment of 

preservice teachers and the type of program they would find 

at these remodeled institutions. In order for these 

changes to occur, Nieto (1999) believes that the commitment 

to changing policies and procedures must first exist. This 

transformation must coexist with both personal and 

collegial changes as Nieto clearly states that learning 

cannot be reduced to learning styles, psychological 

concepts, or curricular changes. This change must begin at 

the institutional level. 

Perhaps it must begin with the very students who are 

accepted into the field of teaching. The recruitment of 

minority teachers remains a major issue in the general 

guidelines for reform set down by Zeichner, Grant and Gay 

(1998). This recruitment includes not only the preservice 
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teachers, but also minority teacher educators. These 

guidelines clearly call for better and different means of 

recruitment, but more importantly a supportive system for 

retaining these minority teachers and teacher educators 

once they are a part of the system. As it cannot be 

assumed that minority teachers can automatically teach to a 

diverse population (Gay, 1993), teachers with a 

multicultural perspective must be developed in this 

minority friendly environment. 

This type of teacher development begins with teacher 

educators having knowledge of multicultural education 

{Zeichner et al., 1998). This knowledge must be developed 

and prized by the teacher educator's institution so that 

professional development in the latest discoveries and 

theories can be translated and enacted by that educator's 

students. In addition to passing on that knowledge, 

teacher educators must use their teaching opportunities to 

model that same pedagogy (Cochran-Smith, 1995; Rodriguez & 

Sjostrom, 1995) so that preservice teachers have an 

opportunity to not only consider a culturally relevant 

pedagogy, but to experience it as well. 

Hoffman (1996) emphasizes the necessity of helping 

preservice teachers develop a critical perspective toward 
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multicultural issues. The many ways of developing this 

perspective are outlined in the literature. One such way 

is for teacher educators to help preservice teachers to see 

issues of power (Delpit, 1988) in the classroom. These 

issues of power relate to how power is enacted in the 

classroom and in society. Also included are explicit ways 

to involve those who do not currently hold the power in the 

classroom. This thinking must be conveyed to preservice 

teachers so that they can begin to clarify their own 

perspectives. 

Another way to develop preservice teachers' critical 

perspective is to help them develop a belief that all 

students are capable of learning (Delpit, 1995; Ladson-

Billings, 1995). Delpit believes that this basic tenet, 

along with holding high expectations for every student, 

must be instilled in each preservice teacher who is 

dedicated to entering the teaching profession. This belief 

can then form the basis to help preservice teachers develop 

a culturally responsive pedagogy (Powell, 1996; Zeichner et 

al, 19 98) . Without developing the philosophy of students 

as capable learners, teacher educators will have a 

difficult time pushing preservice teachers to consider ways 

to respond to those learners. 
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Perhaps the first step in developing such teachers is 

to help preservice teachers examine their own identities in 

relation to others (Zeichner et al, 1998). When these 

teachers can know themselves, and their place in the scheme 

of schooling, they will be better suited to look outside of 

themselves to understand the experiences of others. One 

possible way to teach preservice teachers both about 

themselves and their students is to provide structured 

field experiences to explore diversity (Price & Valli, 

1998; Rios et al., 1997). Through experiences such as 

these, preservice teachers can begin to see themselves in 

more detail and therefore begin to get a clearer picture of 

the students. 

Programmatic Response 

In addition to an institutional responsibility toward 

diversity, the curriculum in preservice teacher preparation 

programs must reflect an understanding of what it takes to 

develop a teacher's perspective. One such requirement 

would be courses that address the issues surrounding 

diversity education. Although discussing cultural 

sensitivity through coursework has met with varying 
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success, much has been learned from both the successes and 

the challenges (Larke, 1990; Reed, 1993; Colville-Hall, 

MacDonald, & Smolen, 1995) . 

Some of the coursework begins by building on 

preservice teachers' previous knowledge and conceptions and 

progresses by reaffirming and challenging those 

perceptions. Various methodologies, such as using concept 

maps to assess this prior knowledge (Troutman, Pankratius, 

Sc Gallavan, 1998), provide the initial step into unraveling 

a preservice teacher's knowledge in multicultural 

education. Through these intellectual experiences, the 

preservice teacher is able to philosophically begin to 

consider the experiences of someone who does not share that 

teacher's culture. 

Other courses, do not start with the individual, but 

vary in response to what is needed at that particular 

institution in response to the student needs of the 

community. For example, in the Teachers for Alaska 

program, teachers were specifically prepared for the 

community with which they would be working (Kleinfeld, 

1S88). Another example of a community preparation would be 

presentations aimed at a specific population in order to 

prepare that group to work with an identified student body 
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(McDiarmid, 1992) . This type of program teaches cultural 

sensitivity and. awareness of a particular culture and may 

or may not be transferable once the preservice teacher has 

left that particular community. 

Some otheir adaptations of the course model of 

programmatic response to diversity education have been 

found in experiences that place the preservice teacher into 

different scenarios without leaving the university setting. 

These experiences, such as computer communication 

(Harrington & Hathaway, 1995) , multicultural simulations 

(Hoelscher, 1996), and case studies (Kleinfeld, 1998) are 

based on immersion into unique cultures. These adaptation 

have also reported varying degrees of success. 

Coursework, quick projects and field experiences have 

also been used. In conjunction with the academic work, 

some courses have also added a fieldwork component, which 

has provided varying degrees of success (Wilhelm, 1996) in 

fostering understandings of the experiences of others. 

Some programs last as little as one hour in having students 

experience a cultural immersion project with the intent of 

opening up the discussion of culture (Wiest, 1998) . Other 

field experiences took the preservice teachers into Harlem, 

which basically serve as a foreign place for the preservice 
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teachers (Hinchey, 1994), with the intent of increasing 

awareness of diversity issues. 

Overall, some researchers (see Mason, 1997) have shown 

that attitudinal change is possible. Fry and McKinney 

(1997) have shown that field experiences positively 

influenced the participants' cultural attitudes and 

practices, increased their cultural awareness and possibly 

cultural sensitivity, altered their career expectations, 

and influenced their sense of preparedness to teach 

children of different cultures. Deering and Stanutz 

(1995), however, showed mixed results regarding a positive 

or negative impact on preservice teachers' cultural 

awareness after they had completed a structured field 

experience situation. 

Relatively new in the area of field experience, the 

concept of community service learning combines giving back 

to the community with learning about that same community. 

Boyle-Baise (1998) has shown that community service 

learning is nothing new to preservice teachers, but the 

culture with whom the study's 65 preservice teachers were 

working was entirely new, and that therefore the preservice 

teachers felt that significant issues were raised for 

consideration. Stachowski and Mahan (1998) also combined 
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this type of service learning with cultural immersion, but 

they received mixed results as to whether or not the 

experience was beneficial. Finally, Grinberg and 

Goldfarb's (1998) research aimed the experiences of the 

preservice teachers at better understanding of both the 

home and the community as it relates to school. This type 

of field experience brings an entirely new element to all 

that the preservice teacher must consider in thinking about 

the diversity of the classroom. 

Cultural Studies 

While field experiences may provide preservice 

teachers with an opportunity to understand other cultures 

first hand, a focus on cultural studies for preservice 

teachers provides the opportunity to learn more about the 

cultural heritage of their future students. Banks (1991) 

suggests in his Ethnic Studies book, that this approach 

helps future teachers to acquire the knowledge, strategies 

and resources needed to integrate content about ethnic 

groups into the existing curriculum. Studying about 

culture, then, according to Banks, will help the preservice 
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teacher integrate appropriate materials into what is 

considered to be the mainstream. 

A second approach to cultural studies comes from the 

ideas of learning about culture, in general (Hoffman, 

1996), so that preservice teachers gain an understanding of 

the patterns that exist in any culture. In other words, 

Hoffman suggests that courses should provide preservice 

teachers with a solid grounding in anthropological 

understandings of culture. These understandings could be 

derived through case studies and ethnographies that would 

provide insight into the forces that affect the culture of 

a student. Hoffman also suggests that during this type of 

training about culture, a 'transcultural sensitization' 

should be learned so that teachers could learn powers of 

observation from anthropology. These observational powers 

would then give the preservice teacher the ability to 

determine each student's unique cultural background. 

Finally, although some researchers have focused on the 

importance of preservice teachers' becoming familiar with 

predominant learning styles of various cultures, Irvine and 

York (1995) suggest that this is not the answer. Although 

some generalities may be found in certain segments of the 

population, the tendency to stereotype is strong when 
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preservice teachers are given a 'guide by race' rendition 

of learning styles. However, Irvine and York do concede 

that the learning styles research does have significant 

possibilities for enhancing the academic achievement of 

culturally diverse students. Therefore, this type of 

cultural study program must be followed with great caution. 

Human Relations 

Another approach to multicultural education is the 

push for teaching tolerance. This approach favors a human 

relations approach in that preservice teachers are taught 

that students have more in common than what they do not 

share. These materials promote an appreciation for 

differences, while carrying a "Can't we all just get 

along?" feeling. Many textbooks start with this approach 

(see Boutte, 1999; Campbell, 1996; and Siccone, 1995 for 

examples) and then diverge into other approaches from 

there. 

Other researchers, such as Nieto (1992, 1994) suggest 

this is not enough and we must move beyond the celebrations 

and dinners as we progress beyond the superficial to a 

"transformative approach" required at both the personal 
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level and the institutional level. This type of human 

relations change requires the study and celebration of 

multiculturalism to advance beyond holidays, heroes and 

color blindness (Cochran-Smith, 1995) and look to more 

profound issues of culture that run deeper than tolerance. 

This approach of 'transforming' how multiculturalism is 

approached requires a careful look at both metaphors of 

seeing color and being colorblind as faulty (Valli, 1995) . 

The implications of these metaphors arouse strong feelings 

in mainstream America (Bartolome & Macedo, 1997) and for 

that reason, cannot be quickly discussed in one course or 

field experience. 

Characteristics of Preservice Teachers 

Preservice teachers are a relatively homogenous group 

in regard to demographic characteristics, knowledge of 

teaching, and belief systems. This similarity of 

characteristics contributes to what is known about 

multicultural education in that it informs teacher 

educators on who the preservice teachers are and what they 

bring with them into the classroom. Ignoring these factors 
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would be impossible in the process of successfully 

preparing teachers. 

Demographics 

Howey and Zimpher (1996), draw on data from the RATE 

studies sponsored by the American Association of Colleges 

for Teacher Education during the years of 1987, 1988, 1989, 

and 1990. Responses over the four years totaled 4,027 

students from which the data was taken. The results of 

these studies show that the face of tomorrow's teacher is 

not experiencing much of a change. The 'typical' teacher 

found in the study is a white woman who is close to her 

fortieth birthday, married and the mother of two children. 

This teacher is not politically active and teaches in a 

suburban school which is staffed by women and administered 

by a man. 

The RATE studies do not show any evidence that this 

typical teacher is changing. The racial or ethnic 

composition of the students studied in the RATE studies is 

predominantly white, ranging from 89 percent being white in 

1987, to 93 percent white students in 1989. This trend 

does not show much hope for ethnic diversity to increase in 
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the coming years. Although there are many different 

theories as to why the teaching force is predominantly 

white, it is important to note that the student body is 

becoming less so every day. 

Feiman-Nemser and Remillard (1996), have described 

these preservice teachers as 'culturally insular' with 

'limited career horizons' as most of them have selected 

both their university and their future classrooms based on 

convenience. These teaching candidates have limited, 

exposure to people who are different from them and few 

opportunities in their schooling provide an opportunity to 

expand that experience. 

Feiman-Nemser and Remillard (1996) also explain that 

this is problematic in that preservice teachers bring with 

them their own body of experience from which they judge the 

experiences of others. This judgement may undermine other 

cultures in that it does not provide an adequate 

explanation. Therefore, preservice teachers may lack the 

ability to consider experiences outside of their own. 
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Knowledge 

There are approximately 150,000 new teachers joining 

the field yearly (National Center for Education Statistics, 

1993) and with them they bring 150,000 different 

personalities. In looking for generalizations of how these 

teachers learned to teach, little coherence can be found to 

answer the question of just how these teachers gained their 

knowledge (Carter, 1990). Although there are multiple 

studies conducted in various settings with different 

participants, there is not a known body of information that 

informs all teacher preparation programs. The question of 

how teachers acquire the knowledge they know is as of yet, 

unanswered in a definitive way. 

Perhaps more troubling, is the research by Buchmann 

(1987) which suggests that teachers know how to teach 

because they have lived as students. According to 

Buchmann, teaching knowledge is learned through "folkways 

of teaching" which passes the patterns and information from 

one generation to the next through common sense and 

participation as a student. Buchmann also identifies 

"teaching expertise" which calls for judgment on the part 

of the teacher as material and strategies are decidedly 
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appropriate and effective. Most commonly, however, 

Buchmann has found that teacher typically fall into a 

comfortable pattern of continuing the traditions and 

knowledge that they were experienced as students. 

In addition to this idea of a racetrack approach to 

learning to teach is more information about the 

socialization of preservice teachers. As well as serving 

time watching and learning during time spent as a student, 

preservice teachers may also undergo more socialization 

during their student teaching experience. Again, teachers 

may be more of a social replication force than that of 

social constructivists. Jones and Vesiland (1996) provide 

information that despite years spent in teacher training 

courses and experiences, student teachers reconstructed 

their knowledge related to teaching during the middle of 

student teaching. The student teachers attributed these 

changes in knowledge primarily to student teaching 

experiences as they worked with the cooperating teachers 

and were put back into the familiar setting of a school. 

This type of recycling of knowledge also affects the 

differences seen between what the student teachers initial 

intend to do in the classroom and what practices are 

actually seen during the experience. Reverting to 
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remembered activities and information, as well as following 

practices encouraged by cooperating teacher may both be 

reasons why preservice teachers do not follow through on 

initial ideas during student teaching. Another reason may 

be that preservice teachers tend to engage in unrealistic 

optimism about future teaching performance (Weinstein, 

1989). Perhaps when the student teacher first encounters 

difficulties, he/she turns to the confidante in the 

situation. This trusted professional then provides 'tried 

and true' answers to the concerns of the student teacher 

and the socialization has begun. 

In particular, the first few weeks of teaching is a 

rocky time for new teachers, as well as student teachers. 

This trial time is crucial in setting the standards by 

which the year will run. One particularly telling study 

was done by Evertson and Emmer (1982) . This research 

collected observational data during the first three weeks 

of the school year. These data were than analyzed in order 

to study the behaviors, characteristics, and classroom 

activities. Of interest, is the data that indicate that 

the beginning of the year is a crucial time for 

establishing effective classroom management. This is the 

time when first impressions and important standards are 
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set. Furthermore, Evertson and Emmer found that a 

teacher's planning and decision making need to be organized 

before the school year begins. 

Beliefs 

Prospective teachers come to initial teaching 

preparation programs with a minimum of thirteen years of 

experience as a student, and during that time they have 

formed many opinions about schooling that they bring with 

them as teachers. In a timeless study, Lortie (1975) 

explains that this time is an "apprenticeship of 

experience" as preservice teachers arrive at their initial 

teacher preparation programs with deeply set beliefs on the 

nature of teaching. These beliefs are based on their own 

experiences as students. 

Feiman-Nemser and Remillard (1996) agree that it is 

difficult to determine when learning to teach begins, 

suggesting that both school and family experiences shape 

the preservice teacher. Knowles (1992) reports similar 

findings in a case study of five preservice secondary 

teachers who reported that both family and previous 

teachers influenced all five students' beliefs of what it 
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means to be a teacher. In addition to family and school 

influences, researchers have found that previous personal 

experiences also serve as a source of beliefs. One case 

study of a beginning teacher uses the descriptive metaphor 

of -teacher as nurturer- to explain how she believes her 

preparation came from her years of parenting (Bullough & 

Knowles, 1991). Personal experiences are deeply encoded in 

images that then affect the practice of teachers. These 

reports document the impact of personal experiences in the 

belief systems of preservice teachers. 

Howey and Zimpher (1996) remind us that many teacher 

candidates have personal beliefs about education that must 

be acknowledged. Many people who become students in 

preservice teacher preparation programs have achieved 

school success. Candidates often have a limited knowledge 

of other cultures and therefore can fall prey to the 

tendency to interpret student differences as "indicators of 

limited cognitive ability or lack or motivation" (p.68). 

Also reported by Howey and Zimpher, is the concept that 

preservice teachers often believe that they hold the 

knowledge that students will absorb. This type of learning 

structure places great value on what the teacher believes 

and shortchanges student knowledge. 
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Much of current learning theory favors teaching as a 

transactional activity rather than one that is 

transmissional. Many theorists and teachers alike are 

respecting the knowledge the student brings into the 

classroom and using that knowledge to connect to new 

information. The picture of a teacher opening a student's 

head and pouring in information is increasingly losing 

favor. As this is so in the K-12 classrooms, it is also 

true in the university setting. Teacher educators must 

consider how candidates learn and lead them on their way to 

understanding the nature of teaching. In addition, teacher 

educators have the responsibility to model how we expect 

our teachers to teach. 

One way to create this type of environment is to 

employ student centered experiences by using both 

Simulations and Teaching Labs (Carter & Anders, 1996). 

Using simulations and labs makes it feasible for teacher 

educators to reinforce teaching behaviors in a controlled 

setting. Another way to lead the candidate through their 

learning is to use field-based strategies including 

observation guides, and various journal writing processes. 

Candidates can examine their own learning and reflect on 

the process using these techniques. Examination and 
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consideration of these beliefs is crucial as Pajares (1992) 

explains that ^\..most preservice teachers have an 

unrealistic optimism and self-serving bias that accoxints 

for their believing that the attributes most important for 

successful teaching are the ones they perceive as their 

own" (p. 323). 

Preservice teachers enter preparation programs with 

these strong beliefs and attitudes. These beliefs have 

been defined by Richardson (1996) in that "attitudes and 

beliefs are a subset of a group of constructs that name, 

define, and describe the structure and content of mental 

states that are thought to drive a person's actions" (p. 

102). These concepts guide the thinking of those 

preservice teachers who are developing teaching methods and 

techniques. This relationship is described as 

"interactive....beliefs are thought to drive actions; 

however, experiences and reflection on action may lead to 

changes in and/or additions to beliefs" (Richardson, 1996, 

p.104). The literature on change in preservice teacher 

beliefs is represented by Richardson's work in that studies 

show that some students change while others do not. In 

other cases, the changes are shown in different ways (see 

Richardson for comprehensive reviews of literature on 



belief changes). Overall, this research has not proven 

that current teacher education programs are effective in 

changing preservice teachers' beliefs. 

While a change in beliefs has not been shown, the 

development of preservice teacher beliefs has been 

documented. Hollingsworth (1989) looked at changes in 

student teachers' beliefs as they were developed within a 

constructivist preservice teacher education program. In 

her study, she found that student teachers' initial belief 

on teaching affected what changes occurred and to what 

extent. Those students who were able to reflect on their 

beliefs were able to develop a deeper knowledge. Students 

beliefs advanced in different areas. These developments 

include: an awareness that the nature of teaching is 

complex, a stronger understanding of the relationship 

between learning and teaching, an awareness of the 

classroom contexts of teaching, and a larger view of the 

nature of teacher knowledge. 

Development of Beliefs about Diversity 

In the discussion of diversity in preservice teacher 

preparation programs, three major areas of concern surface 
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The initial concern relates to the selection process with 

which candidates are chosen. Institutional change is also 

an area of interest to educational reformers. The final 

area, the preparation of teachers through curriculum and 

instruction, is the area most discussed in the research on 

teacher education. In order to act as a multicultural 

teacher one must become a multicultural person (Nieto, 

1992). This personal transformation is necessary for every 

candidate regardless of cultural heritage. It cannot be 

assumed that minority teachers are culturally aligned with 

their students (Gay, 1993). It cannot be assumed that 

minority teachers can take their own experiences and 

translate that cultural knowledge into teaching practices 

that are culturally sensitive (Montecinos, 1994) . These 

notions must be examined and not assumed. 

Teacher beliefs in the area of student diversity play 

a crucial role in that these views toward minority students 

and students from low-income households may limit those 

children's opportunities to learn in the classroom (Gomez & 

Tabachnick, 1992). Initial teacher preparation students 

interviewed in one study held low expectations for some of 

their students' learning (Goodlad, 1990). One study 

uncovered that these preservice teachers were willing to 
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accept stereotypes to explain student behaviors rather than 

seek answers to challenging course content that challenged 

previously held beliefs (McDiarmid, 1992). Overall, the 

students offered simplistic explanations for gender and 

ethnic differences in achievement rather than look for 

deeper reasons (Avery & Walker, 1993). Not only are 

preservice teacher beliefs often not changed, sometimes 

experiences specifically designed to confront this 

simplistic thinking can backfire. When students are 

confronted with community experiences and curriculum 

designed to challenge cultural thinking, stereotypes and 

prejudices can be reinforced (Feiman-Nemser & Buchmann, 

198 9; Habennan, 1991) rather than challenged or changed. 

Culturally Responsive Teaching 

Candidates must have the opportunity to discover and 

articulate who they are, where they come from, and how 

those factors will affect their personal teaching style. 

The use of an autobiography of culture can give the 

preservice teacher the opportunity to discover his/her 

personal attitudes so that he or she will be prepared to 

consider how his or her personal background will affect his 
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or her unique style of teaching (Sleeter & Grant, 1988). 

Spindler and Spindler (1993) suggest a 'cultural therapy' 

which helps the preservice teacher to consider the idea 

that they are an agent of culture. This type of experience 

helps the candidate better understand themselves so that 

they can better understand others. There is also a 

necessity to understand the culture of the classroom and 

the school. Understanding the students helps the 

preservice teacher to better understand the context of all 

instruction for that classroom. 

Various methods have been documented as effective in 

challenging diversity beliefs. A technique exposing the 

implicitly understood guidelines in a classroom helps move 

preservice teachers toward more equitable teaching 

strategies (Cazden, 1986; Delpit, 1988). The use of cases 

can also influence sensitivity toward cultural diversity. 

Using cases to discuss the experiences of others can 

introduce new perspectives and realities that assist the 

preservice teachers in understanding others (Shulman, 

1992). Gomez and Tabachnick (1991) report that the telling 

of stories about teaching serves to challenge beliefs about 

culturally responsive teaching. 
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These stories must be shared in a setting that is 

collaborative and socially supportive as well as 

intellectually challenging. 

Culturally Relevant Teaching 

In considering the best practices to prepare 

preservice teachers for cultural diversity, addressing the 

definition and description of culturally relevant teaching 

is necessary. Perhaps the most influential descriptions of 

culturally relevant teaching come from the case study 

research of Ladson-Billings (1994) . Major themes revolve 

around the areas of: teacher beliefs about both him/herself 

and others; relationships between the teacher and students, 

between the students, and among the members of the class; 

and the teacher conceptions of knowledge in the classroom. 

This study records the practices of eight 'highly effective 

teachers of African American students' (p. 147) involved in 

an ethnographic study lasting two years. During this time, 

data were collected via teacher interviews, classroom 

observations and taping, and collective interpretation and 

analysis. 



59 

CRT Beliefs 

The theme concerning beliefs is described as a set of 

beliefs the teacher has about him/herself and about others 

in the classroom. One subcategory states that the teacher 

sees him/herself as an artist and teaching as an art. 

Ladson-Billings (1994) offers the description of one 

teacher, Peggy Valentine, artistically teaching a lesson to 

her fourth grade students. During the lesson, she 

encourages the students to use more descriptive, colorful 

language in their writing. As students lapse into using 

tired, repetitive words to describe the word 'witch' 

written on the board, Ms. Valentine feigns a heart attack, 

saying: "You guys are killin' me! I need some great, 

fantastic, outstanding, stupendous, magnificent 

adjectives!" This creative professionalism is one example 

of teaching as an art form. 

A culturally relevant teacher sees him/herself as part 

of the community and teaching is a way of giving something 

back to that same community. The teacher may also 

encourage students to do the same. Teachers who hold these 

beliefs create a sense of family or team that encourages 

interdependence. This type of experience is grounded in 
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Che basic belief that all students can succeed. These 

beliefs have been identified by Ladson-Billings (1994) as 

crucial to teaching that is culturally responsive to the 

students' needs. A further belief involving students and 

community occurs when the teacher helps the stud.ents make 

connections between their own community, national, and 

global identities. Showing how topics, such as the history 

of recruitment policies in America during wartime, may 

affect the students and their families is one such example 

of teaching that matters to the students. This type of 

knowledge is gained, not by forcing or offering knowledge 

to be soaked up by the students, but by 'pulling knowledge 

out' or 'mining' the information from the students 

themselves. 

CRT Relationships 

In order to facilitate learning, a culturally relevant 

teacher must develop an interactive relationship with the 

students. Ladson-Billings (1994) describes this type of 

relationship as one that is "fluid, humanely equitable, 

[and] extends to interactions beyond the classroom and into 

the community" (p. 55). This relationship shows a 
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connectedness with all of the students and encourages a 

'community of learners' as the class learns with each other 

and from each other. These teachers value interactive 

classrooms where the students are learning collaboratively. 

Not only is the teacher responsible for teaching the 

students, but these students are responsible for teaching 

themselves and each other. 

This type of social relationship involves the teacher 

really getting to know the students. Ladson-Billings 

(19 94) describes one teacher who even takes her students on 

a camping trip at the beginning of the year to forge a 

sense of community. Other teachers request information or 

interview students to learn more about them as people 

before learning about them as students. Continuing these 

types of activities, such as giving birthday cards or 

watching a student's basketball game, are suggested as 

possible ways teachers may encourage relationships with 

students. The students' interests are then valued in the 

classroom as everyone is an expert at something, and 

therefore takes his/her turn in helping others learn. 
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CRT Knowledge 

Teachers developing these interactive relationships 

with students demonstrates respect for the notion of 

students as sources of knowledge. Students hold the 

knowledge and are able to communicate this information 

through community based relationships. Ladson-Billings 

(19 94) states that the culturally relevant teacher believes 

that "knowledge is continuously recreated, recycled and 

shared by teachers and students" (p. 81). Knowledge does 

not come from any one perspective but must be viewed 

critically. The teacher's job in this type of relationship 

is to help students develop the necessary skills to gain 

and process infozonation. Building this scaffolding is 

teaching. Knowledge is developed in the process of 

learning. 

In order for a teacher to work within the framework of 

believing that every student can succeed, the culturally 

relevant teacher must be passionate about the content 

he/she is teaching and must see "excellence as a complex 

standard that may involve some postulates but takes student 

diversity and individual differences into account" (Ladson-

Billings, 1994, p,81). This teacher belief of knowledge 
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does not make excuses for varying levels of performance, 

rather it accommodates individuals as it acknowledges the 

differences that do exist within and between people. This 

type of knowledge is much more complicated than seeing 

knowledge as something that can be measured by one 

particular means of measurement, such as a standardized 

test. 

Preservice Teacher Development 

In considering how preservice teachers develop as 

teachers, three pertinent areas must be examined: the 

feminist experience, the knowledge of narrative and story, 

and the power of reflection. It is through these three 

areas that preservice teachers undergo both cognitive and 

affective change in that they begin to challenge their 

previous experiences in the classroom and consider how they 

know what they know. This type of teacher development 

crucial to consider when teachers wish to break out of a 

cycle of cultural reproduction. 
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A Feminine Perspective 

Because the majority of preservice teachers are women, 

how women process information and knowledge must be 

considered. The work of Belenky, Clinchy, Goldberger, and 

Tarule (1986) gives light to ways that women consider and 

learn. They identify five ways of knowing: silence, 

received knowledge, subjective knowledge, procedural 

knowledge, and constructed knowledge. These categories do 

not represent any type of hierarchy or order, but instead 

provide a framework from which to view women's 

participation in education. The women described in the 

Belenky study came to the conclusion that knowledge is 

often viewed differently by men and women. Again, as most 

preservice teachers are female, feminine perspectives 

inform the knowledge of this group. 

Silence is a comfortable response for many women. 

Belenky et al. , (1986) have described this category as 

women feeling 'deaf and dumb' when they were discussing 

their intellectual growth. In addition to this feeling of 

disconnection, the women interviewed for their study said 

that they did not see themselves as authorities and 

therefore sought out others as keepers of knowledge. 
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Intuition, or subjective knowledge, did emerge for 

these women as they moved away from the silent or seeking 

selves. The women acknowledged themselves as holding an 

'inner expertise' that helped them to 'just know' both 

information and procedures. Finally, there were some women 

who trusted themselves to the point at which they were 

'reinventing themselves' according to the parameters they 

chose, rather than ones that had been chosen by outside 

influences. These women who trusted themselves also tended 

to listen to their own objective thoughts as a way to 

define their own voice of reason. 

Narrative as Knowledge 

The women interviewed by Belenky (1986) were telling 

the stories of their lives in order to find the meaning 

that lay within. This act of telling stories is an age old 

way to determine the truth of a situation. Narrative, as 

defined by Carter and Doyle (1996), is a life story that is 

an interpretation of experiences or events. This type of 

narrative draws upon the participant's past experiences as 

well as current sources of information to make 

interpretations. For Connelly and Clandinin (1990), 
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narrative is the study of the way that people experience 

the world. These two descriptions of narrative frame the 

following examples of story as knowledge, the use of 

personal histories in education, and the use of teaching 

cases as an extension of narrative knowledge. 

Story as Knowledge 

Carter (1995) describes "story" as a way that teachers 

make sense of their craft. In considering this type of 

framework, stories become a way of meaning-making for 

preservice teachers as they enter into the classroom and 

begin to process all that they are experiencing. 

Specifically, Carter (1993) provides an analytical tool for 

preservice teachers to interpret these stories from the 

classroom. This tool is called a well remembered event 

(Carter & Gonzales, 1993) and provides both a retelling of 

the story and a discussion of the meaning imbedded in the 

events. 

The well remembered event, is considered in three 

separate sections. The first area asks the student to give 

a pure description of an event that stands out as 

memorable. The second part of the tool involves a 
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statement of the issue and a determination of just what 

issues are raised by this particular event. The third 

aspect of a well remembered event looks for the meaning 

that the preservice teacher has made from the story. The 

preservice teacher is asked to tell what sense he/she made 

from reviewing the event. This storytelling tool is 

especially productive for providing a window into how 

preservice teachers have and gain knowledge. Considering 

events in the classroom is one way that narrative knowledge 

is used in the preparation of teachers. A second type of 

narrative knowledge uses the preservice teacher's own 

background to find meaning. 

Personal Histories 

Knowles and Holt-Reynolds (1994) have explained that 

preservice teachers construct their ideas using their prior 

knowledge as well as their experiences and beliefs when 

they are interpreting events. This use of personal 

histories to make sense of classroom events is another way 

that preservice teachers consider what they are observing 

and experiencing. McCall (1995) discusses this use of a 

preservice teacher's 'life experiences' as a way of 
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growing, particularly as a preservice teacher considers 

constructing new realities for a classroom situation. 

Building on this of personal histories. Smith, 

Moallem, and Sherrill (1997) studied preservice teachers 

using autobiographical essays to dig up beliefs about 

students. Specifically, these essays were used to explore 

issues such as race, class, and gender. This type of 

process is what Spindler and Spindler (1993) call 'cultural 

therapy' in that it helps the participants to understand 

their own culture with the understanding that this 

knowledge will help these preservice teachers become more 

effective in the classroom. The assumption here is that 

when teachers have an increased awareness of the cultural 

assumptions they bring to the classroom, they can begin to 

consider how those assumptions may affect their behavior 

and interactions with students. Another way to help 

preservice teachers develop their knowledge is through the 

use of teaching cases. 

Teaching Cases 

Teaching cases can be used to expose and explore 

thinking related to educational issues. These cases afford 
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the participant time and consideration in reacting to the 

events offered. With a strong history of use in developing 

the knowledge of doctors, lawyers, and business, it seems 

only logical that education would also employ this learning 

tool as a means of bridging theory and practice. Tillman 

(1995) warns of the relative convenience of using such a 

powerful technique, as its correct usage demands a 

discussion format and strong background in both the 

practical and the theoretical. Adler (1996) further 

suggested using this tool, but with caution. Overall, this 

type of experience combines 'real world' cases that are 

both enjoyable and realistic. 

Other researchers are looking at various sources of 

material to provide the cases. LaFramboise and Griffith 

(1997) discuss the use of literature cases as a means of 

giving preservice teachers the opportunity to look at their 

own cultural role in society. In looking at that role, 

preservice teachers were then asked to confront and discuss 

their own issues as they would relate to the diversity of 

students. The literature cases were taken from adolescent 

novels that portrayed cultural conflict. This is one of 

the many variations of using teaching cases with preservice 

teachers. 
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In a related study, Metcalf-Turner and Smith (1998) 

used multicultural children's literature as teaching cases 

for kindergarten through twelfth grade teachers. In this 

instance, the cases were used to open up a line of 

questioning and thinking in relation to working with 

students from diverse backgroxmds that vary in culture, 

language, and/or socioeconomic level. Using these teaching 

cases provided preservice teachers an opportunity to look 

carefully at issues that are critical in the classroom, 

while providing a common experience in the reading of the 

story that could then prepare the participants for 

discussion. Overall, these teaching cases provide a 

provocative means of challenging and developing thinking. 

Reflective Thinking 

A growing body of literature categorizes and discusses 

the potential benefits of using reflection in teacher 

preparation (Valli, 1992) . In addition, much has been 

written to expand and explain Schon's (1983) definition of 

a reflective practitioner (Grimmett & Erickson, 1988). In 

particular, Zeichner and Liston (1987) suggest the use of 

reflective thinking with student teachers as it is a 
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'necessary step' in developing greater teacher autonomy 

within the teaching force. Kettle and Sellars (1996) also 

suggest that a practical theory of teaching is developed 

from the use of reflection and therefore this type of 

thinking is necessary in the process of learning to teach. 

Zeichner and Liston (1987) further this idea in that 

reflective thinking is crucial in order for preservice 

teachers to actively and accurately fulfill the democratic 

ideals of teaching. These roles combine a desire to 

develop curricular materials and strategies for the 

classroom, as well as the skills that are necessary for 

action to follow a clearly reasoned line of action. This 

type of reflective thinking plays a crucial part in 

developing the knowledge of a preservice teacher. 

Connecting Theory and Practice 

In addition to thinking about innovative methodologies 

to develop a preservice teacher's beliefs and attitudes, 

the setting for this development must also be considered. 

Preservice teacher programs attempt to combine professional 

information and practical experience. This integration 
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requires a great deal of communication and involvement from 

a variety of people from both the university and the school 

district. At present little collaboration occurs between 

these two entities and often the student teacher suffers 

the consequences. Time, money and power struggles often 

find the university people and the district personnel 

working independently and sometimes at odds with each 

other. 

As noted by Doyle (1990), "the epicenter of teacher 

education lies somewhere between the university and the 

school systems, and at this point there is little glue to 

hold the components together" (p. 7). This lack of 

cohesion between theory and practice undermines the 

philosophy of preservice teacher education, which has 

determined the need for a strong theoretical base. This 

idea provides a model for practicing teachers, as well as 

validating practice and empowering teachers who use 

research to inform their work (Doyle). 

Unfortunately, this theoretical base is often learned 

in a vacuum with little or no practical experiences related 

to it. Research on existing teacher education programs 

indicates that preservice teachers are often aware of this 

problem as theoretical coursework often receives poor 
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reviews. Zeichner and Gore (1990) cite a variety of 

studies when they report that preservice teachers rate 

their education courses as ineffective and the craft 

knowledge learned in their field experiences as the most 

useful part of their teacher preparation. This fieldwork, 

however, cannot be assumed to be a positive influence. As 

found by Guyton and Mclntyre (1990), predicting the 

influence of fieldwork is complex because quality and 

substance of these experiences vary widely. The students, 

curriculum, community and school personnel all have an 

impact on the student teacher's performance and this impact 

can be both positive and negative. 

Not only are field experiences poorly coordinated with 

the coursework, they often last only one semester and occur 

at the end of the preservice teacher education program. 

The preservice teacher has little opportunity, under these 

circumstances, to become acclimated to the setting, the 

district personnel, or to the students. In these 

circumstances, little time is provided for professional 

relationships to develop and mature to a point of 

usefulness within that system. 

A related problem in the development of preservice 

teachers occurs during the student teaching experience. 
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Research has demonstrated that student teachers are often 

dissatisfied with their university supervisors. Guyton and 

Mclntyre (1990) have discussed the confusion and 

disagreement among participants regarding roles, 

responsibilities, expectations, and goals of student 

teaching. Student teachers feel often caught in the 

middle, without consistent guidance from those overseeing 

their field experience and often rely heavily on the advice 

of their cooperating teachers. In a profession that is 

already isolated, these issues of theory versus practice, 

and university versus school site must be addressed. 

Professional Development Schools 

One such response is the development of professional 

development schools. Cochran-Smith (1994) makes a strong 

argument for * collaborative resonance' to replace the 

dissonance and discontinuity which currently exists in most 

preservice teacher preparation programs. Cochran-Smith 

argues that schools and universities working 

collaboratively in programs which are mutually designed and 

administered create learning opportunities for prospective 

teachers which would not otherwise be possible. These 
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partnerships, often referred to as professional development 

schools, are at the heart of reform in teacher education. 

Although professional development schools are 

relatively new, research suggests many advantages of this 

approach. In general, Stallings and Kawalski (1990) found 

that "[f]ormal research studies on these collaborative 

programs are rare, but the early studies are encouraging. 

The data indicate more successful student teaching 

experiences, eased entry into the first year of teaching, 

better preparation, reduced attrition, [and] shifts in 

student teachers' attitudes toward a student-centered 

approach to teaching" (p. 262). These studies form a strong 

foundation for the argument of implementing future 

professional development schools. Additional research 

reported by Stallings and Kawalski focuses on the power of 

professional development schools to emphasize teaching 

skills in a supportive environment, connect theory and 

practice, and strengthen the complete triad of practicing, 

potential and university educators. 

Professional development schools provide prospective 

teachers an opportunity to make the most of this time that 

has proven to provide the basis for their teaching careers. 

Darling-Hammond and McLaughlin (1996) contend that. 
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"Teachers learn by doing, reading, and reflecting (just as 

students do): by collaborating with other teachers; by 

looking closely at students and their work; and by sharing 

v/hat they see." This type of learning enables teachers to 

bridge the gap from theory to accomplished practice. 

Simply put, teachers must leam about, see, and experience 

successful learning-centered and learner-centered teaching 

practices. 

Just as prospective teachers benefit from the 

arrangement of professional development schools, 

cooperating teachers also have been shown to receive a 

boost. Together with university personnel, teachers feel 

as if their voice counts in the preparation of future 

teachers. This empowerment, according to Neufeld and 

McGowan (1993), comes from three areas: autonomy, 

collaborative opportunities, and what is called "The Great 

Conversation" in which teachers are encouraged to discuss 

theories and apply those ideas to the classroom setting. 

This empowerment of seasoned teachers results in their 

genuine inclusion during the preparation time of those 

entering the field. 

Overall, professional development schools can benefit 

preservice teachers, the practicing teachers and teacher 
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educators. Professional development schools offer the 

opportunity for all three roles to work together in the 

same environment toward the same end. The preservice 

teacher learns in a realistic setting from two separate 

voices of theory and practice that present their knowledge 

as a team. As Kennedy (1990) reports, professional 

development schools provide the opportunity for teachers 

and professors to stop confronting each other, and start 

confronting common problems. In essence, professional 

development schools connect theory and practice into one 

authentic experience for the preservice teacher. 

Significance of Literature to Study 

The literature concerning preservice greatly informs this 

study as it points out the disparities between tomorrow's 

classroom and tomorrow's teacher. Particularly alarming is 

the notion that these preservice teachers are becoming less 

diverse (Feiman-Nemser & Remillard, 1996) as the students 

grow more so. Although some are proposing institutional 

reforms (Zeichner, Grant & Gay, 1998), programmatic changes 

(Larke, 1990; Mason, 1997), cultural studies (Banks, 1991; 

Hoffman, 1996), and human relations strategies (Cochran-
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Smith, 1995; Nieto, 1994), these changes are slow as often 

times they require a major commitment to multiculturalism. 

This study does not attempt institutional or programmatic 

reform, but it is connected in that this research helps to 

inform these issues. This literature on cultural studies 

and human relations strategies is also integral as this 

study looks specifically at one person's opportunity to 

enact her beliefs on the learning styles addressed in the 

literature (Irvine & York, 1995) and the issues of both 

seeing color and being colorblind (Cochran-Smith, 1995; 

Valli, 1995) . 

When the characteristics of the future teaching force 

are considered in relation to how multicultural education 

is approached, another level of complexity is added. These 

preservice teachers, who have been identified as 

'culturally insular' with 'limited career horizons' 

(Feiman-Nemser & Remillard, 1996) , are entering their 

training with strong beliefs and attitudes that have been 

deeply ingrained by an 'apprenticeship of experience' 

(Lortie, 1975). More research is needed to identify the 

possibilities of growth in this seemingly restrictive 

arena. Specifically, studies of development in beliefs 

about diversity are needed (Zeichner, 1996). 
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Different perspectives exist as to ways to prepare 

preservice teachers to develop and grow toward a better 

understanding of diversity. The fact that the majority of 

teachers are women informs these perspectives, as does the 

issue of story. The idea of narrative is closely aligned 

with the concept of reflection in learning to teach. All 

of these methodologies interweave as possibilities for 

preparing preservice teachers for diversity in the 

classroom. This research is informed by these traditions 

as one teacher's story and reflections are studied in 

relation to the diversity she is experiencing during her 

student teaching. 

Also of import to this study is the voice of this 

teacher as she considers and experiences decisions related 

to education that is multicultural. This intensive study 

of an instructive case provides documentation of one 

seemingly traditional teacher going through the process of 

considering issues of diversity and the impediments she 

finds in placing these beliefs into action. This study 

brings her voice to center stage as her experiences and 

perspectives are examined to determine what informs her 

thinking and actions. 
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CHAPTER THREE 

METHODOLOGY 

"Though this be Madness, yet there is Method to it!" 

William Shakespeare 

Theoretical Framework 

The theoretical perspective guiding this research is 

drawn from a view of preservice teachers as constructors of 

knowledge through interactive and supported involvement in 

classroom experiences. Piaget's and Inhelder's (1969) ideas 

of encouraging the learners to transform and internalize 

the information and thereby create new understandings, form 

the framework of this work. This idea of knowledge 

residing in contextualized events is developed by the use 

of a guiding adult who is essential to the learning 

process. According to Vygotsky (1978), a learner is able 

to accomplish more when guided by a capable other who moves 

development forward in a zone of proximal development. In 

addition to considering the representation of content, this 

theoretical perspective includes situating the learning 

experience in an authentic context so that the student has 

the opportunity to undergo a cognitive apprenticeship. 
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A cognitive apprenticeship, as defined by Brown, 

Collins and Duguid (1989), occurs when a subject is dealt 

with in the classroom in the same manner that subject would 

be dealt with in its natural setting. Preservice teachers 

must have multiple opportunities to experience the varied 

events of a classroom. Reading and writing about these 

events is one thing, but living these events is quite 

another. The classroom, for teachers, is the natural 

setting; however, preservice teachers understand the vast 

majority of their knowledge from the perspective of a 

student rather than that of a teacher. To learn to use the 

same tools as practitioners use them, a student, much like 

an apprentice, must experience that same community and its 

culture. 

Design gf Study 

The purpose of this study was to examine what one 

preservice teacher considered culturally relevant teaching 

for the diverse classroom. After defining this concept, 

the preservice teacher described this teaching. A 

combination of reflective writing, academic work, and 

carefully guided fieldwork were used to identify best 
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practices for a diverse classroom as suggested in the 

professional literature (Ladson-Billings, 1994). 

This research consisted of an interpretive 

qualitative case study (Merriam, 1988) of one preservice 

teacher. Multiple data sources were used to insure both a 

rich data pool and triangulation. Data sources included: 

personal narrative, inteirviews, collaborative 

conversations, reflective journals, and teaching cases, 

designed to help examine cultural issues in the classroom. 

This chapter reveals the design of the study, which 

includes descriptions of the participant and the settings. 

Both the method of data collection and data analysis is 

also included. Finally, the limitations of the study are 

discussed. 

The research questions guiding the inquiry were: 

1) What does a preservice teacher consider to be 

culturally relevant teaching? 

2) How does a preservice teacher describe culturally 

relevant teaching? 

3) How does a preservice teacher use this knowledge of 

culturally relevant teaching in her own teaching? 

and 
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4) What sense does a preservice teacher make of the 

initial experience of using culturally relevant 

teaching in a diverse classroom? 

Assumptions 

Specifically, the framework guiding this research is 

the constructivist interpretive paradigm (Denzin & Lincoln, 

1994). The constructivist interpretive framework assumes 

three realities: a relativist ontology, a subjectivist 

epistemology, and a naturalistic set of methodological 

procedures. Relativist ontology believes that there are 

multiple realities. The subjectivist epistemology speaks 

to the idea that the knower and the subject create their 

understandings. The final dimension of naturalistic 

procedures speaks to the methodological procedures occur in 

the natural world (Denzin & Lincoln). 

Rationale for a Qualitative Design 

Two research paradigms have appeared over the past 

twenty-five years as they have dominated the research on 

teaching (Shulman, 1986). The first, quantitative research 



84 

is characterized by process-product work, which sees 

teaching as a linear process in which the variables can be 

studied and manipulated to create a predictable outcome. 

The other domain, qualitative work, seeks to describe 

classroom events and the meanings they may have for the 

participants involved. This type of research values 

teaching as a complex and contextual experience that is 

negotiated by the participants in unique ways. The 

relatively recent popularity of qualitative research design 

is an indicator of a movement to empower educators. 

Qualitative inquiry benefits the practitioners as it 

looks deeply at particular phenomena that occur in 

classrooms. Rather than prescriptive remedies, it provides 

insight into the events so that professional educators can 

make sense of the data presented. This approach values 

those being studied as it listens to their voices rather 

than extracting discrete bits of data for the benefit of 

those outside of the event (Merriam, 198 8) . Qualitative 

case study, in particular, gives voice to those undergoing 

the discovery or realization of their voice. 

Qualitative case study has three major dimensions 

(LeCompte & Preissle, 1993; Merriam, 1988), This type of 

research is intensive, as it offers a complete description 
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and analysis of a single concept, event, or social group 

known as a bounded system. Qualitative research also uses 

inductive reasoning to seek trends and meaning from 

multiple data sources. These multiple data sources are 

used for triangulation that provides for documentation of a 

voice of integrity rather than reporting random 

obseirvations. In addition, qualitative research assumes 

there are multiple realities rather than a single source of 

knowledge that is transmitted from one person to another. 

Specifically, qualitative case study has five 

different characteristics as defined by Merriam (1988) . 

This type of research values the process over the product. 

The knowledge is looking for the meaning behind the 

experiences as people make sense of their lives. In 

seeking this meaning, the researcher is the primary 

instrument and therefore must make sure his/her role is 

well described so that others may understand both the 

content and the context of the research. In addition, this 

type of inquiry includes a fieldwork component, which 

brings the classroom to the design rather than merely 

philosophizing on projected reactions. Finally, 

qualitative case study methodology is both descriptive and 

inductive in nature. 
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Process over Product 

This research valued the process of the participant's 

discovering an evolving definition and reality of 

culturally relevant teaching. The meaning was not solely 

in what the participant experienced, but rather in an 

intense study of the participant's case as instructive of a 

process of defining, describing, using, and making sense of 

the entire experience surrounding culturally responsive 

teaching. The experience of putting the participant's 

philosophy into action as the participant began her 

teaching career holds the meaning for this study. The 

participant's teaching itself is not as pertinent as her 

experiences and what knowledge they offer. 

Researcher as Primary Instrument 

As a university graduate assistant, I have had the 

opportunity to teach different courses in the initial 

teacher preparation program. One of these classes is a 

course on classroom processes and management, and the other 

is a foundations course that looks at the purposes and 

nature of schooling as an American institution. As a full
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time public school teacher, I have thought about the 

concepts of equity and diversity that often arise in a 

foundations course, and have lived these concepts on a 

daily basis. This combination of philosophy and reality 

has given me a unique opportunity to confront both the 

'why and the 'how' of each issue. The topic that has 

intrigued me during my past ten years of teaching has been 

how to equitable serve the needs of my students. 

One of my students in the foundations course, entitled 

Schooling in America, appeared at my office door one 

afternoon. After discussing an article by Delpit (1988), 

the student was asking questions I could not readily 

answer. She and I started informally digging away at the 

issue. On my advice, she sought out and read Delpit's book 

(1995) on which the article is based and our conversation 

continued. After the course had ended, the student was 

still intrigued by the issues surrounding diversity and we 

met casually for meals and more discussions. I, on the 

other hand, began seeking advice from the professional 

literature on the best practices for preparing preservice 

teachers for diverse learners. As our conversations 

continued and the professional literature was falling short 

in answering my questions, I was clearly convinced that it 
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was time to seek some ideas on how to best prepare 

preservice teachers for the diversity of students in the 

classroom. 

I contacted the student and she agreed to consider 

working with me on a research project centered on the issue 

of diversity. At the first meeting designed to discuss the 

purpose of the study, the participant and I discussed 

possible ways to gather the data within her existing field 

experience arrangements so that the research would enhance 

her student teaching experience. After careful 

consideration of how many days and how many hours would be 

needed to gain data for the reflective journals, the 

participant decided on the dates and times for her 

scheduled observations and adjusted these dates and times 

as we regularly met and talked on the phone. 

Throughout the study, we continually adjusted our 

schedules to meet the needs of the study. In addition Co 

discussing the logistics, the participant and I discussed 

the power of the various data sources. After the data was 

analyzed for each research question, we briefly reviewed 

what had been discovered and planned or revised the data 

collection methods for the next research question. The 

researcher as instrument is in keeping with the overall 
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goal to teach in culturally relevant ways as the knowledge 

was not one of transmission, but rather a model of 

reciprocal interaction. 

Participant 

The participant, who chose to use her real name of 

Karen, is a nontraditional student who is going back to 

college as a post-baccalaureate to obtain her teaching 

certificate. She is a 24 year old secondary English major 

enrolled in her final semester at a major research 

university in the Southwest. Karen described herself in an 

introductory letter sent home to parents of her students 

during her student teaching experience. "While I am new to 

full-time teaching, I have substituted extensively in the 

past. In addition, for almost three years I've been 

teaching test preparation courses to high school and 

college students for a private company. These experiences, 

with my observations and professional coursework, have 

informed my teaching philosophy." 
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As my discussions continued with Karen, I sent her an 

email to ask if she would be interested in the research. 

Karen quickly responded and together we discussed the issue 

of diversity and the research project I envisioned. Karen 

and I then met to review the research questions and at this 

time, she signed a consent form based on the university's 

standards for ethical research. 

As a former student from the educational foundation 

course, Karen was known to me before the study began. This 

participant was chosen in a purposeful sampling of 

convenience based on her verbal abilities, her history of 

reflective thinking, and her access. Specifically, I was 

intrigued by the issues raised in our informal discussions. 

She was curious as to how she could equitably meet the 

needs of her diverse learners. In addition, she expressed 

a desire to learn more about the topic and had shown 

previous interest by pursuing readings not required for the 

foundations course. Of the nearly 200 students I've taught 

at the university level, this student stands out as a 

remarkable candidate for teaching. 
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I consider her remarkable for multiple reasons. 

First, she was an exemplary student in the foiindations 

course where we first met. Her writing and verbal skills 

were outstanding in that she clearly communicated her ideas 

as she debated the various issues presented. Karen was 

able to consider multifaceted issues, such as bilingual 

education and religion in schools, from various 

perspectives. As a student, she considered legal, moral, 

ethical and historical ramifications of each issue 

presented for discussion. While other students relied 

predominantly on their own values to consider each topic, 

Karen sought out diverse perspectives with which to 

challenge or confirm her own perceptions. Her thinking was 

complimented with a velvet manner of speaking that calmly 

and gently regarded the other students' opinions. 

The first time I saw Karen interact with students 

occurred when she came to my eighth grade language arts 

class to interview students for a college methods course 

assignment. The students selected for the interviews felt 

privileged and were comfortable with her. This was obvious 

as they shared intimate personal feelings and thoughts with 

her. In watching Karen interact with these students, I was 

impressed with how she treated them with such respect. She 
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gently teased them and had them giggling with her in no 

time. She won their confidence and respected that trust as 

she protected them in her questioning. After the 

interviews, she thanked the students with both notes and 

chocolate candy. What a perfect acknowledgement for these 

students I 

Fieldwork Component 

Karen's field placement took place at a site which 

will be called Clearwater Junior High, as pseudonyms were 

requested by the district personnel of the actual site. 

Clearwater Junior High is part of a large southwestern 

district that was founded in 1889. This district serves 

more than 6000 students who attend the district's six 

elementary schools, junior high, senior high, and 

alternative schools. In regard to socio-economic status, 

the public record shows Clearwater Junior High, 

specifically, has fifty-two percent of the students 

eligible for free or reduced lunches. There are 432 female 

students and 4 83 male students for a total population at 

Clearwater of 915 students. Of these 915, 66% have 
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identified themselves as white, 28% as Hispanic, 2% as 

black, less than 2% as Asian, and 3% as Native American. 

This junior high boasts five faculty members on staff 

who have been finalists in the state's prestigious honor of 

"Teacher of the Year." This school has often been noted 

for its achievements. Besides being named the "Number One 

Secondary School" in the state in 1985, this junior high 

has also been given the U.S. Department of Education's 

National "Blue Ribbon Schools: Recognition Award" in 1986. 

The school motto of "The Future is Now" speaks right to the 

programs offered at the school. Extensive elective 

programs include: art, band, theater, drama, chorus and 

technology. The computer instruction program boosts a 

well-developed web site that hosts an online newspaper. 

Students attending Clearwater Junior High live in the 

surrounding community. The largest mall in the city sits 

blocks away, but just beyond the school the surrounding 

strip malls taper off into run-down trailer parks and 

discount grocery stores. The feed store still stands 

testament to the former countryside ranches not long ago. 

Urban sprawl has stretched this part of town along side the 

interstate and up into the foothills of the surrounding 

mountains. 
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The neighborhood of the school is riddled with crime. 

The parking lot of the nearby mall has the highest incident 

of auto theft in the state. The students in this community 

face a world of poverty, drugs, gangs, and other risks. In 

a city crime count gathered in the 18 months from November 

of 1997 to April of 1999 [city], the following took place 

in Clearwater Junior High's attendance area: 22 cases of 

arson, 206 aggravated assaults, 388 auto thefts, 551 

burglaries, 5 homicides, 138 robberies, 41 arrests for sale 

of narcotics, and 26 sexual assaults. The junior high 

school is an island of promise amid this world of poverty 

and crime. 

As part of the university's cohort program, Karen had 

been placed in two different classrooms for her field 

experiences and student teaching. These two classrooms are 

located in the same *pod' known as an eighth grade pod. 

The physical arrangement of the classrooms is such that the 

buildings are circular in nature with classrooms opening 

both to the outside and to a central area where the 

teachers each have a workstation and common area. Pairs of 

classrooms are separated by movable walls that have been 

padded to absorb sound. The movable walls were all closed 

during these observations. 
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The junior high school operates with a block schedule 

and therefore each class meets for ninety minutes every 

other day. The days are represented by the school's 

colors. The beginning and ending of each class were marked 

by a muted bell tone that permeated the campus. Between 

classes, teachers laughed and talked about their families 

and the last night's television shows. Students formed 

small groups to enjoy each others company as they gathered 

around small benches and next to trees planted to shade the 

concrete area from the desert sun. A warning bell rounded 

everyone up to their perspective places as doors shut and 

the windowless classrooms were lit only by humming 

fluorescent light. 

Data Collection 

Multiple data sources were used for triangulation as 

the data was collected over a six-month period (see 

Appendix B: RESEARCH LOG for a chronology of data sources 

gathered by research question). Data were also gained 

using Karen's academic work that had been completed before 

the study formally began. These data were from the 

previous semester in the Spring of 1999, when Karen was a 
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Student in my section of an educational foundations course. 

All other data sources were gathered during the course of 

the research agenda. See Figure 1., Research Design: The 

Building Blocks, below for a listing of data sources based 

on the theoretical framework previously described. 

Figure 1. Research Design: The Building Blocks 

Data Collection 
Academic Work 

Fieldwork 
Interviews 

Collaborative Conversations 
Reflective Journals 

Teaching cases 
Video Viewing 
Observations 

Researcher Journal 

Case Study Methodology 

Constructivist Interpretive Paradigm 

Qualitative Research Design 

The fieldwork began in October of 1999, and continued 

until the middle of December. Initially, this work was 

done on site at both Clearwater Junior High and an 

alternative site that was later dropped from the study. At 
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the beginning of the study, it was not known whether or not 

Karen would be able to use her assignment at her cohort 

school of Clearwater Junior High and therefore the 

fieldwork occurred at both sites until it became apparent 

in early November that her cohort would be the best site. 

The fieldwork occurred over a total of 24 observations 

dates with a total time of 54 hours (see Appendix A: FIELD 

OBSERVATIONS, for a complete listing of dates and times). 

The three interviews took place in October of 1999, in 

January of 2 000, and again in February 2 0 00. The amount of 

time for these interviews combined for a total of 5 hours. 

The first interview lasted for one and one-half hours with 

the second lasting just under an hour. The final interview 

had a duration of just over an hour and one half. 

Various types of discussions, such as collaborative 

conversations and teaching cases, contributed to the 

research. The three collaborative conversations were each 

approximately two hours long for a combined total of six 

hours of discussion. The first collaborative conversation 

occurred in October, while the other two were during the 

Spring semester and took place during January and February. 

The teaching cases activity lasted an hour and one half, 

although much of our discussion revolving around the cases 
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began before the tape started running and continued after 

the formal discussion had ended. These discussions, and 

all others that occurred outside of the convenience of the 

tape recorder, were captured as best I could in my 

researcher journal. 

This journal contained any questions, comments, or 

discussions that Karen and I had pertaining to culturally 

relevant teaching. In addition to this data source as a 

log of ideas, I also wrote down any research design 

inspirations or personal reactions to the various data 

collection methods used throughout the study. These 

musings, filling two legal notebooks, were instrumental 

augmenting data collection as I had captured my immediate 

reactions to each of the major data collection strategies 

as well as overall impressions of the ongoing research. 

This researcher journal was begun a month before the study 

and continued to remain open on my desk as I jotted down 

ideas and questions yet to be answered. 

Besides my own researcher journal, Karen's reflective 

journals, which spanned the length of the six month study, 

provided documentation of her thinking throughout the 

study. These journals provided a step by step indication 

of Karen's reactions to the process of discovering. 
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describing and enacting culturally relevant teaching. 

Grouped to correspond to fieldwork as it occurred, these 

journals provided information for interviews, collabora.tive 

conversations, and many informal conversations along th.e 

way. 

The video viewing, taped in early December, provided 

an opportunity for Karen and me to talk through what we 

were seeing in her trial teaching stints which occurred 

before her actual student teaching assignment began. Taped 

in the same classroom with the same students she would be 

teaching the following semester, the videotapes captured 

brief teaching events that were available for discussion. 

This video viewing occurred during a time when Karen had. 

been sick with bronchitis and therefore had not been 

keeping many written journal entries. Therefore, these 

tapes and the accompanying discussions proved invaluable as 

a way to glean information surrounding the question of ways 

Karen had considered using culturally relevant teaching 

before the semester of student teaching began. 

Finally, the eight observation periods, which occurred 

during Karen's first four weeks of teaching and lasted for 

a combined total of 12 hours, were crucial as a data 

source. In accordance with the block scheduling, the class 
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Karen was teaching met every other day for 90 minutes. I 

observed her teaching the class each time she met with them 

during her first four weeks of teaching. These eight 

observations were ecpaivalent to studying a traditionally 

scheduled class everyday for four weeks. These 12 hours of 

teaching observation were supplemented by time either 

before or after when Karen and I would directly discuss the 

events of the day. To further document the observations, 

each lesson plan with sample student work was collected. 

Combining with my observational notes and researcher 

journal entries, this data source examined the same event 

from Karen's point of view, from my observational point of 

view, and from students' perspective. Coupled with the 

conversations surrounding the lesson plans and intended 

results versus actual results, these observations provided 

excellent information as data sources. 

Not all data sources were to be both videotaped and 

audiotaped in a classroom at the university or at the field 

site. Only the first interview, the first collaborative 

conversation, and the video viewing were both videotaped 

and audiotaped. So that these data sources could be 

recorded without the aid of an additional person running 

the camera equipment, these three meetings were videotaped 
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in a laboratory room with three different cameras 

unobtrusively and permanently affixed to the corners of the 

room. Eating snacks and drinking beverages eased the 

formality of the situation and therefore, the 

communications took on a more conversational tone. 

After these three initial data sources were both 

audiotaped and videotaped, the data from the audio 

transcripts were sufficient for the purposes of the study 

and it was not necessary to videotape further discussions. 

Therefore, for the remainder of the study, all other verbal 

sources were audiotaped and later transcribed. These 

transcriptions were given to Karen so that she could both 

check for accuracy and make further comments in the margins 

as additional information was remembered. 

Academic Work 

While a student in my educational foundations course. 

Schooling in America, Karen was given an assignment in 

January of 1999. The students were asked to complete an 

educational history paper. This idea of writing an 

educational history was centered on the philosophy of 

needing to know oneself before considering others (Gomez & 
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Tabachnick, 1991) . Based in the ideas of narrative as 

knowledge, (Carter, 1993; Connelly & Clandinin, 1990; and 

Knowles & Holt-Reynolds, 1991) this assignment was designed 

to open the course by asking students to consider issues 

from their own education. Students were asked to consider 

a few seminal events or people who help to tell the 

student's personal education story. Karen discussed 

herself in respect to three different teachers and to her 

mother as a teacher. This data source was originally 

gathered on January 29, 1999, but was recollected after 

Karen agreed to become a participant. 

A second source of academic work was gained from this 

same course, but not remembered until midway through the 

study. This work was a journal entry entitled, "How will 

you equitably serve the needs of your students?" Karen 

brought this journal entry to my attention in December of 

1999, at which time the philosophy stated within was 

analyzed, along with Karen's ideas as to how she might 

enact this philosophy of equity in her future classroom. 

These two reflective pieces of academic work were included 

as data sources for the research as they opened the window 

on Karen's philosophy of education. 
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Fieldwork 

Karen completed 54 hours of field observations, which 

were used as the impetus for her journal writing. These 

observations (see Appendix A: FIELD OBSERVATIONS, for a 

complete listing of dates and times) happened over a span 

of three months and occurred on 24 different dates. At the 

beginning of the study, two different schools were 

identified as possible sites for the study and therefore, 

Karen split her time equally between them spending nineteen 

and one quarter hours at Clearwater Junior High, and four 

hours and fifty minutes at the alternative site. The 

decision was made to use Karen's cohort assignment, rather 

than to add additional observation and teaching assignments 

to her already busy schedule. Therefore, the alternate 

site observations were dropped and the remainder of the 

study occurred at Clearwater Junior High. 

The field observations were designed to gain 

information for three different areas. The first group of 

obseiTvations was used to answer the journal prompt of an 

initial and personal definition of what Karen perceived to 

be culturally relevant teaching. The first three dates of 

observation at Clearwater and the first three dates of 
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observation at the alternative site had a total time of 

eleven and one-quarter hours. During these six 

observations, Karen was instructed to write about her 

thoughts of what she might define as culturally relevant 

teaching. 

The second group of observations was used to answer 

the journal prompt of defining and documenting culturally 

relevant teaching. These observations lasted a total time 

of 13 hours and 55 minutes and were done at both Clearwater 

and at the alternative site. At this point in the 

observations, the determination was made to continue the 

research only at Clearwater and therefore the final twenty-

nine hours and fifty minutes were solely conducted at that 

site. These observations were focused on how Karen might 

use culturally relevant teaching when she began student 

teaching the following semester. 

Reflective Journals 

In asking Karen to keep a running journal to examine 

issues that might otherwise go unnoticed, I had requested 

her to be reflective in nature. A growing body of 

literature categorizes and discusses the potential benefits 
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of using reflection in teacher preparation (Valli, 1992) . 

In addition, much has been written to expand and explain 

Schon's (1983) definition of a reflective practitioner 

(Grimmett & Erickson, 1988.) For the purposes of this 

research, Posner's (2000) concepts of combining field 

experience and reflection were reviewed as Karen was asked 

to comment both on what she was seeing and how that 

information fit in to the overall goal of defining and 

describing culturally relevant teaching. 

Specifically, Karen's journal entries were modeled 

after the research on the use of reflective thinking with 

student teachers (Kettle & Sellars, 1996; Zeichner & 

Liston, 1987). Boyd, Boll, Brawner, and Villaume (1998) 

found that student teacher reflections fell into the 

categories: questioning as a way of learning, constructing 

a coherent philosophy, and committing to professional and 

ongoing inquiry. Karen used these journal entries to "talk 

through" her ideas and question her perspectives. The 

three guiding prompts of early perceptions of culturally 

relevant teaching, definitions and documentation of 

culturally relevant teaching, and projections of culturally 

relevant teaching all provided Karen with multiple 

opportunities to consider the topic of her observations. 



Journal entries were collected at the close of each 

writing prompt. For example, the first set of journal 

entries was collected as we met to have our first 

collaborative conversation. After this conversation, the 

journal prompt changed to reflect the new line of thinking 

The journal entries were completed at various intervals 

after the observation had been completed. Therefore, the 

time devoted to observation was used for just that. Notes 

were taken, but the entry was written at a convenient time 

A journal entry was not completed for every date of 

fieldwork. Initially, Karen completed an entry for every 

observation, however, this ritual changed as the questions 

became more philosophical and her other coursework became 

more demanding of her time. Journals were then completed 

at regular intervals, but did not, necessarily, correspond 

with the exact dates of her fieldwork. 

Interviews 

Interviews were used three times over the course of 

the study. These interviews were conducted using a three 

tiered foundation based on Seidman's (1991) approach to 

interviews. The first interview occurred on October 5, 
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1999, and focused primarily on Karen's life history, which 

included her early schooling experiences and family beliefs 

regarding diversity (see Appendix B: INTERVIEW QUESTIONS 

#1). The interview was both audiotaped and videotaped with 

homemade Chex Mix close at hand as we slowly forgot that 

there was a microphone on the desk and cameras pointed 

directly at us. The audiotape was later transcribed for 

analysis. This interview lasted approximately 90 minutes 

and was used in conjunction with the educational history 

paper to paint a picture of Karen's educational and 

personal history. 

In keeping with Seidman's (1991) approach, the second 

interview concentrated on the details of what was being 

observed and experienced during the fieldwork (see Appendix 

C: INTERVIEW QUESTIONS #2). Ideas appearing in the initial 

interview, as well as teaching cases and 'best practices' 

of culturally responsive teaching as identified by Ladson-

Billings (1994) were used to generate interview questions. 

We met at a local restaurant and sat alone on the deck of 

the bar as we audiotaped our discussion amid traffic and 

patron noise. Using Karen's five previously defined 

categories (Interaction, Ownership, Opportunity, 

Accommodation, and avoiding Tokenism) of the teaching 
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cases, she discussed how she plans to use culturally 

relevant teaching in her student teaching assignments. To 

aid in thinking about these categories, Karen was presented 

a binder with the categorized cases and her previous 

interview, journals, and academic work all coded to those 

same categories. The book prompted Karen's memory and 

enriched the conversation in that this interview served as 

a bridge between her stated philosophy of multicultural 

education and ways that she might enact that philosophy. 

The third interview was done as an electronic 

interview (see Appendix D: INTERVIEW QUESTIONS #2). It 

was decided during a phone call that for convenience, the 

questions would be sent via email so that Karen could 

answer them at her leisure. During this time in her 

teaching, her schedule, combined with her work at a local 

test preparation company that employed her to prepare 

students for the MCAT, made this accommodation necessary. 

This third interview provided Karen the opportunity to 

reflect on the intellectual and emotional meanings of both 

the past life experiences and present fieldwork 

observations (Seidman, 1991) . 
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Collaborative Convf^rsations 

Collaborative conversation (Hollingsworth, 1989) was 

used to encourage communication that extended beyond a 

structured interview format. These discussions were longer 

than the ninety-minute interviews. They were not only less 

formal, but also more deeply engaging and thought 

provoking. Many of the same structural features, such as -

relational process, focused learning on common concerns, 

opportunities to ask and reflect on broad questions, and 

valuing both experience and emotion as knowledge - which 

surfaced in Hollingsworth's work occurred during these 

discussions. 

The first collaborative conversation, designed to 

revolve around the very definition of diversity and 

culturally relevant teaching, took on an authentic tone 

whereby a spirit of mutual trust and respect was forged. 

Our relationship as both teachers and women was 

strengthened during this conversation which lasted 

approximately two hours enabling Karen and me to discuss 

both the experiences from the fieldwork and journal entry 

questions and issues that had surfaced during that time. 

We bantered broad ideas, such as an acceptable definition 
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of diversity, as we considered and debated various issues 

that had been lightly touched upon in the first journal 

entries based on early fieldwork. 

The second collaborative conversation revolved around 

a letter that I wrote to Karen. This letter served to 

communicate my perceptions of Karen's philosophy so that 

not only were misconceptions clarified, but our 

conversation took a natural turn to possible reasons why 

culturally relevant teaching was both necessary and 

difficult to attain at the student teaching level. 

Specifically, this forum enabled Karen and me to discuss 

her challenges of using culturally responsive teaching in 

her current student teaching assignment as we talked about 

ways she may still incorporate her ideas into her first 

four weeks of teaching. 

The third collaborative conversation also enabled 

Karen to respond using both her experiential and emotional 

knowledge. Karen was asked to construct a teaching case 

that described how she saw herself in her current student 

teaching situation. She was asked to write the case 

including real content materials used in the classroom as 

she explained her perceptions of teaching and daily 

struggles. Karen's case (see Appendix H: COLLABORATIVE 
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CONVERSATION CASE) combined both her specific daily 

experience with her thoughts surrounding her student 

teaching in general. 

For this conversation, Karen and I met yet again for 

food. We went to a coffee house for appetizers and soft 

drinks. Long before the tape recorder was ever turned on, 

the issues started pouring out. Karen's frustrations and 

questions toppled onto one another as the drinks were 

refilled. By the time we started to formally discuss the 

case, two hours had passed. This was not unusual in our 

meetings as we both personally enjoyed discussing the 

issues surrounding the student teaching experience. 

Once the tape was running, Karen's case was the center 

of our discussion as this opportunity to discuss various 

parts of the teaching case enabled the conversation to 

reinforce Hollingsworth's (1989) idea that learning to 

teach is a process. This conversation revolved around this 

process as Karen's case provided just a snapshot and our 

talk was able to fill in the experiences on either side of 

the case. Both Karen's personal challenges and her 

situational issues were evident in this discussion. 
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Teaching Cases 

Case materials were used in two different ways for 

this research. First, Karen was asked to read and respond 

to twelve different teaching cases (J. Shulman, 1992) of 

culturally relevant teaching. These teaching cases served 

as a means of discussing the pedagogy of culturally 

responsive teaching in a diverse setting. These cases, 

which varied in length from a paragraph to nearly two pages 

of text, were chosen based on my personal teaching 

experience of using case materials with preservice 

teachers. 

In choosing these cases, I relied heavily on the 

definition and overview of various definitions of case 

materials that were defined by Shulman (1992) in the first 

chapter of a book devoted to providing both examples and 

critiques of case materials and methods. Shulman defines 

teaching cases as: 

Original accounts, case reports or case studies that 
have been written or edited for teaching purposes. 
Cases used for teaching in business schools are always 
in this category, usually written on the basis of 
extensively gathered case materials, sometimes 
supplemented by case reports written by participants 
or elicited through interviews. Teaching cases can 
vary enormously in length, from the quite brief 
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vignettes (a paragraph or two) used in teaching 
medical problem solving through the lengthier 
narratives (2 or 3 pages) employed in ethics courses 
(p. 19) . 

This definition guided me in selecting appropriate 

vignettes and examples from Ladson-Billings'(1994) book 

outlining six case studies of successful teachers of 

African American children. These examples, originally 

gained through either classroom observations or interviews, 

illustrated Ladson-Billings' major concepts. One example 

for each of the major ideas was selected and typed as a 

teaching case. 

Included in these 12 cases, were cases that might at 

first glance seem to be examples of culturally responsive 

teaching, however they were actually tokenism and therefore 

non-examples of what Ladson-Billings (1994) defined as 

culturally relevant teaching. Together, these twelve 

stories and vignettes formed the teaching cases used for 

this research to clarify Karen's philosophy of teaching to 

diverse learners and to begin to uncover how Karen saw 

herself in relation to each of Ladson-Billings' categories. 

The other type of case material was a case report and 

was used was employed to capture how Karen saw herself once 

she started teaching. The case report as defined by L. 
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Shulman (1992), are "first-person accounts, reports written 

by someone who is reporting her own experiences, 

activities, and interpretations" (p. 19). After student 

teaching for four weeks, Karen constructed a case of her 

own teaching based on her knowledge of culturally relevant 

teaching. In J. Shulman's (1992) argument for using cases 

in preservice teacher education, she explains that case 

materials can serve as "a way of understanding the wisdom 

of practice from the 'insider's' perspective." 

Specifically, Karen's case report writing was informed by 

the work of Richert (1992) who suggests using the writing 

of case reports as a means of inquiry into teaching. 

Karen was given the structure of a well-remembered 

event as defined by Carter (1995). According to Carter, a 

well-remembered event is "an incident or episode that a 

teacher or candidate for teaching observes or experiences 

in a school situation and considers, for his or her own 

reasons, especially salient or memorable" (p. 3) . 

Specifically, Karen was given the three part structure of 

describing an event, making a statement of the issues 

raised by her experiences, and then commenting on what 

sense she made of this particular event (Carter, 1995). 

This facilitating structure was used as the literature 
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(Grossman, 1992; Richert, 1992; J. Shulman, 1992) has 

identified the difficulty both preservice and inservice 

teachers can have writing about their experiences. The 

intent was to provide a scaffold, in addition to the 

previously used samples of teaching cases, for Karen's 

writing. 

Video Viewing 

Karen and I watched one of her two available video 

taped lessons from her early teaching stints done completed 

her student teaching began. These videos were taped 

according to her cohort program's requirements, but as they 

were available, they were used to open conversation 

surrounding how Karen projected using culturally relevant 

teaching during her time as a student teacher. As Karen 

and I watched one of the tapes together, she verbally 

commented on what she perceived to be her current use of 

culturally relevant teaching. A copy of the five 

categories she defined during the previous discussion of 

teaching cases were placed along side the television screen 

where she was watching her teaching taped by one of her 

cooperating teachers the previous October. 
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Watching oneself teach provides an opportunity to step 

outside of yourself and view what the students are seeing. 

In addition, a video viewing also provided Karen an 

opportunity to discuss what she was seeing. To bring about 

this verbal reflection. Watts Pailliotet's deep viewing 

(1995) method was adapted for use. This method provided 

the opportunity for Karen and me to interact while she 

identified what she was seeing. Through this social and 

collaborative process, meaning is created as both the 

participant and the researcher were focusing beyond the 

surface details and looking for a deeper conversation about 

what may not have been as readily seen. 

Observations 

As a peripheral member (Adler & Adler, 1994) of the 

classroom, I sat in the back of the room and unobtrusively 

documented the people, the setting, and the activities that 

surrounded me. This peripheral role has also been 

described as that of an observer as participant (Merriam, 

1988) as both the students and the cooperating teachers in 

the rooms knew about my activities. I was introduced in 

each of the classes and described as Karen's friend who was 
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helping her to become a better teacher. I began the 

observations by sketching the room and the gender of each 

student at each desk. This process led to an informal 

chart I created to document each instance of culturally 

relevant teaching that I observed. 

Each of the eight days of observation occurred in the 

one class that Karen had started teaching. As this school 

uses block scheduling, I chose to observe every other day 

of the week so that I could watch this one class every time 

it met for four weeks. After the observations had 

officially ended, Karen and I often informally talked about 

the lessons and general teaching questions for an addition 

half-hour to forty-five minutes while we ate lunch. This 

debriefing time was captured in my researcher journal. 

Data Analysis 

Glaser and Strauss' (1967) constant comparative method 

was employed as a framework for the data analysis of this 

research. This method of analysis is widely used in 

naturalistic studies and requires a constant comparing of 

previously coded data to newly acquired data. Data 

analysis began with the very first set of emerging 
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categories (Coffey & Atkinson, 1996) and continued as the 

initial categories were refined into consolidated themes. 

The stages (Maykut & Morehouse, 1994) of category coding, 

refinement of categories, exploration of the relationships 

across categories, and the understandings of the integrated 

data helped identify the meanings from within the data 

sources. These themes were then applied and examined in 

context as initial experience themes during Karen's early 

student teaching experience. 

Emerging Cateaorigs 

The early data analysis began by reading the academic 

works to identify the participant's preconceived notions in 

the area of diversity. As I read, I recorded my initial 

impressions in the margins. I then read the rest of the 

first set of data-- the first interview, seven reflective 

journal entries written to define culturally relevant 

teaching, and the first collaborative conversation. I 

recorded more marginal notes. This first data set was then 

reread a second time and coded to find descriptive passages 

that referred to major concepts found in the data. Finding 

these passages and breaking apart the data was done in 
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accordance to Strauss' (1990) concept of open coding in 

that I found ideas and concepts that were repetitious and 

descriptive. 

Next I employed the concept of unitizing (Lincoln & 

Guba, 1985) in that I looked at each coded section to 

determine if it could stand on its own as a clearly 

understandable unit. These units were then given a word or 

phrase that would identify the basic meaning of the unit. 

Units that resembled each other were then grouped as 

documents under the heading that identified what the units 

had in common. 

As I reviewed the coding of the first set of data, I 

consulted both colleagues and professional sources to make 

sure I was coding accurately. These colleagues were also 

in the midst of doing qualitative case study research and 

we learned a great deal from each other about various ways 

to code data. We also read some of each other's raw data 

and discussed the rationale for coding. In addition, I 

gave copies of the raw data to Karen to verify accuracy and 

to react and comment on the content. 

At this time, I was primarily interested in data 

management so that I could use a clear structure for 

working with all of the materials necessary for this 
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project. I decided to follow the eleven steps Huberman and 

Miles (19 94) suggest as a "good storage and retrieval 

system is critical for keeping track of what data are 

available; for permitting easy, flexible, reliable use of 

data ... at different points in time over a project's life; 

and for documenting the analyses made so that the study 

can, in principle, be verified or replicated, (p. 430)." 

Specifically, I created a large file system of raw data, 

partially processed data with marginal notes, coded data in 

each of its steps, an index of codes used for each step of 

coding, and an analytic researcher journal to record my 

thinking. 

The final sections of my file system included chunks 

of coded data all placed together according to code, and 

word processing files that were also grouped according to 

code. In accordance with Huberman and Miles's (1994) 

suggestions, I also included a researcher's journal that 

was solely dedicated to my step by step process through the 

project. This journal looks more like a graffiti board 

than a proper journal. Thoughts came to me at all 

different times and places. 

All drafts were kept and filed, along with 

documentation of when and where all data collection and 
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analysis were completed. The filing system, three large 

gray boxes with color-coded hanging file folders and an 

index, contained all of the pertinent literature to support 

the research agenda. These boxes sat next to a stack of 

books and photocopied articles that served as constant 

support in my pursuit of qualitative research. 

Next, I reviewed the thirty-one unitized groups 

identified as possible emerging ideas. Of these thirty-

one, four were eliminated as they had only occurred once 

each and could easily be merged into another category 

without losing their integrity. For example, I had 

originally coded a section as "internal/ external", but 

later found the repeated word theme of "accommodation" 

that more accurately described the section previously 

marked as "internal/external." This left a total of 

twenty-seven emerging categories (see Table 1). 

Table 1 

Emerging Categories 

Cultural Self Awareness 
Choice 

Interactive 
Coach/Muse 
Tokenism 
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Transact ional 
Seeing differences 

Expectations 
Connect to outside world 

Passion 
Connect/relevant 

Opportunity-
Explicit instruction 
Student empowerment 

Trust 
Challenging perceptions 

Cultural bridging 
Individuals 

Get to know students 
•••Hidden culture 

•••External and internal 
Address behaviors 

Reflection 
Accommodat ion 

Community 
Social connection 

Student voice 
Student centered 

•••Lifelong process 
Ownership 

•••Professional 
•••These Codes were Collapsed into Other Categories 

Consolidated Categories 

In searching for overarching ideas to tie together 

some of these related emerging categories, I chose the work 

of Ladson-Billings (1994) as an organizing device for the 

data analysis because they serve as examples of what 

Ladson-Billings found when working with eight elementary 

teachers who were identified as being successful with 
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African American children. Each case was chosen to 

represent one of the categories Ladson-Billings identifies 

as a category of culturally relevant teaching. (see Table 

2 )  .  

Table 2 

Ladson-Billinas Categories 

Beliefs Conception of Self and Others 

Belief 1 Teacher sees herself as an artist, teaching as an 
art. 

Belief 2 Teacher sees herself as part of the community and 
teaching as giving something back, to the 
community, encourages students to do the same. 

Belief 3 Teacher believes all students can succeed. 

Belief 4 Teacher helps students make connections between 
their community, national, and global identities. 

Belief 5 Teachers sees teaching as "pulling knowledge 
out"- like "mining." 

Relations Social Relations 

Relations 1 Teacher-student relationship is fluid, 
humanely equitable, extends to interactions 
beyond the classroom and into the community. 

Relations 2 Teacher demonstrates a ^connectedness' with 
all students. 

Relations 3 Teacher encourages a "community of 
learners." 

Relations 4 Teacher encourages students to learn 
collaboratively. Students are expected to 
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teach each other and be responsible for each 
other. 

Knowledge Conceptions of Knowledge 

Knowledge 1 Knowledge is continuously recreated, 
recycling and shared by teachers and 
students. It is not static or unchanging. 

Knowledge 2 Knowledge is viewed critically. 

Knowledge 3 Teacher is passionate about content. 

Knowledge 4 Teacher helps students develop necessary 
skills. 

Knowledge 5 Teacher sees excellence as a complex 
standard that may involve some postulates 
but takes student diversity and individual 
differences into account. 

I also added non-examples to the cases taken directly 

from Ladson-Billings (1994) . These non-examples were taken 

from statements of teachers attempting to consider culture, 

but falling short of actually connecting with the student. 

From these teaching cases, Karen created five headings 

or categories for all of the cases, including her 

identification of the non-examples. In addition, she 

discussed at length the features of each case. This 

discussion included details of the teachers, the student 

reactions, and the issues involved in each scenario. The 
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five categories named by Karen were then used to reevaluate 

the categories found in the first coding of the data. 

At this point I used a process called axial coding 

(Strauss, 1990) to cluster similar statements. Choosing 

one of Karen's headings at a time, I reviewed the data to 

determine if the initial thirty-one, now twenty-seven 

categories could be grouped. With folders made in my word 

processing program, I wrote the headings for each of 

Karen's five categories. From there, I started reviewing 

the data and placing it into an appropriate category 

according to these five initial categories (see Table 3). 

These newly coded data groupings reflected Karen's 

interpretation of Ladson-Billings' (1994) cases. 

Table 3 

Consolidated Categories 

Choice 
Get to know students 
Transactional 
Social connection 
Student centered 
Student voice 

Accommodation 

Address behaviors 
Individuals 
Explicit instruction 
Seeing differences 
Expectations 

Tokenism 

Ownership 

Community-
Trust 
Student empowerment 
Passion 

Opportunity 

Coach/Muse 
Connect to outside world 
Connect/Relevant 
Challenging perceptions 
Cultural bridging 
Reflection 
Cultural Self-Awareness 
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Consolidated Themes 

With the emerging categories now clustered together to 

form consolidated categories, themes demonstrated Karen's 

thinking. These consolidated themes were first defined 

using the data gained from the transcript of the teaching 

cases. Placing each of Ladson-Billings' (1994) 

descriptions of culturally relevant teaching into Karen's 

five identified categories (see Table 4) allowed for a full 

description of what Karen considered to be and described as 

culturally relevant teaching. 

Table 4 

Consolidated Themes 

Interaction Ownership Accommodation Opportunity Tokenism 

Get to Know Community Value Seize the Short-
Students Individuals Moment sighted

Trust ness 
Address See Challenge 
Behaviors Differences Perceptions Selection 

of 
Transaction Multiple Teach Materials 

Realities Reflection 
Provide 
Choice Change 

Expectations 

Explicit 
Communication 
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Analytic induction was used to develop the 

consolidated themes gained by reading Karen's journal 

entries and from watching her videotaped teaching. 

Additionally, these themes were developed further during 

the second interview, which discussed teaching strategies 

connected to each of the consolidated themes, and from four 

subsequent observations of her teaching. Clarification of 

the themes was gained from the collaborative conversation, 

which revolved around the letter written to capture her 

response to these themes. Finally, relationships were 

explored across the categories by using analytic induction 

to identify and track the relationships. 

Limitations of the Study 

This study is not without its limitations. Karen's 

case is unique in that she is not a typical preservice 

teacher. While on the surface she may appear typical as a 

white, female teacher who is 24 years old and from an urban 

setting, Karen is unique in many ways. Karen is not 

attending a university close to home and has significantly 

more travel and work experience than this typical scenario 

describes. In addition, Karen is by nature a reflective 
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thinker who strives for excellence in her every task. She 

is outstanding in the field. These attributes, while 

acting as contributing factors for the study, serve as 

limitations in that the information gathered here, may not 

generalize to other preservice teachers. 

The short duration of the study may be a limitation. 

Although these themes have emerged during the first four 

weeks of her teaching, it remains to be seen if these 

patterns v/ill continue throughout her student teaching 

experience. Thus far she has been able to accurately 

predict what areas of culturally relevant teaching would be 

the most difficult for her to enact. It is impossible to 

project this confidence into her first experience in her 

own classroom. 
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CHAPTER FOUR 

SEEKING CULTURALLY RELEVANT TEACHING 

"These Are the Days That We'll Remember" Nathalie Merchant 

Participant 

This chapter first presents Karen's schooling 

experiences and her initial perceptions of how these 

experiences, combined with her life experiences, will 

affect her career choice of a teacher. Data sources for 

this information include academic work collected during the 

Spring of 1999 during the educational foundations course, 

intejTview one (see Appendix C: INTERVIEW QUESTIONS #1), and 

reflective journals completed during approximately ten 

hours of field observation in October. As the first 

interview, which occurred in early October of 1999, was 

primarily focused on Karen's life history, it served as the 

major data source for information on her cultural 

background. 

Prophetically, in her first collected piece of 

academic writing, Karen says, "A multitude of specific 

stories, classrooms and teachers have left profound 

impressions on me, impressions that have been instrumental 
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in creating who I am now and will be at least as 

significant in determining the teacher I will one day be." 

This thinking immediately echoes of Lortie (1975) as Karen 

reflected on her educational history and its future 

implications for her life as a teacher. 

In addition to this presentation of participant, this 

chapter discusses Karen's struggle to define culture, her 

conceptions of tokenism, and what she considers to be 

culturally relevant teaching before her student teaching 

semester begins. Major data sources for this information 

included the first collaborative conversation, more 

reflective journals based on an additional approximately 

fourteen hours of fieldwork observations during October and 

November, and the use of teaching cases. These teaching 

cases, which were used in early November, were a major 

source of data as Karen not only discussed each case, but 

also categorized and placed herself in the cases through 

and extensive discussion of each category. Following is a 

description of the participant and her first category she 

named Tokenism. The following categories named during the 

use of Teaching Cases will be discussed in the next 

chapter. 



131 

Influences at Home 

Born into a teaching family, both her mother and her 

grandfather served as role models. Although her 

grandfather would correct her and say that he wasn't just a 

professor, but a Columbia professor, these two sources of 

strength emerge as a source of modeling. Her early 

memories include watching her mother struggle through both 

the humdrum of "hours, days, weekends even at the dining 

room table doing report cards and lesson plans" and the 

philosophical struggles as her mother's "stories of 

frustration with students outnumber her stories of 

triumph". 

Growing up in East Brunswick, New Jersey, Karen 

describes her upbringing as mostly white and mostly middle 

class. "I would say the biggest minority population I 

would guess is probably the Asian community. Very few 

Hispanics...there were a lot of Indian and Asian peoples." 

With memories of friends of various cultures, Karen 

describes her neighborhood as: 

You know, it had winding roads and we lived 
at the top of the hill and actually it was very 
close to the turnpike. If you went around the 
corner and you go over a bridge that went over 
the turnpike and then on the other side of the 
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bridge was another elementary school...you know, 
nice street lights, everyone had nice lawns, very 
few houses with beat up cars in the front...It's 
funny because I can remember all the houses at 
different times getting siding put on and then it 
starting again. On a lot of Saturdays, you saw 
people mowing lawns...a lot of pools. There was a 
lot of, you know, it was green. It was very 
green. If you were going to pick a town that 
looks like a New Jersey Main Line suburb... it 
could be East Brunswick. 

Karen's own culture helped to determine both her view 

of culture in general, and her ideas of what teaching to a 

student's culture may look in the classroom. Two dominant 

forces were her parents and her own schooling. Her parents 

provided a mixed view of how to consider different cultures. 

When asked about her family's beliefs of people who were 

different then them, Karen smiled and said, "Well, my mom's 

or my dad's?" In explaining the difference, she said: 

My mom is much more tolerant in general, 
better educated and she herself is a teacher in a 
much more urban area. She teaches in New 
Brunswick and not in East Brunswick and has 
classes where she is a minority instead. I think 
that that made her a little bit more used to it. 
She also grew up the child of college professor. 
This was a tradition in her family. 

In describing her mother, Karen called her a 

"huge Kennedy fan" and herself a product of this as Karen 

considered herself, "so New Jersey, New England liberal. 



133 

just you know, Kennedy liberal." This "East Coast" 

attitude pervaded Karen's thinking as she explains that on 

the East Coast, the people "have, I think, a much more 

affirmative attitude toward socialist assistance programs." 

In explaining how this might affect her thoughts on 

diversity, she explained that there was more of an 

'acceptable diversity' there as "you don't presume as much 

looking at people." 

Karen went on to explain that perhaps because the East 

Coast is so much more diverse than other parts of the 

United States, and "maybe because it's already tackled so 

many welfare issues and public schooling issues that people 

have already had to learn that you can't judge as easily by 

looking at people." Growing up with so many different 

types of people has, in Karen's perspective, enabled her to 

"exposure to upwardly mobile minorities" which had helped 

her avoid stereotyped ideals. In addition, Karen says, 

"I've seen minorities be the mayor of New York. I've seen 

a lot more and been expected to respect a lot more minority 

people." If her mother personified Karen's Kennedy, 

liberal attitude, then her father provided a divergent 

view. Karen described him as: 
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I remember that while my dad was certainly 
more conservative toward other groups, it's also 
from his side that we talked mostly about 
culture. I don't want to say he's a bigot 
because he's not a bigot; he's not as educated, 
he never went to college, he's very close to his 
own family of Irish immigrants and he grev; up 
poor. You know that colors your perceptions as 
well ... people are trying to get his jobs and all 
that kind of thing. You know and it's funny 
because I mean truly I'm more of a Mick. On my 
mom's side there's a little Irish and Scottish 
and German. A little even English on my dad's 
side. I've always associated myself with Irish 
just because I think it's the one that we saw. 

With this Irish, Kennedy perspective, Karen sees 

herself as a product of the diverse thinking prevalent on 

the East Coast. Is particular, when she remembers talking 

about these issues, she remembers that "it was Mom who 

always had those discussions ... she took those 

conversations. He (her father) didn't. It was often 

school events which brought about the conversations with 

her mother. 

Influences at School 

Karen does not remember too many incidents that would 

cause such conversations to occur. During the first 

interview in October of 1999, she did remember one 
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particular event that stood out in her discussion of her 

schooling. There was one hate crime in her high school 

that involved the painting of a swastika on the building. 

She remembers a significant Jewish population in her 

community that was vocal in scheduling school events such 

as prom, testing dates, and sporting events. "I remember 

it was a big deal and then it got sandblasted and I don't 

think they ever found out who did it...there was an assembly 

after it happened; you know a pep rally type, community ... 

reactive situation." 

Karen clearly remembered a more startling event that 

involved a Catholic boy's school that was her school's 

chief sports rival. Karen recalled when: 

St. Joe's teams would come to East Brunswick 
and bring bagels and pennies and throw them on 
the field. East Brunswick's response would be 
"St. Joe's homos." You know the crowd roaring and 
throwing bars of soap instead and things like 
that. That was a big tension. It was with this 
tiny preppy boy's school 20 miles away. 

In particular, Karen remembered her involvement with 

the rivalry when she was asked to fill in for a friend who 

was the mascot for the basketball team. Her friend asked 

Karen to cover one night and so Karen donned the big bear 

suit for the night. In remembering the evening, Karen 

explained: 
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It happened to be the night we were playing 
St. Joe's and the principals and athletic 
directors had decided that this was the game 
where they were going to make everything right. 
And at half time like I had to go out and like 
shake the mascot falcon's hand or something 
ridiculously cheesy. 

In recalling events throughout her schooling, these 

two incidents of the swastika and the rivalry were the two 

memories that stood out for Karen. In addition to these 

events that involved the entire school, Karen remembered 

specific teachers who have had an impact on not only who 

she is as a preservice teacher, but who she is as a person. 

Influences of Teachers 

Karen describes her most outstanding teachers as 

passionate people who made learning interactive. She 

talked about two different high school teachers whose 

styles she described as straight out of Dead Poet's Society 

as they brought to life their perspective loves of 

humanities and art history. In remembering a favorite 

humanities class of one teacher named Mr. Michaels, Karen 

said: 

He'd bring in a photocopy of pages, two or 
three at a time, just to read for the feel. We 
read Cyrano de Beraerar in translation, that kind 
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of stuff. There was a lot more choice because we 
would tell us to bring in a passage or a song or 
a tape that says something that you think is true 
about love. And we could bring something from 
any source. I remember one girl...she brought a 
copy of the vows her parents had written and 
recited at their wedding. Somebody else brought 
a song. And somebody else brought a scene from a 
movie and somebody else brought a scene from a 
soap opera and somebody else brought a poem. 

These were the types of experiences that Karen best 

recalls. In considering her own teaching, Karen thinks 

back to Mr. Michaels in particular as an exemplary teacher 

who employed culturally relevant teaching. It was also 

during this time when she experienced class trips to 

explore Chinatown and Greenwich Village. These memories 

are balanced with remembered humiliation at wrongful 

accusations and teachers who spent the academic time 

talking about themselves and their families. However, 

Karen's overall public school experience was marked by 

self-tracking into advanced placement classes where she 

enjoyed the people and the material. 

College and Beyond 

College started for Karen at Trinity College in 

Hartford, Connecticut. After one short semester at what 
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had looked "just like I thought a college would look" Karen 

was ready for change. In discussing her year at Trinity, 

one incident surfaced as seminal in describing her 

experience: 

There were no minorities on campus. I mean 
there were I think six black girls and the 
football team. I remember a study then at 
Trinity while I was there about why with, you 
know, an actual real number of minority students 
do you see segregation in the cafeteria. They 
contemplated and said that it would be nice if we 
were looking at just mixed tables. Then a 
professor at Trinity printed something in the 
paper that [explained] that [he] had gone in and 
done a [his] own study. If we wanted to see 
students interspersed at every table then there 
would be one black student or two black students 
at every table of 18. There's why we're not 
seeing tables that are mixed because that's not a 
mix. It was kind of controversial. 

Because of this treatment of culture, along with other 

factors, Karen transferred to Rutgers University after 

feeling limited in the numbers and types of people she was 

able to meet. In describing the diversity at Rutgers, 

Karen explained that there was much more than ethnic 

diversity, but many subcultures as well. Even though 

Rutgers is in a smaller community than Trinity, Karen felt 

that having New York City so close had a great impact on 

the people she met during this time. During her two years 

there, Karen finished her bachelor's degree in English 
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literature as she met people she described as 'into music 

big time, skaters, surfers, and cyber punks' who were also 

a part of the diversity. 

In the Fall of 1998, Karen started attending the 

southwestern university where this research took place. As 

she described her early experiences in the initial teacher 

preparation program, Karen started to dig at why diversity 

is so valuable to her and what its source might be. 

Here at the U I don't see much diversity. 
Definitely not in the College of Ed classes. I 
think it's funny that downstairs in the hallway 
there's a picture that appeared in the newspaper 
of one of the basketball players, I guess, who's 
a student at the College of Ed. and it shows him 
sitting and reading with kids. There's never 
been a black guy in any of my classes. That's 
not true, there's one. But what concerns me more 
is not even that. I would say here I've had a 
much better opportunity to get to hear more 
voices from students and it's not so much even an 
ethnic diversity, I think in terms of mindsets 
and experiences more than anything else. It 
seems that there are not as many divergent 
thought patterns here and I think some of that is 
related and some probably isn't. 

This same divergence of thinking is what Karen looked 

forward to finding in working with secondary students in 

the classroom. In looking toward her time student teaching 

with students from various cultures, Karen suggested that 

she was looking forward to it because: 



140 

I think obviously I've gotten bored here at 
the college of ed. because I'm not seeing enough 
people. I got bored at Trinity when I felt like I 
didn't have the opportunity to interact with a lot 
more people. I just welcome it as an opportunity 
really. 

Cultural Self Awareness 

During the first collaborative conversation, Karen 

discussed a sense of cultural self awareness. Initially, 

Karen considered how she might think about the cultures of 

students. Her first response was that she must first know 

herself and accept that there are things about herself that 

she will always be learning. Karen believes that it is 

crucial for her to be able to view herself as a person with 

contradictions: 

From my experiences, the people with whom 
I've had the most conflict in class or the people 
for whom I have the least regard generally tend 
to be the people who are able to say in one quick 
good sentence exactly who they are. 

Just how would she, being from one culture, respond to 

students who were showing a cultural background that did 

not align with Karen's prior knowledge of experience? In 

thinking about this position, Karen remarked that it is 

crucial to know not only that everyone is a work in 
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progress, but also what one's cultural heritage is before 

considering the position of others. 

Karen discussed a conversation she had shared with an 

acquaintance who had categorized herself as a middle class 

white woman with no culture. This idea surprised and 

bewildered Karen who said that perception is, "a fallacy 

and I think that if you can dismiss your own culture so 

easily then you're probably not sensitive to the other ones 

in your room because you're not recognizing all that it 

is." Karen continued to explain her position that if "you 

being a white-skinned person means you have no culture, 

then the corollary in my mind for that is that that Black 

kid who's sitting in your class; there's nothing to his 

culture but his blackness." 

Inadequate Definition of Culture 

One of Karen's first journal entries in October of 

1999, was entitled "Inadequate Definition of Culture" and 

showed her early thoughts on the issues of diversity. When 

Karen discussed what she considered to be a basic working 

definition of culture, she believed that it "too often 

means just ethnic or racial identity, and that's not it." 
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To further this definition, she explained that "Now you 

have some forward thinking people saying ok well it also 

includes gender and also includes socioeconomic status. 

Ok, but that's still not it. I mean you still have age and 

I think interests." It is this area of interests that 

confounds Karen's definition. It was in the interests 

where the line became gray as she wishes to include this 

area, but believes the line can be pushed too far. For 

example, Karen discussed this concept at the adult level 

when the divisions are invisible. 

You're talking about people who spend time 
on the Internet vs. people who go hiking vs. 
people who put on knee pads and are dirt biking 
on ramps. And then once you get to that point 
where all of that is included, then I think that 
you start getting further away from it. That's 
getting too broad because then there's no common 
culture. Because once you start talking about 
every single aspect of a person's identity being 
from or of a separate culture then there's no two 
people in the whole world who will have that 
overlap with whom you say you share a culture. 
That's certainly not where I am either. 

In wanting to value someone's heritage or culture, 

Karen was interested in defining just what is involved in 

the very definition of culture when she wrote: 

I wonder that perhaps the inadequacy of the 
working definition of culture confounds the issue 
of cultural relevancy- I mean to say that 
"culture" is generally defined as the racial or 
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ethnic components of one's identity and not much 
else. Some now include gender, religion, sexual 
orientation, or SES [socio-economic status] in 
their definition, but even those factors don't 
complete it. In my mind even age and interests 
determine one's cultural identity. 

This definition of culture was significant to Karen in 

that it reveals that almost every single teacher is 

bridging cultures on some level. When age is considered a 

significant element, it means no teacher is teaching to his 

own culture- whether it's five or ten or twenty or forty 

years, there is that gap that must be bridged. It is in 

this bridging that perhaps culturally relevant teaching 

begins. Karen suggests, "Why not start approaching the 

other culturally relevant issues by examining the work that 

is always done to reach an age culture different from our 

own?" This thinking eventually turned problematic, 

however, when Karen started to extend the definition of 

culture beyond her early boundaries that considered age. 

Karen defined culture in an October journal entry as, 

"The group of characteristics that are part of our identity 

and our environment that inform our belief system." This 

definition was favorable in that: 

1. It includes a lot of the factors that 
aren't commonly integrated into other 
definitions- like regional differences, 
educational backgrounds, and interests. 
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2. I think seeing it this way also more 
clearly illustrates the connection 
between culture and reflection or 
awareness- taking the time to name the 
influences on our thoughts, to 
categorize them, allows us to see more 
commonalties. 

3. The broadness of the definition also 
allows for more subsets of cultures but 
doesn't preclude common cultural 
elements as narrower definitions. 

This definition, however, was still problematic for Karen 

in that the broadness may devalue "some of the attention 

that must be paid to the narrower groups more commonly 

considered- race, gender, ethnicity, SES, etc. as they are 

important and are of considerable impact." 

In addition, Karen was concerned with an area, such as 

socioeconomic status, that may be invisible. "I think I 

might agree that SES is the most dominant factor in 

culturally relevant teaching, or in cultural 

identification." When considering culture as a product of 

only one race or ethnicity, economic factors don't seem as 

relevant. But when that concept is expanded to include 

areas such as education level and hobbies, socioeconomics 

"limit attainment of each in a very tangible way - poor 

kids don't play polo." 

Karen's considerations of culture at this stage 

affected what she considered to be culturally relevant 
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teaching in that, "You know, I mean I think that it's not a 

question of some people being culturally relevant and some 

people not. It's a question of the people to whom that 

teacher is culturally relevant." This connection, then, 

was a natural one at this stage of Karen's definition of 

culturally relevant teaching. It was not, necessarily, 

something the teacher was doing in response to the students 

in the classroom. 

In thinking about how it might be possible to see 

culturally relevant teaching in action, Karen believed that 

it would be possible to document some of the bridging, but 

other aspects of the possible connections would go 

unnoticed. Karen suggested that: 

You can watch for racial cultural relevancy 
because you see it. You can see gender issues. 
But you don't know, maybe she's succeeding 
speaking very well to every child of divorce or 
every child of this or of that that you don't 
see. And I think that because you can't identify 
that, the teachers who are bridging ethnic 
cultural differences or racial cultural 
differences are getting a lot more lip service 
and getting more attention than those who are 
able to do perhaps socioeconomic status, sexual 
orientation, interests and other things better 
but it's not as noticeable. 

In particular, Karen believes that culturally relevant 

thinking is more important in language arts classes than 
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Others. This belief comes from the subject matter often 

discussed in a literature centered class, and also because 

"language itself is so external and internal at the same 

time." Karen explains this idea as "Yes, there're these 

words on paper and it's indisputable that that's what was 

said but the only person who could assess if it's an 

accurate reflection of what was intended is the speaker or 

writer." 

For Karen, this idea of voice in writing is distinctly 

tied to culture in that there are so many opportunities in 

written or verbal communication for the speaker's 

perspective to control or influence the intention, the 

intonation, how it's heard, how it's received, and even how 

it's interpreted. This internal voice and external 

interpretation sit alongside culture. Interestingly 

enough, however, is that this racial culture, or ethnic 

culture, or gender culture are visible manifestations, but 

not necessarily accurate reflections of the internal 

culture. Karen believes that when there's an identifiable 

cultural trait, it assumes responsibility for the 

interpretation. Karen says that she "thinks that it's just 

about wanting...culture and cultural relevance to be an 
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observable, quantifiable thing." Herein also lies one of 

the difficulties of culturally relevant teaching. 

Tokenism 

Karen's definition of tokenism, found in an early-

reflective journal based on her field observations in 

November, and also appearing in her talk surrounding the 

teaching cases in November, would include two different 

areas that pertain to the students themselves; making 

generalizations and labeling students. In the first 

category of making generalizations, Karen cited the 

teaching case where the teacher was looking at her students 

as "uninterested, low achieving African-Americans who have 

no vision of the future in the world of employment. They 

are usually from poor disadvantaged families." Karen's 

concern was that the teacher was not looking at, nor 

accepting Black children's differences. "They're not 

differences the way this person has described them. 

They're liabilities. And they're liabilities that apply to 

each and every one of them equally." This type of 

generalization troubles Karen and falls into the category 

she calls tokenism. 
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Generalization and Labeling 

In identifying the background or forces contributing 

to the child's behavior, this information cannot be used, 

then, in terms of an excuse for behavior. For Karen, 

looking at an explanation and saying, "So that's why, 

that's the reason" instead of looking at the issue and then 

endeavoring to reconcile all those factors with a student's 

need, simply is not enough. After acknowledging factors 

Chat may explain a student's behavior and the impact 

they're having on that student, it is simply not enough to 

acknowledge those factors and say, "So that's it." Just 

doing that is blatant tokenism. 

This same sort of "simple multiculturalism" for Karen is in 

comparison to what she calls "real cultural relevancy". 

"What I would say in general about most places I see 

culturally relevant teaching styles failing is just that 

they're short-sighted. Karen explains with a story from 

her teacher preparation: 

We were talking in class about different 
specific student issues. Sally brought up an 
obnoxious student who intimidated her in the 
context of asking for suggestions about how to 
deal with it. I shared an experience with a 
student who is likewise physically intimidating 
and struggling. Another classmate, as soon as we 
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were done, commented that we should be looking at 
ourselves if the first thing we do is call them 
'obnoxious' and 'intimidating'- and 'demonize' 
them. These are kids, she went on, who are often 
deprived of love Sc safety and are needy and might 
need more things. 

I retorted immediately that I was familiar 
with Maslow too, and completely agreed with her 
about the hierarchy of needs, but didn't think 
that that precluded my seeing them as 
intimidating. I would also argue that labeling a 
student as inherently needy isn't much different 
than obnoxious or intimidating. I think again 
that this is illustrative of a misinterpretation 
of 'multiculturalism' or being 'culturally 
sensitive', wherein acknowledgement of the 
factors or forces that guide a student's behavior 
is equivalent to excusing those behaviors. I 
disagree. I think it is the aim of the truly 
relevant teacher to understand what informs and 
motivates a student then investigate or explore 
with them how those dynamics are creating a 
disparity between what's happening and what's 
expected. 

In addition to this type of labeling of students, 

Karen looked at one of the teaching cases of a teacher 

providing a multicultural meal in the classroom. 

Immediately, Karen asked, "Who suggested the menu. Did the 

teacher or did the students say this is what we eat at my 

house?" Karen does not see a problem with focusing on the 

groups in the class so that you can make it more 

meaningful, but it should not be done at the entire 

exclusion of everything else. For example, Karen does 

believe that it's meaningful to "focus in [city], for 
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example, on Hispanic traditions over possibly you know St. 

Patty's Day or, you know, Turkish culture or anything else 

because it's something that is that much more accessible." 

However, it is then more important than ever to rely 

on the students as a source of that culture. "If you're 

doing it for the students than you're also taking it from 

the students" in that it should not be the teacher's 

perception of what Hispanic people eat on Thanksgiving 

because that's what the teacher has read in books. That 

type of teaching is getting back to what Karen calls the 

generalization in teaching where the teacher decides the 

culture of his/her students. 

Selection of Materials 

In valuing who the students are and where they come 

from, a common approach is to select materials that are 

representative of the students' experiences and cultures. 

This approach is commonly seen as teachers and 

administrators purchase materials to balance the 

predominantly white, male materials which are predominant 

in most language arts classrooms. As Karen considered her 

opinion on the inclusion of such materials, she remarked on 
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a crucial variable for her that separated the use of these 

materials as appropriate rather than as tokenism. 

When Karen was considering this concept, she wrote in 

her reflective journal about her battle with the issue. 

She wrote that: 

I've long felt that merely including and 
even addressing books by authors of different 
ethnic groups or genders, or whatever is not a 
necessarily valid, meaningful, or effective way 
to introduce diversity, but I've not been 
terribly good at explaining why. Part of what 
complicated that for me, I think, is that I had 
seen plenty of good classrooms where multi
cultural lit was a big part of the equation and I 
couldn't reconcile why sometimes it worked and. 
other times it failed miserably. 

Eventually, Karen tied the success or failure of the 

classrooms to why the literature was being used. "I think 

it's related to my original point about objectives." By 

way of explanation, Karen used the example of why watching 

old tapes of the Ed Sullivan show would be- were one 

studying the evolution of mass media, or broadcasting, or 

even certain decades of American history, it would be 

sensible, interesting, purposeful." As the purpose of the 

tapes hold the entire rationale for their inclusion, Karen 

went on to explain that, "In a science class, or music, or 

any other class in which the tapes were not tied to the 

teacher's objectives, it would be ridiculous." So, too. 
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would the inclusion of multicultural literature for 

multicultural literature's sake. 

In addition, Karen believed that including materials 

based on the authors or subject matter was not the answer. 

She explained that "that's where we've been misguided. 

We're paying attention to titles of books and the colors of 

the authors on the back pages and the pronouns the kids are 

using and not looking at the stuff that means so much 

more." The areas that truly define culture are, according 

to Karen, "just harder to look at because we don't know it 

when we see it. " 
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CHAPTER FIVE 

DESCRIPTIONS OF CULTURALLY RELEVANT TEACHING 

"Celebrate the Obvious" 

In. taking into account what Karen considers to be 

culturally relevant teaching, four themes emerged as 

central to Karen's descriptions of culturally relevant 

teaching. These themes emerged as Karen was asked in early 

November of 1999 to discuss teaching cases of culturally 

relevant teaching (see Appendix F: TEACHING CASES). Karen 

read through the twelve cases and commented on each one. 

Then she was asked to sort the cases into groups and name 

each category. By grouping these examples and non-examples 

of culturally relevant teaching, Karen created categories 

of; (a) Interaction, (b) Ownership, (c) Accommodation, and 

(d) Opportunity. The fifth category was named Tokenism and 

contained the non-examples of culturally relevant teaching. 

These four descriptive categories were closely aligned 

with the thinking found in the literature of Ladson-

Billings (1994) and Nieto (1992, 1999). In her discussion 

of these categories which emerged in to themes of 

description, Karen shows a belief that all students are 

capable of learning and holds high expectations for every 
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Student (Delpit,1995; Ladson-Billings). In addition, these 

themes push the concepts that suggest that educators must 

move beyond the tokenism of celebrations and dinners toward 

a "transformative approach" required at the personal level. 

This approach is aimed at both the students and the 

teacher. Karen's views are also supported in the 

literature in that she finds issues in both metaphors of 

seeing color and being colorblind (Valli, 1995). 

As Karen discussed the five categories she had 

created, she also identified the connections these 

categories have with one another. Karen explained that the 

categories were a 'pyramid' where each one was a basis for 

the next. The initial step was interaction, with 

ownership, accommodation, and opportunity each building 

upon each other in ascending order. Karen saw herself 

working on this continuum of culturally responsive teaching 

and hoped to eventually be able to have built to the level 

of opportunity, but did not expect to reach this stage 

during her student teaching experience. Karen's 

definitions and discussions of these four major themes will 

be presented in this chapter. 
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Interaction 

In describing culturally relevant teaching, Karen 

suggested that interaction was a key concept. It was also 

an area that came most naturally to her as she has "always 

been a people person. I've always been a question asker. 

I would have to say that I have always been heavy on the 

interactive end." Interaction includes both a two-way path 

of communication running from the student to the teacher, 

and a two-way path that runs from a student to his/her 

peers. 

Karen believes that interaction is one of the easiest 

things she can do that "makes the most common sense" and is 

the most like her as she is "outgoing and a people person." 

Becoming a teacher, for Karen, means getting to know your 

students and because it's something she feels is important 

in terms of not wanting to make the generalizations she may 

assume if she doesn't know them individually. 

This type of interaction is crucial to Karen's 

description as it provides both a channel for the teacher 

to get to know the students, and a means for the teacher to 

show respect for the students as the teacher gives students 

opportunities to show responsibility and choice in their 
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own educational process. The first step in setting up this 

type of interactive classroom is for the teacher to learn 

about his/her students. 

Get to Know Students 

Karen believes that getting to know students means 

learning their individual personalities and cultures. This 

information must be done on a one to one basis and not from 

the provided data sheets but from interaction. In 

remembering when she's trained teachers for a previous job 

that offered courses to prepare college students for 

standardized tests, Karen remarked, "I'd tell them the 

number one reason you're going to have for losing control 

of the class is not knowing the kid." 

In thinking about how she might create that 

opportunity, Karen suggested that she looked forward to 

getting to know the perspectives of the students when she 

talked to them. In explaining this she believed: 

I never liked it when people say, "Well, you 
know, I know that they are coming from this 
background." You don't know that they are coming 
from this background. You don't know and you 
can't tell by their index number and you can't 
tell by their code and you can't tell by how they 
look and you can't tell because they live with 
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one parent. You don't know anything - period -
until you talk to that child ... I know who I am 
and I think that I can look at my not having 
their ethnicity as a drawback or I can look at 
they not having mine as something else I can give 
to them. I am really looking forward to the 
chance to really discuss that. 

She looked forward to sharing her own cultural history 

while listening to the students explain their cultural 

backgrounds. Karen placed an emphasis on this interaction 

being a true sharing of information rather than her looking 

up their race or ethnicity as it had been reported to the 

school and making judgements of the students based upon 

this information. Karen offered her explanation as: 

I know who I am and I think that I can look 
at my not having their ethnicity as a drawback or 
I can look at they not having mine as something 
else I can give to them. You know that I am 
looking forward to the chance to really discuss 
that. Everything you share with students and any 
student shares with you helps to inform your idea 
of their culture. 

Address Behaviors 

Another segment of interaction that Karen identified 

is the need to address behaviors of the students. In 

looking at these behaviors, the culture to which the 

student aspire will be seen. The students visible cultures 

may not be as important as these more invisible groups. As 
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an example, Karen cited an incident that sparked her 

thinking. This incident was discussed during the first 

collaborative conversation in October of 1999. During her 

observations at Clearwater Junior High, Karen attended a 

pep rally in the gymnasium where popular music being 

played: 

There was this group of kids in the back 
that were sitting on the floor who got up at one 
point and they were all these little Goth 13 year 
old kids, dressed in all black and they had the 
hair. Looking very sullen, dark eye shadow and 
all that. They stood up and said something 
stupid. They were just waving their axTUs around 
and mocking. 

One of the principals walked over to the group and one 

of the students who had just been waving his arms and 

shouting immediately started to throw a fit saying, "Oh 

you're picking on us because we look different!" The 

principal replied, "No, you were the only guys who were 

standing up." Interestingly enough, the student then 

accused the principal of being there faster because the 

principal was looking for that group of students to do 

something wrong. The principal explained, "I was there 

right away because last time there was a pep rally you did 

the same thing." 
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Karen believes that students look to us to make sense 

of the discussions of cultural differences and discussions 

of accommodation. In helping students to make sense of it 

all, Karen identified the big public discourse, which tends 

to focus on culture providing exceptions to rules. This 

public conversation also can look to affirmative actions as 

reasons why some people get things differently. Finally, 

students may believe that cultures can provide excuses. 

For example, culture may be the reason why the girl should 

get the job, or he got into college with lower SAT scores. 

In particular, Karen explained that those kids were 

looking for there to be a response to their culture that 

would validate it. These students behaved in a way that 

warranted the type of response that they thought would 

validate their culture the best way. 

It becomes a self-fulfilling thing where 
their perception of the culture they want to be a 
part of creates the culture that they are a part 
of. That has to do with the culture that this 
particular group and other particular groups 
choose I think. Students don't necessarily 
reflect membership in a culture through their 
behaviors. They're demonstrating instead what 
they believe to be the behaviors of the culture 
to which they aspire. It gets back to the 
difference between your visible culture and what 
you are. 
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In addressing student behaviors rather than assuming 

student membership in visible groups, Karen believes that 

the teacher is best able to learn about the students as 

they see themselves. This self-identification is more 

relevant, in terms of group membership, than a cultural 

group membership that is imposed upon the student from an 

outside force. 

Transagtign 

Karen believes that a third ingredient of interaction 

is found in transactional methods of teaching. When the 

teacher knows the student and has learned about them 

through assessing their behaviors, rather than from an 

outside source, that teacher can now engage in 

transactional teaching. Karen defines this style of 

teaching as "exploiting in the good sense of the word; 

exploiting students' prior knowledge and acknowledging 

different student interests and learning styles." Karen 

believes that before a teacher feels like he/she is in a 

place where he/she can draw on student knowledge, the 

teacher must know the student and trust that there's 

something there, and know what's there to be drawn out. 



In talking about one of the teaching cases where the 

teacher is asking the students to describe the word 'witch 

in order to work on description, Karen noticed the 

teacher's method of discourse. The teacher was not using 

traditional feedback or standard responses to the students 

but was using interactional phrases such as ''now you're 

cookin' with gas!" Karen remarked how the speech patterns 

are so different in classrooms than in normal conversation 

Typically, Karen said: 

You ask a question, they answer. You ask 
another follow-up or go off that topic to 
another conversation. In the classroom, 
instead, it's usually question, answer and 
then evaluation before there's anything 
else. I mean, she's still doing evaluation 
in the "yes" and shouting, but that it's not 
the, "That was a great answer, what's next?" 
I mean there's a definite effort being made 
to not look like such a standard or 
traditional classroom. You know, instead 
of, "Oh that's great!" she says, "Now give 
me something new." 

In furthering her thinking of how this type of 

transactional style values the student's knowledge, Karen 

remarked that this teacher: 

probably sees more of it as getting what's 
already there out of them. She's not giving 
them vocabulary lists and telling them to 
use them. She's saying you know these 
words, make them up, I'd like the compound 
words, do whatever you want to do. I think 
that that, they, the students have, she's 



162 

drawing out more than, she's not giving 
forward, she's drawing out what's there. 

Karen mentions that this type of teaching sees not only 

students as authorities in the teacher's eyes, but also in 

the eyes of the other students. 

In particular, Karen noted, in her reflective journal 

done in November, an occurrence in her language arts class 

while Karen was observing. The cooperating teacher trains 

the students to score not only their writing according to a 

district selected rubric, but also their peers' writing 

according to the same rxibric. The students are seen as 

holding the knowledge of the rubric and show this knowledge 

when assessing each other's writing. Karen commented that, 

"It's easier when it's not your own paper to start looking 

at discrete categories and separating what's on the paper 

from the writer. It's still obviously not the same as 

doing it for yourself but it's getting there I think." 

This type of student writing buddy system placed the 

knowledge with every person. 

This type of teaching also provides an antidote to 

what Karen dubbed a common complaint of veteran teachers so 

frequently being the ones out of touch. For example, when 

a teacher uses the same lesson over and over again, that 
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teacher is not acknowledging that each class is different, 

that each student is different, and that the context in 

which it was written has changed. Karen believes that as 

soon as that teacher begins to ask how to teach it to 

'these students' then that teacher is getting toward a more 

interactive classroom. 

Provide Choice 

The final area of interest in considering interaction 

as a part of culturally relevant teaching is providing 

choice for the students. Karen recalls one observation in 

October when the students were given choices in the 

classroom. The students were able to pick their own books 

for a book review. Other students were writing creative 

stories and could select a picture, photo, or song for a 

writing prompt their creative piece. They could even pick 

which song, picture, or photo appealed to th.em most. Even 

the student's purpose and activity for the day was 

explained in terms of choices. 

Karen believes that there are a number of reasons why 

providing choice is a culturally relevant practice. First 

of all, Karen explains that it allows a student to "decide 
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for himself with whom and what he identifies- too many 

times I've seen well-meaning but simplistic teachers 

suggest Maya Angelou to black girls or Sandra Cisneros to 

Hispanic ones without any basis firmer than a shared skin 

color." 

A second example of this type of interaction in 

culturally relevant teaching was observed while Karen was 

watching her cooperating teacher work with the concept of 

summary. The teacher played three different songs that the 

students could choose from to summarize. In thinking about 

the student population in the class, Karen initially 

wondered why a Hispanic artist was not included for a bit 

before realizing that that may have included more 

ethnicities but no necessarily cultures. 

Karen concluded that the three songs the cooperating 

teacher chose, while they may have looked as if they were 

all of one culture, reached a greater number of students 

than could have been done with other artists who may have 

merely looked different. Giving the students choices, 

rather than just selecting one piece of music, or 

literature, provides the opportunity for the students to 

select the work with which they most identify. This type 
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of interaction provides for a culturally responsive 

classroom. 

Perhaps the most important component that Karen sees 

in choice is the opportunity to acknowledge that "there are 

a number or sources of authority, knowledge and experience 

outside the traditionally espoused ones." The teacher is 

not the only source of information. It's somewhat related 

to the first point in that students are choosing their 

materials and activities, but what they have to realize 

first is the validity of the alternatives. With exposure 

to choices, they reach that actualization earlier. 

Karen soon noticed that this element of responsibility 

carried over in the classroom among the students 

themselves. Karen explains that she "heard students asking 

one another for assistance- for spelling, procedures, even 

as general as "What do I do next, Miranda?" Anyone who's 

seen a mob around a teacher can appreciate the benefits for 

teachers as well as students." This type of classroom that 

has a shared responsibility creates ownership for the 

students. Ownership was next in Karen's continuum of 

culturally responsive teaching. 
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Ownership 

Karen believes that when she knows the students and 

has set up patterns for interaction to occur, ownership is 

the next natural step. In thinking about ownership both 

during her early academic work done in the Spring of 1999 

and in her discussion of the teaching cases, Karen recalled 

her time as a student and remembers best those teachers who 

made her a part of the learning. When she owned her 

thinking is when she believes she learned the best. For 

Karen, ownership relies on the teacher knowing the students 

and drawing their knowledge out of them instead of giving 

it to them. Karen says that she thinks it would be 

wonderful to be doing less work because: 

you believe the students know it or the 
students have it. There's something very nice 
and relief in that to me in terms of just doing 
all the work. So I mean that's attractive to me 
in terms of giving them the ownership and taking 
advantage of that so they can make it less work 
for me in the sense that they are the ones 
constructing the knowledge, they are the ones 
controlling the environment. 

Karen believes that this type of ownership is 

"empowering for students and reinforces what they may or 

may not be hearing at home or from other teachers." That 
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message may be that their education is their 

responsibility. Karen states that this message "is not 

voiced equally loudly by different cultures, but needs to 

be heard." This type of personal ownership builds a 

classroom community that then takes another form of 

ownership. This type of ownership is of knowledge. 

For example, Karen describes watching her cooperating 

teacher have students rate other students' papers according 

to a district rubric with very specific illustrations of 

each point value. For Karen, this type of student grading 

is a great way to foster culturally relevant teaching 

because it "forces all the students to take ownership of 

evaluation; the grade is not simply a reflection of one 

person - the teacher's - ideas." It's also consistent with 

giving them the opportunity to assume a role of authority 

and to view each other as peers. Therefore, this type of 

ownership fosters a sense of ownership within the community 

of learners. 

Cgmtpunlty 

Karen identifies the intention of community as a need 

to care about each other and to acknowledge that the 

members are all in it together. This type of environment 
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is important to Karen in establishing what she calls a 

great classroom. Karen cautions, however, that the idea of 

"we're all a team so we're all going to act together and be 

together and think together and do together and we're all 

going to be the same and reach the same levels of 

achievement" does not fit in her definition of community. 

As identified in her reflective journals from December of 

1999, for Karen, community is: 

we need to know each other, feel like a team 
so that when we need this done we can look to the 
people who do that well and we know them in 
advance so we know they're going to do it well. 
We can trust them to do that well. And when we 
need this or this or this instead, then we'll 
talk to the other people. I think it's more 
about getting to know each other and work as a 
team so that you can rely on the people who are 
stronger than you in certain areas for 
assistance. 

As an example of a faulty definition of community, 

Karen cites a television special she had just watched that 

was about the team of five breast cancer survivors and five 

women from Princeton University who had not had cancer. 

Karen explains that "These women did not make the summit 

because of weather, but even before they got to the place 

where they could have made the summit, a lot of them had to 

turn back and sadly there was only one cancer survivor left 
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in the group at that point." What was most intriguing to 

Karen was the discussion of the concept of team. 

Karen explains that there was a debate as to what 

would constitute a victory. One of the college women 

explained that it anyone made it, then it would be a 

victory for them all, but one of the survivors disagreed as 

that would take away from the entire purpose of the trip. 

Karen was intrigued by this concept and applied it to the 

classroom setting in that one person's goal is not 

necessarily the goal for the entire community. As Karen 

explains, "for one kid, making it through high school at 

the end of the year is great and for the other who thought 

that they needed to get this GPA to do x, y or z afterwards 

it's not." 

It may sound admirable, but a true sense of community 

requires more. Karen would have her definition start the 

same way in that the students have to care about each other 

and depend on one another. She explains that: 

Before we can really get anything meaningful 
accomplished we have to have a sense of family or 
teamness. When we see ourselves as a team that 
works together we can do anything. Having that 
kind of team spirit helps us all get each other 
where they want to be, get each other where they 
need to be. And acknowledging that you can use 
those people in different ways, that it's not 
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going to be the same or look the same for 
everyone. 

For Karen, this sense of classroom community also 

extends to a definition of the larger community and the 

students' place in it. She believes that it must be a 

teacher's objective to get the kids to understand and see 

more of the world around them and to "see their community 

as one part of the concentric circles" around them. Again, 

this type of community building and awareness must be based 

on the student's own selected communities as "so much of 

culture is invisible you can't presume that because the 

kid's black that is the most important part of his identity 

to him." For that child, Karen says that, "He could be a 

big skateboarder and have more in common with the surf kids 

from San Diego than the West Indian kid sitting in the back 

row. " 

Trust 

A final area of ownership that Karen identified was 

the issue of trust. This trust lies with both the students 

and the teacher. In describing this type of trust, Karen 

drew a diagram in her December reflective journals to 
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explain that this type of trust is multifaceted, in 

addition to being necessary. To illustrate that point and 

explain how the trust is necessary, Karen drew the 

following diagram to explain issues of trust in the 

classroom: 

TRUST 

Students: to provide help to each other, work 

independently 

'Teacher: to select good materials, to evaluate 

fairly 

The first part of this trust definition is based in 

the notion that there is a history that builds in the 

classroom and this history sets up a trust between the 

students and the teacher, and among the students. The 

students know that the teacher will give accurate and 

appropriate feedback to the students in that there is a 

standard of quality to maintain. Karen suggests that she 

is "not going to accept everything from my students, you 

know, and say oh it's wonderful because you tried, because 

you thought you did it." 
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The other part of this trust definition relies on a 

sense of trust that Karen described by discussing her 

connection with a television personality, Dan Byrne, who 

weekly chose guests to interview. These guests had little 

in common, but Karen would watch because she trusted the 

choices of Byrne. Karen knows Byrne as a musician and thus 

values his opinion and selection of artists. Thus far this 

scenario is not unlike a student who values reading and, 

knowing that the teacher is a reader, values that teacher's 

opinion of books. 

In explaining this second part of the definition of 

trust for culturally relevant teaching, Karen explains 

that: 

only part of that trust is based on my 
estimation of his own talent- also important 
is the history established in terms of my 
reactions to the acts I've already watched. 
My experiences have been positive even 
despite initial impressions that were 
negative. The only factor that allowed or 
influenced me to get part that first 
impression was Dan's involvement; had I been 
lacking that connection I probably would not 
have even continued to watch and thus never 
would have changed my mind. 

Karen explains this metaphor for the classroom as an 

important lesson in trusting one's perceptions or beliefs. 

Just as a teacher's beliefs may be challenged in a 
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culturally responsive classroom, so might a student's. A 

teacher must be trusted so that the student will take a 

risk. As Karen explains: 

Not trusting your ovm perspectives is 
scary, even when you can recognize that 
those perceptions may not have been arrived 
at through careful examination of something-
sometimes its those perceptions that could 
be the most difficult to challenge because 
the justification is so simple: My parents & 
family think so. Everyone thinks so. 
Because that's the way it is. 

Karen believes that, "There is no particular detail of 

defense that can safely be challenged without undermining a 

larger, more fundamental institutional belief- in family, 

ethnic identity, or religious identity." In order for 

there to be an honest consideration on the part of the 

student of how that student fits into the classroom 

community and the larger community, the student will have 

no real ownership of his/her education. This type of 

ownership is defined by Karen as a crucial part of 

culturally relevant teaching. 

Accommodation 

In addition to interaction and ownership, Karen has 

identified accommodating student needs as a crucial part of 
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culturally relevant teaching. For Karen, accommodation 

falls in line with the other areas as a natural 

progression. She believes "that if you do focus on knowing 

your students, letting them own what's there and letting 

that guide it, how the students give you that participation 

should provide the perfect forum for a variety of learning 

styles." This makes sense to her "because you share what's 

comfortable for you to share. You're going to articulate 

it the way that it's comfortable for you to articulate." 

Seeing accommodations that fit student needs is also, 

for Karen, tied to the teacher's objective to teach "the 

kids about the world." Just as the teacher wishes to mine 

the material from the students and show them their place in 

the various rings of community, it is the teacher's job to 

learn how those students fit into the community. As a 

teacher you must take the time and opportunity to "get to 

know your kids, because the teacher who doesn't take the 

time to identify different learning styles, to recognize 

that there are five different learning styles in the 

classroom, doesn't have to concern themselves with writing 

five different types of assessment or working a choice of 

how to provide an answer." Karen believes that a teacher 

having this objective is crucial in order to go the next 
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Step of accommodating student needs. This type of 

accommodation had four different components that include 

valuing individuals, accepting multiple realities, seeing 

differences, changing expectations, and explicit 

communication. 

Value Individuals 

The first component is for the individual to be 

valued. In explaining what this type of cultural relevancy 

might look like, during the first collaborative 

conversation in October, Karen made an analogy a college 

friend she remembers in what she calls a "healthy 

appreciation" way. 

He looked like a trailer park kid. He just 
had the long stringy hair and the glasses 
and he always had scruff and he always 
smelled kind of funny. He came over all the 
time. He was in the English Department and 
I had classes with him. Every time we think 
of him to this day we still hear him say "I 
like my Tater Tots." 

It's one of those, I mean it's just one of 
those things that Will and I can make these 
horrible jokes, horrible ungodly jokes about 
trailers and tornadoes and Tater Tots and I was 
caught off guard when somebody that was listening 
and was overhearing and made a reference. And I 
said no, no, no, I don't mean it that way. I 
said I have friends who live in trailers. And 
then I sound like one of those horrible people 



176 

who can be a horrible bigot and then tell you one 
of his best friends is black, and that's not what 
I'm saying. 

But I think in the very real sense that I 
love Tater Tots and can celebrate the Tater Tots 
even when I don't want to live in the trailer 
park, you know. I mean, loving hillbilly music 
and never wanting ever for my mother to play the 
banjo in front of my friends. 

Karen explains that for her, there is a real 

difference between knowing that people are individuals and 

appreciating elements that make them unique. Karen return 

to her analogy in that there's something in her that makes 

possible the fact that she can look at a group of people 

who "live in a trailer park, which is someplace I have 

never lived, someplace I will probably never live, 

someplace I know I don't want to live," and know that even 

while "I don't want her to be my mother, I can laugh and 

enjoy and appreciate her." Karen continues to explain that 

she can appreciate something "Even in the mother with the 

cigarette at the sink with the dirty dress who's standing 

there, you know, with empty bottles in the living room when 

the kid comes home." It is in this type of appreciation 

where accommodation begins for Karen. 

Karen acknowledges that there are areas of gray here 

and that "it's not black or white because she's not 
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necessarily my ideal mother." Instead of looking toward an 

ideal, Karen is suggesting that culturally relevant 

teachers believe there is something in her and there is 

something in everyone." Karen explains that "regardless of 

how distanced I am from a situation or a person there has 

to be something in it or them that I can appreciate." This 

connection to the individual is measured in how you choose 

to express that appreciation, not the fact that this part 

of their personality is noteworthy. When the teacher is 

able to look carefully at his/her students, then that 

teacher is seeing what makes that person an individual. 

See Differc>nr;p>s 

Seeing the individual feeds into Karen's description 

of being able to see differences as they exist. In 

thinking about how there is a standard to which students 

are held, Karen explained that "I get the whole 

standardized test thing and it being its own monster, and I 

get the impetus I don't think is coming from the wrong 

place, that you want students to be able to succeed to the 

same levels." Society, for Karen, wants there to be an 

equal opportunity for achievement for all students. Where 
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this thinking is problematic for Karen is that she believes 

that "there are these real differences." 

In wanting everyone to score at or above a certain 

level, or in pushing students to attain a certain grade, 

Karen argues that it isn't appreciating diversity, it is 

making homogeny. "If you're looking for everyone to have 

the same levels of achievement, to participate the same 

amount, to participate in the same way then you're not 

seeing real differences that exist." 

It's not that she believes that there are these preset 

destinies that students carry into the system. She doesn't 

want to be saying that the "kids who come from that 

background are going to do this better than the other" and 

that it's predetermined. Teachers can and do impact 

students in both a positive and negative manner. Karen 

argues that "it's not preset." But she also believes that: 

Aren't there smart kids? I mean this just 
seems to be ludicrous to me. It gets back 
to that whole difference between fair and 
equal, and I think that culturally relevant 
is fair, not equal. This is looking for 
there to be one type of student and I'm sure 
I know who's student they're picking as the 
norm. That's not appreciating diversity. 

As part of an explanation, Karen references the 

culture in schools that "A is great but you describe C as 
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average, but God forbid a kid be average." This type of 

judgement comes from the presupposition that everyone is 

going to college. Karen has taken what she describes as 

"the unpopular position in the college of education" of 

saying not every kid is going to college and that she 

doesn't want every kid to go to college. "Not all of them 

will need it. Not all of them will want to do it." 

In looking at this issue of differences in grades 

being true differences and not just cultural ones, Karen 

explains that: 

It's not acceptable to me that the Native 
American kids in my class are going to pull C's 
and won't, you know. But it's not acceptable to 
me to say every Native American kid has to prize 
getting A's on essays and getting an A in my 
class. And maybe what's terribly difficult is 
the fact that I would be happier if the Native 
American kids were getting C's and knew it was 
ok. There's not a place for that in schools. 

Karen also doesn't believe that it's acceptable to fix 

student's grades by "finding out what my Native American 

kids are good at and make everyone do it so that I can give 

them an A on something and raise their grade." This type 

of tokenistic assignment is not seeing the real differences 

in students and accommodating their needs. Karen explains 

that she would be: 
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much happier being able to say to that 
kid, you know what, so this essay isn't 
everything that I told you it needed to be. 
You can tell a better story than anyone else 
in the class. You just can't get it on to 
paper as well. That's something you can 
work on if you want to communicate with 
people outside your commxinity who require it 
in writing. But you might never do that. 

In seeing the student's strengths and weaknesses for what 

they are, the teacher is informing the student of 

expectations and informing them of expectable consequences. 

That way, if the student chooses to try that type of 

assignment again, they will be able to better evaluate what 

is necessary for them to get the grade that they choose. 

Karen believes that if students are not aware of what 

is making them different from the people around them, and 

not the face value stuff, not the stuff they can see, but 

if they're not aware enough of those other differences then 

there's no way they can start talking about the interaction 

and understand the interactions between them for everything 

that they are. Once student know who they are, they can 

celebrate their individuality and choose learning that they 

value. 

This celebration of who the individual wishes to be is 
one way to demonstrate the relativism that the teacher has. 
A transmission teacher will accept that there is more than 
one right answer. The individual's answer, however, must 
be justified by that student according to that student's 
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thinking. For Karen, this does not mean that every answer 
is acceptable. Eveiry answer that can be justified using 
the 'how do I know what I know method' like you would have 
to do in a science class would be acceptable. Basically, 
any conclusion that "you can walk through, going through 
this method and explaining yourself every step of the way" 
is how individual realities can be accepted. 

Multiple Realities 

Karen explained that in thinking about the students it 

is crucial that the teacher consider culture. As she 

described in a November reflective journal, "If you don't 

prize culture, if you don't see your own culture being a 

tool, if you don't see the students' culture as being a 

tool, then your teaching doesn't leave much room for 

alternate explanations or interpretations." Karen went on 

to say that the teacher who does not value culture would 

not believe that there are multiple realities rather than 

just one correct perspective. 

The problem, according to Karen, with believing in 

just one perspective is that then: 

... you treat all of your students exactly the 
same, which isn't necessarily the best way. 
I mean the big cliche is treating the 
students fairly does not mean treating them 
all the same. I think that the people who 
say, "I can do that regardless of what color 
their skin is, I'm going to treat all of 
them the same," are probably the people who 
are going to wind up having the biggest 
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problems because they're discounting actual 
real differences. 

Karen also says that the teacher must accept that 

he/she "has to do with being able to say I cannot for a 

second imagine who you are. You can value an individual 

and say that you value them because I can put myself in 

their shoes and I would be like them." For Karen, there's 

a different type of value placed when the teacher can say 

that he/she can't possibly imagine everything that is part 

of the student that is not part of the teacher, yet the 

teacher values that student anyway. Karen sees "a big 

difference between those two acceptances of that person." 

Karen explained that when only one answer is allowed, 

that answer does not accept any individual thinking and 

instead she likened it to the melting pot metaphor of 

wanting every answer to be the same. With a melting pot 

"it melts and then it's this thing. It's ugly." But the 

teacher can value individual identities, then "You can 

still taste the carrot" and it's "much more like a mosaic 

model." The only way that the mosaic model can work in the 

classroom, is for the teacher to know the students, have 

them own the learning, and then have the freedom to express 

themselves according to their own needs. Karen explained 
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how to know if a teacher sees her students as individuals. 

"Perhaps one indicator would be even just how well a 

teacher can speak about the differences among her students 

and know them as individuals." This includes prizing them 

as individuals as a lump of "characteristics and everything 

else that they are, not as an individual black child." 

This distinction of individuality is made in Karen's mind. 

In specifically speaking of this type of individuality 

in the language arts classroom, Karen believes that 

"They're too many people who when they read the slang will 

say it's because I don't know what you mean. And that's a 

lie. You know what they mean. You just wanted it stated 

differently and should say so." Language itself has 

multiple realities in both its expression and in its usage. 

The key would be to ask the student if they are interested 

in learning Standard English and if so, then the teacher 

has a responsibility to teach toward that student's 

desires, not force the student to conform to a standard the 

teacher sees as beneficial for that student. 

The final area of multiple perspectives that is 

troubling to Karen is the tracking element that she feels 

she has been pressured to feel is a negative thing for 

students. "I know I've been supposed to learn in the 
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college of education is that tracking is bad. And yes and 

I get, you know the party line arguments have been well 

heard you know that yes it becomes self-fulfilling 

prophesy." Karen understands the questions. What if a 

child changes her mind? What if a parent changes her mind? 

What if their abilities change? But Karen's concern is 

that "as soon as you say ok so I don't want to track kids 

and I don't want there to be different expectations for one 

group than another, then you're at this point where 

everyone needs the same thing." 

In referring back to the slang example, Karen believes 

that the question "Does the student see needing to be able 

to write standard written English?" should be asked. The 

student who wants to go back and teach on her reservation 

or who plans to return and work her farm may seek different 

types of writing than the one standard way that is being 

offered. Karen explains that despite the desire to stamp 

out tracking, "I think that you see it even in school. You 

see it at a district that loves to say it doesn't track." 

For example, "you see legal writing, you see business 

writing, you see agricultural writing. That's tracking and 

it's not an ugly evil thing to me. I think that it's 

recognizing your children of different needs." The concept 
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of not having any type of tracking is ludicrous for Karen 

because: 

Why is it wrong to say to a kid this type of 
class is going to offer you challenges that 
you're not going to have in this class? I mean I 
think that there can be self-selecting tracking. 
Because everyone who stands there and smiles 
saying, "No, we don't have tracking" knows full 
well who they expect to be going on to the honors 
classes in high school and who they don't. 

This type of accommodation for students is appropriate 

for culturally relevant teaching because it's also going to 

wind up teaching accountability. Karen explains that when 

you have students self-selecting the curriculum, then that 

student is going to become more accountable because "then 

you say, halfway through the semester when the student is 

failing your class, you knew this was a class about this." 

The teacher must help the students to know their strengths 

and weaknesses through awareness and reflection. 

Change Expectations 

In addition to considering how the dialogue might look 

in a classroom where the teacher is concerned with 

culturally relevant teaching, Karen discussed going further 
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than looking only at patterns of discourse. Karen 

explained: 

Something that I know is going to be 
important—is to change my expectations. I 
mean in a very concrete way even about 
assignments that the student who has read a 
certain type of book or had a certain type 
of story told to them over and over again 
knows different conventions in story 
telling. Their fiction writing is going to 
look different. 

One illustration of this point of expecting different 

outcomes in work occurs when students are told that school 

is their job. Karen says that "there's so much made about 

while you're a student, being a student is your job and 

it's just like a grownup when they have to do their job 

well." Karen explains that, "Kids hear that so many times 

and I think it is such a lie." Expecting students to be 

little worker is inaccurate because when you have a job and 

you find a better way to make the point you need to make, 

people say great. In school, you are expected to conform 

rather than find creative and unique ways to make your 

point. Karen explains that in education, "it's the content 

that's being evaluated and the fact that you did what you 

were asked to do" and this is not a reality in the working 
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world. The culturally relevant teacher seeks difference 

and accepts it without prejudice. 

One specific example Karen cites is from her November 

reflective journals based on her obseirvation at Clearwater 

Junior High. She explains: 

There's a kid in one of my eighth grade 
classes that is about to turn 15, has been left 
back twice. And my teacher is pretty committed 
to the fact that he will not retain him again. 
Not in a bad, I don't want to deal with him way, 
but he says he's not going to finish. If he's 
driving before he's a freshman, he's not driving 
to school. We've both recognized that Chris, 
while he's not doing well in class and he's 
disruptive and he brings in the Pokemon cards; 
he's bored to tears. He's smarter. He's so 
smart this kid. [The teacher] said we have to 
find a way. So he's going to excel on the debate 
project. He loves to talk with us after class. 
And I think part of it says well then why not let 
him do his other projects that way. And I think 
that that's part of it. 

According to Karen, it could be a disservice to Chris 

if all the teacher chooses to do is say, "Ok now you can 

give me everything orally" and that's that. Karen suggests 

that in terms of assessing him where he is right now and 

moving him on to high school, that accommodation needs to 

be made. The crucial piece, however is the discussion with 

Chris the teacher explains, "Ok, we are doing this - you 

and I - right now. Do you think it is fair to expect this 
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from everyone else afterwards?" Karen does not see this 

accommodation as a disservice to the student. She says, 

I mean if you are struggling with this type 
of assignment over and over again, that could be 
his culture. Just because he's not black and 
he's not poor and he's not a foster kid doesn't 
mean that somewhere there is something that is 
telling him that writing isn't it. That getting 
it down on paper is not the important part 
because he speaks so differently. 

The crucial part for Karen, is in the student holding 

the ownership of the decision making, as the teacher 

changes his/her expectations to meet that student's 

needs. 

Explicit Communication 

Karen considers explicit instruction essential to 

equity and effectiveness in serving a diverse class. To 

illustrate this point, Karen drew the following diagram in 

her reflective journal to explain the different types of 

specificity needed to accommodate students: 

SPECIFICITY 

\ Students: to convey needs 

Teacher: to provide feedback, to focus 

on behavior 

Students must be explicit in describing what they need 

so that the teacher can then focus the student's behavior 
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and assess how that student is progressing in reaching that 

goal. Karen explained that, "I know there's a school of 

thought that prefers to keep kids in the dark about 

assessment- "If they're good students, they'll be prepared 

for whatever I ask" - but I think that's very outdated." 

This type of thinking doesn't accommodate students whose 

cultural backgrounds or prior schooling haven't prepared 

them for the variety of testing methods teachers might use. 

Teacher might see these methods as 'normal' and see no 

particular issues with them. Karen gave the example of 

true/false questions in that: 

There are cultural values placed on being 
able to see shades of gray (in various 
native American cultures or others that 
prize oral interpretation); students from 
those cultures would be at a severe 
disadvantage answering a question that 
forces them to see it as either black or 
white. Telling a class what they have to 
know but not how they're going to 
demonstrate it is incomplete preparation. 

In an alternate example, Karen explained that knowing 

the acceptable convention for repeating information may 

very well be an outcome of just knowing what is expected, 

rather than the teacher providing clear and specific 

instruction. Karen explained that she "can write a great 

five paragraph essay about anything I want to. It doesn't 
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mean I've done any thinking about it. It means that I know 

what's expected. I know the game of studenting." What may 

be a 'typical' essay for one student may be a completely 

different type of essay for another. Accommodation, for 

Karen, encompasses giving the students a variety of ways to 

demonstrate efficiency without holding them all to one 

measuring stick with which they do not wish to be measured. 

Culturally relevant teaching provides students a variety of 

ways to demonstrate efficiency and knowledge. 

Opportunity 

This philosophy of inclusion of opportunities is 

embedded, for Karen, in how the teacher views students in 

general. "A teacher who doesn't decide that teaching 

students about the world they live in and teaching them to 

connect and relate to that world, if he doesn't see that as 

a chief objective, he isn't going to worry about it." It 

relies on there being a solid pattern of interaction, 

ownership and accommodation so that the student feel 

comfortable to express themselves knowing that their 

opinions will be valued and that they can express these 

opinions in multiple ways. Therefore, opportunity is at 
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the highest level of the 'pyramid' of culturally relevant 

teaching. Taking opportunities, for Karen, must be 

grounded in a philosophy of teaching that values relevance 

for the students. 

Seize the Moment 

This challenging of perceptions is what Karen called, 

"taking opportunity" to uncover and discuss culture in a 

classroom. Karen remarked that she, "can't stand when 

people just think that just because a kid's answer makes 

other people laugh or their reaction is to laugh, that 

means it should be dismissed." Karen suggests teachers 

check out the cause of the reaction. "I mean there's some 

real trigger that caused either, whether it's a genuinely 

amused reaction or just a nervous reaction, something to 

trigger it." Taking the time to uncover that trigger is 

what Karen termed, "taking opportunities. 

These opportunities are built into each lesson and 

determined by the teacher's overall philosophy. Karen 

believes that a teacher who is aware culturally and wants 

to bring that in is better at seeking out the opportunities 

to make it a relevant discussion. Discussing culture in 
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and of itself doesn't do anything one way or the other. 

Karen explains that, "It's like great so you have Faulkner 

books in your classroom. Big deal." It's more about 

really grasping those opportunities to do it in everything, 

the same way that any teacher would always make an 

opportunity to teach a self-monitoring skill. You know 

learning how to learn not something you do separately. 

That's something you build into every lesson. The same 

should be true of culture. 

While completing her fieldwork observations in 

November, Karen took part in an immigration unit in a 

social studies class. Karen explained one critical event 

during the first collaborative conversation. The class was 

watching a movie entitled. El Norte, which is about two 

Salvadoran teenagers who were crossing over the border. 

One scene in the movie includes a brother coming back to 

meet his sister after she'd presumed he had been killed. 

As the two family members meet, they are hugging and 

touching each other's faces. Karen describes the student 

reaction as: 

All the kids in the room were just, you 
know, giggling and tittering. I stopped the tape 
and we talked about it real briefly then and they 
said, "Isn't that her brother or is that her 
boyfriend?" And there were a few students who 
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were actually genuinely confused now that it 
wasn't her brother- that it was a boyfriend. I 
said let's talk about that again because 
obviously I think some of us were taking the 
wrong things away from that. And then there were 
some, you know, one girl put her hand right up 
and she said well in my family we hug and kiss 
all the time, my brothers and my dad hugs his 
brother and my brother kisses my uncle, and 
that's our culture, that's what we do. 

For Karen, this event in the classroom is a part of 

taking opportunity. It's a constant preparedness and being 

attuned to these issues and being able to take advantage of 

a situation like this that provide students with the chance 

to understand culture. This constant preparedness on the 

part of the teacher for taking advantages of the unexpected 

responses and the unexpected things that are going to 

happen in the classroom that create the opportunity. Karen 

believes that, "It is these events that give the you those 

teachable moments that you're going to miss if you're not 

paying attention closely enough." 

In addition, Karen believes that this part of 

culturally relevant teaching is probably the hardest to 

hone. Perhaps this is because the teacher is new to the 

situation and it's the first time he/she "has ever gotten 

that response and don't know where to go with it or where 

it could lead." Karen questioned how a teacher could 
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possibly be prepared for the variety of responses. She 

also wondered how a teacher becomes confident enough to go 

off on tangents when he/she doesn't know where they're 

going to wind up. At this stage, Karen has many questions 

about how to handle these opportunities when they arise. 

Challenge Perceptions 

The idea of creating opportunity can become more a 

more narrow issue of how does a culturally relevant teacher 

teach students that their perceptions can be wrong? More 

specifically, how does this happen without stunting the 

student's willingness or ability to properly and 

analytically draw conclusions? For Karen, she looked to 

the sciences for an answer. "Before a bio teacher expects 

to have any productive, informed or meaningful conversation 

about an experiment, he must teach the scientific process 

and teach how a scientist determines what they know and how 

they know." 

In looking for a similar model that helps students 

build their knowledge regarding literature or language, 

Karen found no similar scaffolding that provides a model 

for students. Instead, she foiind that often in language 
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arts classes, the opposite is true in that teacher give 

students the symbolism that they are to believe. Karen 

explains: 

Indeed, literary analysis is not taught as a 
science. Students learn about symbolism often 
through transmission, in which a teacher says, 
"Yes, Daisy & Jordan are wearing white because 
they're pure." A student might ask, "Why?" and 
too often could be answered 'Because that's how 
white is always used." That type of answer puts 
us back to square one, where challenging 
perceptions and drawn conclusions challenge basic 
truths. 

Teaching how we know what we know might be one way 

that Karen would consider to foster student construction of 

knowledge. "Not only does it provide a stronger overall 

framework for discourse, but would also lend itself readily 

to cultural accommodations and how various components of 

identity inform our perceptions." A second way that Karen 

would suggest to support this knowledge is to must ask 

questions and a lot of them. Karen used the example of 

asking for more than just a student response, but also for 

the rationale behind that response. 

You know when the kids laugh and make fun of 
the character's dialogue it sounds corny to them. 
"Why? How would you say it differently?" I 
think that is a great way to start that dialogue 
and to use that. Why are some kids seeing it as 
hokey and others don't? Because some of them 
talk that way and others within, some of them are 
able to rework in their head how that would sound 
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if they were to say it and can glean knowledge 
from that, and others aren't able to do that 
because it sounds so foreign. 

Karen believes that there has to be a way to create an 

environment and teach students that there is a process by 

which they can question their perception of something 

without undermining all of the institutional things that 

informed that perception in the beginning. 

It's easier to dispute a kid over a science 
question they got wrong because you can point to 
the book and say well see it says here this and 
they understood it the wrong way. But they don't 
care about the book so it's fine. You can't say 
that when their answer was, "Well, it's because 
that's just the way it is" or "That's what my 
religion says" or "That's what everyone in my 
family thinks." Because then as soon as you 
question that you're undermining so much more 
than just one conclusion. 

Teach Reflection 

In considering how a teacher would be able to show 

students not to trust everything they've been told without 

making them impotent to build any new conclusions again 

because they don't trust anything, Karen turned to 

reflection as a tool. Karen believes that "a teacher that 

is willing to get into that part of the discussion I think 

would definitely be getting further." Karen, again. 
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looked toward the sciences to consider how this process of 

reflection could be learned. Remembering that A student 

would not be expected to have a meaningful and informed 

discussion about an experiment until the teacher had taught 

the scientific process, Karen looked again at what might be 

used as scaffolding. It was not the standardization that 

attracts her, but rather that there is a process by which a 

student can be trained to examine their own thinking. 

But what I like about it is that it trains 
you how do you get from this set of information 
to the conclusion and that it is important and 
discussed and addressed in class that the in-
between steps are so important. It's not just 
inference, it's structured inference that they've 
been taught how to do, that there are steps to 
follow. If you don't go through the steps you 
have reached a faulty conclusion, that there has 
to be some basis for it. 

It gets also back to constructivism, for Karen, 

because if a student is able to tell the teacher that 

he/she knows something and this is how they know it and 

this is what they have learned and this is when and this is 

why, then the teaching is going to be more culturally 

relevant. In this type of situation, the student now knows 

that there are different ways to know something and that 

there is not just one reality that is acceptable. That 

student has defined his/her own reality according to a 
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clearly logical process that has provided a basis for that 

knowledge. 

Karen identifies one other reason that this type of 

trained reflection and self-awareness are so important in a 

truly relevant classroom, and required of a truly relevant 

teacher in that: 

What I feel sure of is its impact on 
tolerance. Anyone who has taken an honest 
inventory of themselves and can identify 
strengths and weaknesses, the good and the bad, 
must, become more accepting of others' foibles. 
Furthermore, someone who does reflect honestly 
and frequently has practiced looking for 
motivations, seeing connections between 
circumstances, thoughts and behaviors and can 
therefore better hypothesize where someone else 
is coming from. 

Another benefit that is connected to the issue of 

understanding other's perspectives, is Karen's belief that 

reflection can also lead to accountability and autonomy. 

"A student accustomed to reflection looks inward to explain 

things, believing that she is responsible - at least to 

some degree- for what happens, but even more importantly, 

that through that self-examination she can uncover the 

explanation herself." This type of reflection enables the 

student, again, to see multiple realities as well as 

acknowledging authorities outside the teacher, and other 

school officials. 
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In turn, Karen believes that, "Giving credence to 

oneself will lead also, I believe, to respecting other non-

traditional sources of authority, i.e. other students, 

community and family members." Therefore, this type of 

reflection can create the opportunity for everyone involved 

in education to clarify his/her opinions, beliefs, and 

stance on each issue that is raised in the classroom. This 

is significant because as Karen says, "What makes us think 

the way we do is certainly a significant part of culture, 

perhaps the most significant; showing its impact in 

learning must be likewise important." 
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CHAPTER SIX 

USING CULTURALLY RELEVANT TEACHING 

"Aye, There's the Rxib!" wilUam Shakespeare 

Four Week Forecast 

Having defined and described what Karen considers to 

be culturally relevant teaching, the next question was how 

she would use this knowledge in her own teaching. Major 

data sources for this chapter were Karen's discussion 

surrounding the video viewing in December, the reflective 

journals based on November and December fieldwork 

observations, and the second interview. At this point, 

Karen had been observing with two different teachers, 

Eileen -a pseudonym- for her major of English and Dan -also 

a pseudonym-for her minor of social studies. These 

observations occurred during the first semester of the 

school year and now that the second semester was ready to 

begin, so, too, would Karen's student teaching experience. 

This chapter captures how Karen intends to use culturally 

responsive teaching during her first four weeks of student 

teaching. 
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When Karen first considered how she might employ 

culturally relevant teaching in her classes, she said that 

she must first make sure it is an objective to do so. 

During the second interview, Karen referred back to the 

first interview where she had made the point of just how 

crucial it is to make it authentic. Later in that same 

discussion, she had defined that this may well be the 

significant difference between culturally relevant teaching 

and tokenism. 

I'm more convinced that tying culturally 
relevant teaching to my objectives - not just as 
a method of instruction but as a goal of 
instruction - is necessary. I'm learning quickly 
that unless I've decided in advance exactly what 
I want to be discovered in a lesson, I will 
flounder or fail in helping guide students to 
that point. Consequently, I need to consistently 
attend to the opportunities I have to foster a 
culturally relevant classroom. 

In specifically thinking about how she will make this 

culturally responsive teaching an objective, Karen referred 

back to the ideas of interaction, ownership, learning 

styles, opportunity, and avoiding tokenism which were first 

identified during the use of teaching cases. 
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Interaction 

First of all, Karen stated that, "I will know my 

students." For Karen, this is the easiest and most 

enjoyable part of culturally responsive teaching. Here is 

where she was confident that she would be able to make the 

first attempt. Observing for an entire semester in this 

classroom, prior to student teaching, had given Karen time 

and opportunity to get to know information such as names, 

behavior, and academic level. Karen explained that she 

already "feels comfortable enough to discuss non-curricular 

concerns." That type of "familiarity and comfort" allows 

her a fuller understanding of the students as people: 

I can already list some things that I 
wouldn't expect about a lot of my kids. The 
lovely young lady who called me a bitch last year 
when I was substituting is a member of Athletes 
for Christ. Things like that. And I think that 
the more I can tell you little things like that, 
that seemed trivial or one detail, I think are 
very significant. 

This familiarity will, for Karen, make it easier for 

her to "teach them more effectively" as she will be beyond 

the simple communication of names and other similar 

concerns that often take attention at the beginning of a 

teaching assignment. Another benefit, Karen identified 
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during the second interview in early January, is that the 

communication lines are already opened up. These patterns 

of discourse that have enabled her to become familiar and 

comfortable with the students, will also make it easier for 

me to personalize and adapt her instruction on an 

individual level. 

Another way that Karen is interested in fostering 

interaction in the classroom is through choice. She 

explains that: 

I'm definitely interested in incorporating a 
lot more student choice. I want there to be, for 
most assignments, a choice, which is difficult. 
Some of them I cannot visually work within the 
parameters and make choice available. Some of 
them, like having to write formal directions, I'm 
just kind of *eh'. So I know a lot of it has to 
do with choice for me. 

In addition to choice, Karen also intends to value 

different sources as authorities. Karen believes that this 

selection of source material is a variation of the choice 

issue of interaction. For her, a lot of it also has to do 

with honoring nontraditional sources of information and 

authority. 

I want students to be thinking about 
gathering information not just from books and not 
just from music and not just even from art. You 
know to really look inside themselves, to their 
parents, and I want to try to work things in 
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where there's more of a need, where you have to, 
to complete the assignment, get somebody else's 
opinion on it. 

In considering this issue, Karen explained that this 

type of valuation is something that one of her cooperating 

teachers, Dan, does well. "He does a lot of public opinion 

and interviews as being parts of assignments, and I like 

that, because I think that also just developing the 

intejTview skills, you know I want it to be contextual." 

This example is one way that Dan uses a variety of sources. 

As well as getting to know the students and using 

choice in the classroom, setting up participation 

structures in the classroom so that students interact with 

each other is yet another area of interaction. Karen noted 

that Eileen currently relies on the students to work with 

and talk to their study partners throughout the course of 

the class period. These study partners repeat 

instructions, comment on each other's writing, and check 

each other's work. This type of interaction is definitely 

being supported in Eileen's room. 

In Karen's considering how she might use this type of 

interactive culturally relevant teaching, she predicted 

during the initial discussion of the teaching cases that 

this would be the category that would come most easily to 
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her. During the second interview in January of 2000, she 

continued this idea in thinking in particular how and when 

she might be mindful of interaction, Karen supposed: 

It might even be when we're doing 
directions, bringing directions for something 
that you do at home this time of year. Maybe it 
will be right before Valentine's Day or it will 
be right before something that is significant. 
Or maybe it will be for vacation and it will be 
to write directions for a game you'll play or a 
hike you'll go on, or how do you get ready for 
doing what you're doing over break. 

In thinking about what the specific incidents might 

be, Karen was really not sure how she would incorporate the 

ideas, but she knew that it is part of her nature as she is 

"always joking and it's just my nature to be even sarcastic 

with the kids sometimes." 

You know Albert asked me today why I wasn't 
teaching in the class and I said, "Because you 
were late." I said, "You know, I told all the 
kids that since Albert wasn't here I'm not 
starting until next week." He giggled and that 
was that. 

Karen cannot imagine being in a classroom where there is no 

fun. Also, she comments that, "I think that that part of 

it comes easily to me, and that's where I feel I'm doing 

well right now anyway with the rapport with the kids." 
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Finally, in reflecting during the second interview 

about how interaction had affected her own time as a 

student, Karen though again of one of her two most 

influential high school teacher, Mr. Michaels. Karen said 

that she wanted to follow his lead and to "stand up on 

chairs and I want to scream and I want them to not question 

for a second that I do think what we're talking about is so 

cool and so important and so wonderful." Karen remembers 

that the students in his classes never doubted his love of 

literature. Regardless of whether or not the student liked 

the poem, it was "very clear that Mr. Michaels loved the 

poem he was reading or he wouldn' t do it." Karen remembers 

retelling this story to Eileen: 

He was one of my favorites because we did 
things topically and when he wanted to say, you 
know when we had finished Cyrano de Bergerac he 
said that is what I think is almost the best 
love. That's what I could pick. There's the 
thing about the flowers and the, oh which is 
wonderful. He said now I want what you think is 
the strongest statement about love. Bring in 
whatever you want. It can be a novel where the 
novel itself, it can be a word, it can be a song, 
it can be a video of your favorite movie, it can 
be a video clip from a TV show, it can be a 
commercial, it can be a perfume that you think is 
the most romantic perfume, it can be velvet 
because you think that's it. And we could bring 
in anything and it was just that, I want to be 
him that way. 
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Ownership 

In addition to knowing who her students are, Karen is 

also interested in giving them ownership of the class as 

well as ownership of the classroom. First, ownership of the 

class is discussed, with description of ownership of the 

classroom following. When it comes to ownership of the 

class, in some ways, Karen feels as "it's the toughest part 

to create in a classroom because it's emotive, and 

ownership is a feeling that I think might spring more from 

reactions to certain events or dynamics than from any 

deliberate desire to 'own' one's classroom." For Karen, 

this type of ownership is something that is built, rather 

than necessarily given to the students. Rather, true 

ownership is a negotiated process for Karen and therefore, 

something that she hopes will occur over time. 

Ownership of knowledge I think is going to 
be tough in four weeks because they've had eight 
years first of transmission. It's going to be so 
new to them that they create their own. I think 
that they'll be blown away the first time I tell 
them that I can't give them anything, I can only 
create opportunities for them. 

The interaction dynamic must happen before ownership 

is available to the students. By finding out as much as 

she can about the students early, Karen believes she can 
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start moving toward ownership. As the semester begins, 

Karen feels as though she already has a plan to work this 

type of introduction into the lessons: 

Eileen and I have talked and she's advised 
me, you know, that as much as possible, at least 
in the first month, I want to give a few 
assignments where they're getting a chance to 
write but I'm going to make it very clear to them 
it's not going to be graded for content, but just 
so I can get a taste of them. 

After the first week of student teaching in January of 

2000, Karen used her reflective journal to explain that she 

believed that she had started well in this direction. One 

of the first assignments during the beginning of class was 

to "write about the biggest surprise you had over break." 

Karen was surprised to find that "some of the kids wrote 

about the presents and you could tell, and others didn't." 

This initial bit of writing was just one way Karen intended 

to get to know them. The first assignment of the semester 

was to "color a picture, then flip it over and write why 

you colored it the way you did." For Karen, this type of 

ownership seems to be "something we're [Eileen and Karen] 

doing a lot of and I'm trying to build in more 

opportunities for this kind of free writing type things 

where it's really just a chance to speak personally." 
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Another way Karen is hoping to encourage ownership in 

her classes is through the use of a suggestion box. This 

type of interactive communication is specifically set up by 

Karen so that "they can own the class. I want them to know 

that it's something I do want to respond to and that it's 

something that we all have to work on to get there and I 

can't expect to change anything without any feedback." In 

assessing her progress, Karen noted in her January-

reflective journals that she believes: 

It's a little bit more subjective but I 
think it's going to be, hopefully in what they 
feel they can express to me about what's 
happening in the class, things I see in the 
suggestion box and things that they can actually 
verbalize to me personally will be a good 
indicator. I think when they evaluate big 
projects I'll see it in whether they say things 
that could be better, I could have given them 
shorter, I could have done this, I could have 
done that, or I as a student could have planned 
this better and done more work. 

As the semester begins, Eileen is accepting of Karen's 

idea of a suggestion box but Karen hasn't decided if she 

will place one in the other class. Dan does use periodic 

evaluations of the class and lesson, which may serve the 

same purpose of providing ownership. Karen is not as 

comfortable with this type of feedback, but knows that if 

the students are comfortable with that system, there is no 
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Strong reason to change. Overall, during the first week of 

student teaching, Karen notes in her reflective journal 

that Dan's room is more regimented that Eileen's and "as 

there are so many routines in place there that, even though 

they're not exactly what I want to be doing, I think it 

benefits the kids to stay there." 

Also in using interaction as a base for class 

ownership, Karen has made the interactions more personal in 

order to get them to 'buy in' to the learning. Karen 

stayed after school one or two Wednesdays to work with 

students trying to do their states. "I didn't mind staying 

after and saying if you need help with this, come. Then 

there were a couple kids I did ask. I liked that part of 

the ownership in saying we're going to do this together and 

we're going to help each other out." 

This type of community building relationship will 

build the rapport that Karen believes is necessary for the 

students to start trusting her. By trust, she doesn't 

think that the students are afraid to say things to her or 

that she is a mean person. She also does not mean that the 

students are afraid that she is going to be a harsh grader, 

or dramatically different than her cooperating teacher. 



211 

Eileen. Trust, Karen explained in the second interview in 

early January, means: 

They just haven't seen enough of me yet to 
know when I say this is going to be a great 
scory, it's going to be a great story. So I 
can't say that yet. I can say I think this is a 
great story but I would be lying and betraying 
them if I said I know you're going to think this 
is a great story too because I don't know all of 
them well enough yet and then they don't know me 
well enough yet to determine for themselves when 
I say I love this if they're going to like it or 
not. 

Karen hopes to build this trust through interaction, 

and class ownership. She also hopes to use relevant 

assignments to bolster the relationship. For example, in 

teaching persuasive techniques with formal and informal 

writing, Karen wants "to teach that using letter writing 

just because that way the audience is built in, the need 

for a different voice is built into the assignment, and 

it's not write this in formal English because I said so." 

The same issue of relevance is true for the persuasive part 

of the assignment. 

I know for formal voice they've done in the 
past, I know a lot of teachers do, you know, 
write a letter to your congressman about schools 
or something like that. I want them to write to 
somebody important about something they care 
about, and not necessarily about improving 
schools because maybe they don't care because 
they're dropping out next year anyway. 
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Ownership of the classroom is a second area for Karen. 

"I think that within four weeks, between the suggestion box 

and things I'll say, I think that they will be at a point 

where they can call it our classroom." Karen believes that 

in four weeks, the students will have ownership of the 

classroom. Here again, she takes her direction from Mr. 

Michaels in that she likes using student work to decorate 

in the room. Karen believes that this is one area she will 

do for sure in Eileen's room. 

Eileen has a star board in E's class and Dan 
puts up work occasionally as well. I had a boy 
make me a helicopter the other day. It's sitting 
there in the room. Eileen does the same. She 
has pictures of students on the wall, you know, 
that when they go to the little place in the mall 
with the funny backgrounds and stars, you know, 
they're all over the wall. So I think that that 
is a good example for me as well. 

When Karen reflects on what she will do differently in 

the area of ownership, she believes that she does not wish 

to make many changes except in the area of positive 

consequences when the student is working for success is 

self satisfaction. "I want to make very clear to them that 

one of my goals is really for them to feel proud of 

something." This accomplishment may come in any form. 

"Even if it's not the paper they got the highest grade on 
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that there's something this semester, just one thing this 

semester, that you do that you can really say you're proud 

of and is yours." For Karen, this ownership of the 

classroom, and the class define ownership for the student. 

Accommodation 

Overall, Karen wants to feel confident that she's 

giving her students a diverse range of opportunities to 

demonstrate their abilities. Three areas of concern for 

Karen are personal decision-making, variation of 

participation structures within the class, and a variety of 

ways that students can show mastery of the information. 

These three areas of accommodation are see in Karen's 

thinking about both her current observations, and in her 

predictions of her own teaching time. 

Karen thinks that here again, personal goal setting is 

key. During the conversation of the second interview, 

Karen currently feels that both Dan and Eileen both 

currently work with students in this area. For Karen: 

I think a lot of it has to do with it's not, 
everyone doesn't need a 4.0 and that doesn't have 
to be your goal. It doesn't have to be your goal 
to be the starter on the football team. You can 
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make a goal of going out for the team and that 
could be it. 

"You know they're all successful at something" she 

says, "but the problem is that school doesn't deal with 

those kind of things." For Karen, part of that is getting 

back to the issue of pride because the teacher is not 

telling them what they have to be happy with, but that they 

need to determine where they will excel. "Maybe it will 

just be that they made it on time to class most of the 

time, but that I want there to be something." 

Karen believes that, "It gets back to again fair 

doesn't mean equal and equity doesn't mean equal." If 

there is one student that needs to be prodded four times to 

do the work, but then he writes down three goals, Karen 

will be thrilled. Different students need different 

expectations. If that same student that works twice as 

hard as his neighbor then asks a goofy question but is 

raising his hand and wants to participate in discussion, 

I'm going to be OK and we'll laugh and we'll just move on. 

In thinking about how her grading might reflect these 

differences, she doesn't initially think it's going to be 

reflected as much in her grading as it will be in the 

chances she will provide: 
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I will probably not consider it when grading 
because I will be banking on the fact that the 
choices I've afforded the students in the 
assignment will be the accommodation, and that I 
can grade them on a standard rubric so that I 
don't feel that I am catering to anyone, and that 
it's not completely subjective. 

Karen explains that Eileen is currently very conscious 

of multiple intelligences and planning for both sides of 

the brain. Karen looks forward to continuing this type of 

teaching. In speaking about Eileen, Karen used her 

reflective journal written in January to explain: 

She tries to definitely approach everything 
from do and debrief so that they get hands-on 
interests. There's real motivation, there's real 
relevance, and they are given multiple 
opportunities to express themselves. Like for 
tomorrow they have to write three paragraphs on 
one goal for 2 0 00 or the future. 

When the students return to school with their goals, 

they will share their writing with their partner and then 

they will get into groups to make a poster. For Karen, 

this is an example of accommodation in participation 

structures, as there are opportunities to interact in 

different ways. The students start with an interpersonal 

expression of their goal and then share that goal with 

their partner. They then share it with the bigger group 

and create something together. "So I think that part of 



216 

the collaboration, group work and different opportunities 

to make the same message are there." 

Karen feels that Eileen has shown her the value of 

letting students talk to their neighbor first and use each 

other as resources. "You know, when nobody was raising 

their hands I didn't think about even saying to them, OK 

stop and talk to your neighbor first and then we'll think 

and we'll talk again. So that's something I think I can do 

there in both classes." Karen looks forward to working on 

that idea as well as providing more wait time for those 

students who need it. 

Karen also believes that within four weeks she will 

probably, "be there with visual and oral. I mean I'm 

already aware and very cognizant of the fact that I'm 

trying really hard to say and get in writing somewhere 

whatever's important, whether it's on an overhead that I'm 

also saying and then underlining and saying write this 

down." Karen also expects to be doing well in the are of 

explicit instruction. "I think that after some practice, 

within four weeks, I should be able to give directions that 

kids don't have questions about. I think I can get there." 

Karen believes that wait time belongs in accommodation 

because she has heard that it increases minority 
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participation. For Karen, that is the very nature of 

education in that the "rhythm in classrooms caters to 

students of one type who have played that game before, 

whose parents probably ask them at home, "What did you do 

today?" "The student answers right away, and they say, 

"Great", and then they follow up with another question." 

These students are ready for that type of questioning and 

they're ready for follow-up when they give an answer. 

These students expect that something will be challenged. 

Not all students will have this type of background. 

Wait time gives people longer to get their thoughts 

together and Karen is especially going to try the wait time 

with the idea of "talk to your partner first." "Even 

though it's not technical wait time because it's silent, I 

think there's something to say about giving them an 

opportunity to rephrase their answer with help before they 

have to answer to a teacher and the whole class." Thus, 

wait both talking with a neighbor and having more time to 

think will be accommodations Karen will consider. Another 

type of participation mentioned in Karen's January 

reflective journals is her experimenting: 

with different forms of response. You know, 
I told you I'm trying the thumbs up and the flat 
hand for them and I think that also is 
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accommodation for students who don't want to 
speak out or students who don't want to be seen 
answering. I'm hoping that that's a way of 
reaching the student who won't ever raise his 
hand or share orally with anyone, that I can get 
him to do this. 

In addition to different participation structures, 

Karen also hopes to use a variety of ways that students can 

show understanding of material. "I think more of it will 

come too in the choices for assignments and that we are 

looking to do something visual and something that's for 

most of the big topics, units anyway." Karen fondly 

remembers that one of her favorite things about Mr. 

Michaels' class was that, "You could always do the oral 

presentation instead and that's something I really do think 

I would like to try and incorporate more in my own 

classes." Karen is unsure of how this will work, however, 

because, "I don't think my other teachers are necessarily 

there with me on that." 

Something she is doing in Eileen's classes is giving 

them passes for one late assignment per quarter. This is 

because Karen thinks that procrastination is almost a 

learning style thing itself. Eileen told Karen that she 

has done this type of accommodation in the past, but has 

found that if "a kid ever asks in advance" she's willing to 
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make accommodations and therefore she just doesn't put it 

on the expectations. "It's not because she wants to keep 

it a secret but she just said the kids who needs it will 

always ask." Either way, Karen is appreciative of the fact 

that students understand that there may be a time and place 

where education may need to be placed on hold for awhile. 

For that kind of understanding, Karen has issued the 

procrastination passes. 

Opportunity 

"Happily, and I guess conveniently, I think that being 

involved with this in and of itself is going to prepare me 

better for this, because it's always on my mind right now." 

Awareness, at the moment, is not necessarily on the 

students at the moment. As Karen describes, this area of 

opportunity may be difficult until Karen's focus in not on 

her as a teacher, but on the students as learners: 

I'm in a teacher preparation program, not a 
preparing students preparation program. I think 
that my focus unfortunately right now is on 
getting myself to be a great teacher, not on 
successfully teaching students. And even though 
I know as much as I do and think and care about 
it as much as I do, it's hard because even 
feedback, you know when I get feedback it's 
usually in terms of things I'm doing. So then 
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when I'm looking to improve it, I'm looking to 
improve things I'm doing. So, I think part of it 
is just the nature of the beast. And part of it 
is just, you know, when Eileen said to me, "OK, 
that's all stuff you can do differently, what 
could the students be doing differently?" It's 
hard because I haven't heard questions asked that 
way enough yet I think. I think that's part of 
it. 

Karen is most uncomfortable with finding opportunities 

as she doesn't yet know what to expect in the classroom. 

"So I think that probably has to do with newness, partly 

just, you know, maybe what I'm labeling as random 

opportunity has as much to do with experience and 

prediction." Karen identifies in her second interview that 

occurred before her student teaching began, that at the 

moment she is not yet in a position to know what to predict 

from students she don't know well enough, and for lessons 

she haven't taught before. 

As an explanation of what she hopes to be able to do, 

Karen uses the example of her prior teaching experience in 

working for a test preparation company: 

I mean even though it seems like spontaneous 
opportunity, I know when I teach my SAT verbal 
lesson, which I've taught over and over and over 
and over again, and I can count on having a 
somewhat consistent audience and class for that 
lesson, I know what questions will be asked. So 
even though it seems to these kids like I'm 
talking off the top of my head, I have known that 



221 

they're going to ask me how did you know that, 
and they're going to ask about number 7 on page 
14, and I'll be able to have the perfect answer, 
an analogy which is going to seem like if it's 
off the top of my head but isn't. 

Within the first four weeks, Karen does hope to have a 

sense of "What the kids in a certain class tend to 

gravitate towards," but for Karen this area is going to be 

the toughest. 

Well I think that's just going to be 
constant stressing relevance because in stressing 
relevance you have to be seizing opportunities in 
front of you because relevance is different for 
every student. If you're really working at 
making it relevant, then you are seizing the 
opportunity when a student makes it clear to you 
there is use or value for some sort of 
information in his or her life. 

She does feel somewhat prepared for whatever may 
surface, 

in that: 

I'm proud of my interdisciplinary background 
and humanities background. I think I'll be able 
to call on that a lot. You know, that I can off 
the top of my head list a couple authors and 
think of examples of neat things from history and 
politicians and presidents and writers and TV 
shows and films and things like that. I feel 
like I have enough breadth of literature I can 
call upon examples well enough, but I think it's 
identifying the moments when it's appropriate to 
do so. That is going to be the real challenge to 
me. 

Another issue for Karen is preparing to create 

opportunity in the classroom, is the idea of trust. "You 
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know honestly I don't know that I have as many examples or 

good ideas about opportunity yet and I think it's because 

they don't trust me to say the things like would say to 

someone they know well." For Karen, this is related to 

the trust issue because, "I don't think they're going to be 

as open expressing things that, you know, myths I can 

debunk for them, until they know me better." 

One recent example documented during Karen's early 

January reflective journals, however, did present itself in 

the classroom. In Eileen's room, the students were 

listening to a popular song when Karen seized the chance to 

challenge student perceptions as: 

We did the Kenny G. thing yesterday and 
there's one of the lines, you know, have you 
heard the Millennium song where they go year by 
year and all that kind of stuff? And there's one 
of the ones from 1981 where it says, and it was 
the first incidents of AIDS recorded and it was 
something that said, you know on the song the 
quote is "striking primarily in the gay 
community." And I saw a kid snicker. And after 
the song, when we were talking about progress and 
imagination and how all these things were dreamed 
up, I said and think of the imagination that 
would come since then, because some of the stuff 
we've heard in there is wrong already, that 
nobody could say right now that AIDS is a gay 
disease because right now it is fastest growing 
among women of my age, heterosexual women of my 
age. 
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Again, however, Karen reiterates the idea that she can't 

necessarily plan everything and must be ready to take 

opportunities where they are. Time and experience are 

necessary, in Karen's view, for her to be prepared for 

these situations when the arise. In thinking about how she 

will know if she is making progress, Karen says, "I don't 

know how I'll measure that I'm doing it well except in the 

fact that, you know, an hour later or a night later or a 

week later I'll say God why didn't I say that then." This, 

then, will be one measure in that, "maybe if I have those 

moments less and less frequently, I'll know I'm getting 

there." 

Avoiding Tokenism 

In response to how Karen plans to avoid tokenism, she 

reiterated her belief that the line between tokenism and 

multiculturalism is often found in the objective of the 

inclusion. In addition, Karen believes that she will also 

avoid tokenism during her student teacher "just because 

it's so on my mind." Finally, Karen cites that using 

culturally relevant teaching will be natural because, "I do 

genuinely believe that it is my job to familiarize students 
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with the world around them and teach them how to navigate 

that successfully. They need to be well versed in how to 

deal with differences." This constant incorporation is 

how she plans to avoid what could otherwise be seen as 

shortsightedness in planning. 

In thinking about how this idea of tokenism had 

already surfaced during her field observations during 

October, November and December, Karen retold a story of a 

boy filling in a standardized form. The little white boy 

had approached her with the form and asked what bubble he 

should fill in. Karen looked at the boy: 

My first reaction was Caucasian means white, 
maybe he just didn't understand the question. 
But instead, I asked him. I said, "Well are you 
any of these other things?" He didn't know 
because he doesn't live with his parents and I 
immediately felt first horrified because I had 
known that and was just mortified I didn't 
remember when I asked him. I just kind of teased 
with him and gave him a nudge and said why not 
leave it blank because it's optional. 

These types of interactions, combined with the time to 

get to know how the students identify themselves, will 

combine for Karen's opportunity to avoid making 

generalizations. Avoiding generalizations is important for 

Karen in that: 



225 

I think it's even like I was saying about 
Tom Petty. I'm not going to look for the white 
kid whose dad might live in a trailer but loves 
Tom Petty because for all I know it's going to be 
someone else who really responds to the song and 
that the kids that I think will won't. You know? 
Even when I made the Kenny G. crack yesterday, 
one of the girls was like no, I don't think he's 
too bad. So I guess, you know, again at least 
until I know them better I really have to be 
careful of making generalizations. 

Karen was also aware that her starting her student 

teaching in the month that coincides with the celebration 

of Martin Luther King's birthday will present it's own 

problems of tokenism. "Had I had them the whole year under 

my control [Martin Luther King] would have been mentioned 

and I would have found something already." For Karen, now 

it will be a matter of taking opportunity: 

It will be on kids' minds. It's using, I 
guess you can almost call it relevance when it's 
tied to a holiday, because they're going to be 
seeing the commercials and it will be on their 
minds and it's something that's accessible to 
them at this time of year. But as I expressed to 
you, I feel almost guilty doing it when I'm doing 
it because I shudder to think that their 
impression is [Karen] just took over and now it's 
Martin Luther King Day and she's using a Martin 
Luther King essay. God I hate that part of it 
but I think that they will see in February when 
I'm still, you know, calling on William Faulkner 
and Ralph Ellison and Richard Wright as examples 
and Any Tan. 
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Karen believes that with more time, the students will 

see that she is consistent in her use of materials tied to 

objectives, rather than merely studying something because 

of the time of year. "It's just unfortunate timing for me, 

starting when I'm starting, the week before Martin Luther 

King Day and needing an essay." 

Overall, Karen explains that they're not going to 

be "talking about Black History Month in my class. We're 

not going to talk about women's history in March." 

Instead, Karen intends to use ethnic women writers and 

white male writers interchangeably and not choose the 

materials according to the calendar. "Yeah I'm reading J. 

D. Salinger tomorrow and he's one of my favorite authors, 

but he's not going to be every example." Karen is more 

interested in the reason why material is selected than what 

material is chosen. "It all goes back to the objective." 

In considering the possible benefits of using 

culturally relevant teaching during her student teaching, 

Karen first identified that student success would be at the 

forefront. "I mean I do believe that, like we've said. 
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that the academic success will follow comfort in the 

classroom, that if I can establish relationships with each 

of my student, they will be more successful." Karen 

believes that part of her job as a teacher is to get the 

students to certain standards. In looking to see if they 

are achieving these standards, Karen will look at grades 

but not entirely: 

I think a lot of it also has to do with 
participation. Whether it's the most productive 
participation or not I don't think is necessarily 
the question. Are they participating? Are they 
involved? Are they engaged? When I talk to them 
about, even if they're not doing well, when I 
talk to them about that, can they speak to me 
about it? 

Karen also referred to student trust in that she is 

concerned with the students' comfort level in classroom 

relationships. How will she get along with the students 

matters a great deal to her in that only when there is a 

solid relationship built on trust can she move on to other 

issues of relevancy. "You know especially because I am a 

student teacher and we worry a little bit more about being 

liked; I think that's even part of it. Are they going to 

come in and talk to me when I'm at the door?" 

For Karen: 

I think things like that are a lot more 
telling sometimes than the grades are because 
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there is a certain, I don't want to go there but 
I mean there are going to be students who don't 
do well that I have great relationships with and 
that I have been successful with in reaching to a 
certain extent even though they might be limited 
by linguistic factors, by socioeconomic factors, 
by priority factors, by home life factors, by 
anything else. That's why I think I need to be 
looking at other things. 

Clearly, the major benefits will be for the students' 

success in the classroom. This success will be based, for 

Karen, on the relationships built as time progresses. 

Karen is aware that with these benefits there will also be 

challenges. 

Challgnggs 

First of all "second semester isn't built for the same 

type of expression" where relationships are built. Karen 

is aware that student teaching presents different 

challenges to culturally relevant teaching than teaching a 

class the whole year because it is more natural and 

accepted to take the necessary time to get to know the 

students in September than January. "Now, we're in the 

middle of the school year, closer to standardized tests. 
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and there's not a lot of time to slow down." The 

challenges are not solely in the timing, however. 

Karen recognizes that schools themselves aren't 

structured for it. In particular: 

The [state] standards that they will have to 
take a week-long test on are not culturally 
relevant tests. Culturally relevant teaching 
might even be a disservice to trying to answer 
questions on a test that presumes everyone has to 
speak constantly in formal voice, that everyone 
needs to go to college, that everyone needs to 
pass high school, that everyone needs anything. 
I think being consumed by any standardized test 
that schools are so concerned about is the 
biggest challenge. 

A Tale of Two Classrooms 

Karen's student teaching assignment will occur in the 

same two classrooms where she has done her observations at 

Clearwater Junior High. The two teachers, Eileen in 

language arts, and Dan in American studies, will be her 

cooperating teachers. In thinking about the structure of 

her experience in the two different rooms, Karen believes 

that it will be easier to achieve culturally relevant 

teaching in Eileen's room than in Dan's room. This is 

because Karen will have primary responsibilities in 
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Eileen's room where Dan looks at the experience as more of 

a team teaching student teaching. Based on the journal 

entries from the first weeks of January, Karen believes 

that Dan will be in on more of the planning, and therefore 

it will be more difficult to have the opportunities to 

incorporate activities that would help her to know the 

students and build on this knowledge. 

In the other classes with Eileen, Karen will start by 

teaching one section and then take on two others, she 

believes that, "I might be able to get there with one of 

those two sections because one of [the classes] I already 

know." In addition, Karen feels as if she knows these 

students "much better and am much more prepared to step 

in." This knowledge, combined with the opportunity to plan 

and teach the class by herself will help Karen try out her 

ideas. 

I also think that Eileen is more receptive 
that if I go to her and say this is what I've 
been thinking about, she will help me get there. 
So yeah, I think I should definitely be able to 
do it with at least one of the language arts 
classes. American Studies is probably not going 
to come as quickly. 

During the second interview which occurred in January, 

Karen explained that she already felt comfortable in 

Eileen's room. Karen has met with Eileen outside of 
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school. This comfort level is, in part, because of a 

shared philosophy of student teaching. It is here that 

Karen will take over her first class on the first day back 

from winter break. 

Karen's concern with Dan's classes is that at the 

start of the semester, she felt as though she didn't know 

them very well. At least she felt as though she didn't 

know them as well as the language arts classes, and for 

Karen that is going to take time. Overall, Karen believed 

that it's also, "More difficult because it's not as 

creative a class. It's not a class that lends itself as 

well right now in the format it's in and the format in 

which it must remain because it's more of a team teaching." 

Dan's classes were also problematic for Karen because 

he teaches with a benign Christian overtone with which 

Karen feels uncomfortable: 

In his classroom, students have learned to 
respond a certain way to questions like, isn't it 
great to be alive and others. I think, 
especially because he's the teacher I will be 
team teaching with, I'm afraid I will not be able 
to make great headway with letting them know 
rolling their eyes at that, that's fine with me 
because that's what I'm doing in the back of the 
room, and things like that. 
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The classroom itself is already more restrictive to 

Karen because of posters and things in the room that are 

completely co\mter to what she would want to say. 

I want to get the Ralph Ellison quote with 
tapestry and woven many strands, we have to 
recognize that this isn't prophesy, it's 
description. I want that above me every day as 
I'm speaking, not "Why can't we all be color 
blind?" 

Karen respects Dan and knows that he is loved by his 

students and well respected overall. She is aware that 

where she differs from him theoretically, she is also aware 

that on one level, his teaching is working. "He is by far 

the favorite teacher of American Studies in the eighth 

grade, by far." Karen knows that she will be restricted in 

this environment for the students' sake in that: 

I mean in that sense I guess even the way 
those kids right now have been groomed is a 
challenge to me because if I were to go in and 
bring in a quote about American History being 
terrible they would think I was the antichrist. 
I don't know that they're equipped for that right 
now. Being culturally relevant at the expense of 
making my students uncomfortable is cutting off 
my nose to spite my face. They have achieved a 
certain comfort level with what I see as a very 
culture-centric teaching method, so that's a 
challenge. 

Had I known, I was starting to say despite 
my respect for him, I probably would have known 
he's not for me. I had nerves about it from the 
beginning because I did know him before. While I 
love him and it's great for me even career-wise. 
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I' m loving to put on my resume that I' m 
cooperating with one of the top five teachers in 
[state], who's on the board at [state colleges]. 
We have significant, you know, very significant 
differences of opinion that are unsettling for 
students were I to try and just change them and 
supersede his. 

As evidenced in the data sources of the video viewing, 

reflective journals and second interview, which were all 

gained in November, December and January before Karen 

started her student teaching, Karen has strong beliefs 

about her two cooperating teaching assignments. Karen 

believes that her time in Eileen's room would be a better 

opportunity, overall, for her to try out some of the ideas 

she has with interaction, ownership, accommodation, and 

opportunity. 



CHAPTER SEVEN 

MAKING SENSE OF IT ALL 

"Let Me Explain" 

Karen is student teaching in two very different 

classrooms. Observation done in both classrooms, combined 

with the second collaborative conversation, and continued 

reflective journals completed during the first four weeks 

of student teaching, served as the major data sources for 

this description of what happened when Karen tried to place 

her beliefs into action during her initial student teaching 

experience. The two classrooms are different from each 

other in terms of subject matter, classroom climate, and 

the philosophies of her cooperating teachers. Karen feels 

as if she plays a much larger and role in the Language Arts 

classroom, which was originally taught by a female teacher 

in her fourth year of the profession. It is here where 

Karen feels most comfortable. 

In the other class, American Studies, she is 'team-

teaching' with a man who won recognition among the top five 

teachers for the state last year. This man, while an 

excellent teacher in his own right, does not hold the same 

philosophical beliefs as Karen. Mainly for this reason. 
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Karen is not as comfortable in this room. Both teachers 

are department heads, and both are very involved with other 

activities at the school, including; coaching, advising, 

and advocating for students. 

Life in Language Arts 

In the language arts class, Karen has a strong say in 

planning the daily and weekly lessons. She and Eileen plan 

the weeks together, and the majority of the time they both 

use the same activities for a topic. Sometimes the 

activities differ, but most of the time this team planning 

works for them both. Eileen has welcomed changes in both 

procedures and permanent classroom fixtures. For example, 

Karen has implemented the use of a suggestion box in the 

classroom, hoping that students would take advantage of the 

opportunity to voice concerns anonymously. 

Karen also made one change to the homework policy in 

that there is now an assignment extension policy permitting 

one assignment per quarter to be turned in late if the 

student requests the extension in advance. These are the 

only changes in procedure Karen implemented. To date. 
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there has been only one suggestion in the box and the 

homework policy has gone unused. 

As far as the environment goes, Karen is comfortable, 

which in turn relaxes the students. Karen plans for 

opportunities for students to enjoy themselves in class. 

The assignments often include silly or disgusting subject 

matter to which the students respond with laughter and 

excitement. The story of Karen's cat having a hairball and 

Karen stepping right on it made the paragraph lesson a 

riot. Karen laughs a lot with these students and they are 

right there with her. Even her discipline is done with a 

wink. She rarely encounters outrageous management issues. 

Most frequently, the discipline issues are minor off-task 

behaviors like note-writing, calling out and talking with 

neighbors. 

In a typical day, she greets the students at the door 

when they enter. Most of the students joke with her on the 

way in and all but a couple return her greeting with smiles 

and hellos. When the bell rings, the students are 

typically sitting at their desks and looking at the 

overhead projector doing what is called, *bell work'. This 

work is completed on a worksheet with dancing elephants at 

the top (see Appendix I: LESSON PLANS AND SAMPLE WORK) 
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Those students who aren't working begin quickly with an 

oral reminder. 

Eileen assumes a spot in the rear of the classroom, 

usually sitting at the table in the back of the room or in 

the desk of a student who is absent. While Karen is 

teaching, Eileen rarely leaves the room during a lesson, 

but is careful not to seem overly attentive in front of the 

students. When Eileen is scripting the lesson, she always 

sits behind the students. However, when she is watching the 

lesson and observing, she sits among them and grades papers 

during the lesson. 

The material presented to students in this room is 

given usually in two modalities - overheads are used 

frequently for notes and bell work, but are also read aloud 

while students copy the information. Typically, Karen 

underlines or highlights key words or concepts during note-

taking. The students are comfortable asking questions 

throughout the presentation. When the question is one of 

simple comprehension Karen tries to open it up to the 

class, allowing another student to answer. When the 

question is more of a conceptual nature or dealing with a 

truly unfamiliar topic, Karen answers it herself. 
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The students in this class rarely look to Eileen for 

guidance, asking Karen for help not only with directions 

and procedures but also with content. Eileen and Karen 

have worked out a system for when Eileen believes Karen has 

either forgotten to discuss something, or even if Eileen 

just wants to add to the conversation. When Eileen stands 

up, Karen knows that Eileen wishes to speak. This signal 

is unobtrusive for the students and helps keep the flow of 

the classroom as Eileen waits for the most appropriate and 

less intrusive opportunity to do so, usually waiting for 

Karen to acknowledge her before speaking. 

Karen perceives the major difficulty in Eileen's class 

as being the unexpected results of techniques she thought 

would be more effective. The suggestion box she was eager 

to implement has received only one comment in the three 

weeks it's been in the classroom. Even more difficult for 

Karen was when only 13 of 28 students passed the first 

test. This pass rate was in spite of what Karen considered 

to be an explicit review in that she conveyed multiple 

times exactly what would be on the test and how students 

should answer. 
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Interaction 

Karen interacts with the students by asking questions 

and either calling on those with raised hands, or choosing 

students to answer. Karen also has asked the students to 

talk with their buddies to review information before they 

are asked to publicly answer. Karen's smiles and quirky 

faces help her to connect to the students as she interacts 

with them. Karen feels comfortable here in that: 

I think that I'm starting to develop a wider 
perspective on what my interactions with the 
students looks like and feels like, namely 
before, after, and outside of my own class. I'm 
having so many more opportunities. I've spoken 
so much more with students who need speaking to, 
when I just happen to catch them on campus. 

One student, A girl who was absent and missed the test 

review was one of the students Karen stopped and talked to 

about making up the review. In addition to interacting 

with her one students, one of Karen's best surprises has 

been getting to know so many kids that she don't have in 

any class. Students from the teacher next door are even 

saying 'Hello' to her in passing. 

Karen is not completely comfortable, however, with her 

interactions in that they are still very surface level. In 
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one reflective journal entiry from the third week of student 

teaching, she explains that: 

I'm struggling to incorporate more personal 
expression into the work my students are doing so 
they reveal their invisible selves - I know that 
I need to know them before I can expect to know 
how to reach them. So I think what I'm realizing 
is that even though visible indices of culture 
are the elements that get the most attention in 
discourse - primarily racial ones - I think it's 
easier for me to monitor my interaction with them 
in many ways it's harder for me to make sure I'm 
respecting 'invisible' cultures. 

At the end of the four weeks, Karen does not know the 

invisible cultures of her students, nor does she know much 

information about them as individuals. She has gotten to 

know the dynamics of the group, but thus far has not been 

providing many choices for the students in terms of ways to 

show their personalities. Karen explains, "Right now I'm 

struggling to do this- most of my assignments have required 

written responses; I have not permitted or offered any 

alternatives. I don't consider the posters done in class 

significant enough or sufficient." Choice has not yet been 

offered to Karen's students. 

The instruction during the first four weeks has also 

been traditionally one way communication with Karen 

providing the information the students are expected to 
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learn and repeat on assessments. The paragraph structure, 

for example, was given to the students from notes on the 

overhead. These notes were then used to exactly structure 

the assessment. Karen had used the hamburger concept to 

reinforce these notes, but had chosen a traditional means 

of testing the knowledge and directly referred to the 

notes, not the hamburger, for the test. The information 

provided for learning during this four week period was not 

done through interactions, but through transmission. 

Finally, during the first four weeks of Karen's 

student teaching experience, she did not address the 

behaviors of her students. She looked mainly at the group 

as a whole and addressed group behavior in regard to 

classroom management, but did not see individual behaviors. 

Overall, Karen started to get to know the students, but did 

not provide choice of materials, tasks, or participation. 

She did not structure the learning so that it was 

interactional in nature, nor did she address student 

behaviors as they arose. As interaction was defined by 

Karen to be the first step in culturally responsive 

teaching, the other steps were also not clearly observed. 
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Ownership 

Overall, Karen has scratched the surface of the 

students owning the knowledge, but acknowledges that she 

currently is providing more information than she is mining 

it from the students. This type of valuing of students is 

what Karen had earlier described as ownership. One 

incident which was recorded during an observation, in 

particular showed her value of the student's knowledge in 

that she was asking them to describe their favorite 

hamburger. During this lesson, she circulated among the 

students and dramatically drew the descriptions from them 

as she made comments such as, "That was my very next 

question!" when a student blurted out an answer. This 

comment, made with a smile and flourish, continued the pace 

of the room and kept the students interested in the 

information. 

Karen shared some personal information that served to 

open the communication, which forms the basis of trust. 

One of the assignments was for the students to describe 

Karen's strange habits (see Appendix I: LESSON PLANS AND 

SAMPLE WORK) so that students could get practice in writing 

detail sentences. This topic brought down the house with 
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giggles and snickers as the students stretched their hands 

to the sky just waiting to share an observation they had 

made about Karen's strange habits. During this lesson, she 

repeatedly called on students to recall prior knowledge on 

paragraph structure. 

These students were in charge of the information on 

paragraphs and appeared to feel that it was second nature 

to share the information they knew. She was asking them to 

trust that they knew the answer and to take the risk to 

share their observations and paragraph information. This 

lesson was well received. Ironically, when the students 

were later tested on this information as found in their 

notes, over half of the class failed the test. Although 

the lesson had valued student differences, the test did 

not. No personal accommodations were built into the 

objective test. 

Accommodation 

The students are sometimes offered accommodations as a 

group, however individual accommodation did not occur. She 

did use materials that would appeal to different learning 

styles. One example was when she used the idea of a 
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hamburger to represent a paragraph (see Appendix I: LESSON 

PLANS AND SAMPLE WORK). The students were asked to label 

the parts of a paragraph on their hamburger handouts as 

Karen also labeled on the overhead. This was not her 

original idea, however, nor did it present a deviation from 

the whole group accommodation. 

A whole group time accommodation was made when Karen 

noticed that some of the students were working slower in 

class than she'd originally planned. Therefore, she said, 

"Actually, let's just worry about that second paragraph. 

If you've done the third, fine, but let's just worry about 

the first nine sentences and not the last eight." These 

activities were presented in both written and orally, but 

that is where the accommodation stopped. 

In terms of accommodation of wait time, Karen admits 

in her reflective journal from January, that she is still 

working on using all different kinds of wait time. She 

explains: 

The wait time that I give them before I call 
on anyone, the wait time between their answer and 
my "good." It's so hard for me because you hear 
so much about feedback and praise and it's so 
hard for me not to just attach a nice "good" or 
"right" or "yes" to everything. You know, that 
for me is an issue. So I hope that I'm also 
getting better with feedback. 
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Although the daily use of planners is not something 

Karen suggested, her encouragement of the school procedure 

has certainly helped accommodate those who need this type 

of organization. "I do think it speaks to the climate in 

which I'm student teaching and that I acknowledge 

constantly it's just I think the procedures, the insulation 

and reinforcement of procedures in that district is beyond 

compare." 

Other areas of accommodation are not going as well as 

Karen would have hoped. Specifically, Karen noted: 

I don't feel that right now I'm providing 
many different ways for students to demonstrate 
themselves. I think part of that is the 
restriction upon me by student teaching that, 
especially in a language arts class where they 
haven't had a whole lot of opportunities. I mean 
I think Eileen is actually very good at giving 
oral presentations, allowing posters, things like 
that, but it's still not where I want to be. I 
still want more than that. I haven't yet given 
them any assignment that doesn't require some 
writing. They colored, and I'm not grading for 
mechanics ever>- time and I think that that's a 
semi-accommodation, I'm going to give myself a 
mini-victory for not looking and correcting 
spelling on everything like that, you know 
especially those first assignments, but I think 
I'm getting there. 

Also under the category of accommodation is the 

concern of explicit instructions. Karen has noticed that 

she is not modeling the information as well as she had 
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hoped she would by this stage. In fact, despite her hope 

that her instruction would be quite explicit, some of the 

information is passing right by the students. "I've been 

amazed watching myself that I don't think I model very 

well. It's amazing to me because it's one of the things 

that I know so well. I think I'm doing a lot harder stuff 

better than I'm modeling." Eileen is helping Karen in 

this area, but Karen was surprised that she hadn't walked 

through one of the examples with the students. "I think 

that my accommodation is inconsistent at best right now 

because I can only do it in so many ways I think, and again 

partly because I'm student teaching, partly because I'm 

just not there yet." 

Qpggrtvpity 

It is no surprise that since Karen has only been 

marginally successful in implementing strategies of 

interaction, ownership, and accommodation, she has not yet 

approached the issue of opportunity. Students have not 

been mentally bothered about concepts or issues where Karen 

might challenge their current perceptions. Students have 

not been asked to reflect on their beliefs, nor have they 
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been taught any type of reflection that might help provide 

a scaffolding of critical thinking. The materials taught, 

thus far, have been It is no surprise that since Karen has 

only been marginally successful in implementing strategies 

of interaction, ownership, and accommodation, she has not 

yet approached the issue of opportunity. Students have not 

been mentally bothered about concepts or issues where Karen 

might challenge their current perceptions. Students have 

not been asked to reflect on their beliefs, nor have they 

been taught any type of reflection that might help provide 

a scaffolding of critical thinking. The materials taught, 

thus far, have been it is no surprise that since Karen has 

only been marginally successful in implementing strategies 

of interaction, ownership, and accommodation, she has not 

yet approached the issue of opportunity. Students have not 

been mentally bothered about concepts or issues where Karen 

might challenge their current perceptions. Students have 

not been asked to reflect on their beliefs, nor have they 

been taught any type of reflection that might help provide 

a scaffolding of critical thinking. The materials taught, 

thus far, have been devoid of any culture, other than that 

of the mainstream. The first four weeks were devoted to 

paragraph structure that did not provide for any alternate 
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realities other than the one described by the teacher as 

the authority. Ironically, Karen had voiced a commitment 

to keeping multicultural perspectives at the center of her 

teaching and this objective did not appear in the materials 

or the instruction. 

Avoiding Tokenism 

During the first four weeks, issues of tokenism also 

did not arise as there was not any material that might lend 

itself to issues of diversity. Basically, the subject 

matter could have been infused and presented from various 

viewpoints, but paragraphs and persuasion were presented 

from one viewpoint. The teacher was the primary source of 

information and multiple viewpoints were not considered. 

In talking to Karen about this, she agreed that this 

teaching was in line with both district guidelines and in 

preparation for a statewide assessment. 

Angst in American Studies 

Karen's troubles are very different in the American 

studies class. Overall, Karen is quite comfortable in this 
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language arts class. One way that she described this 

situation is the feeling that when Karen steps in to cover 

Eileen's classes that Karen is not yet teaching, she feels 

as if Karen feels that: 

You know, I'm not another teacher. I can be 
Eileen. In Dan's absence I can't be Dan. I'm 
someone else who's there. That hit me and I 
think that's big- You know it's so hard to 
imagine that, you know, they're already junior 
high. I hey have eight different teachers, but 
in each room there is a teacher. I think that I 
was expecting with eight teachers and this far 
along and substitutes all the time you get used 
to their different styles but there is a style 
for each classroom they are in- I can be Eileen. 
I can't be Dan. 

The plans for the semester have already been drawn by 

her cooperating teacher, Dan, and their 'planning' consists 

of designating which parts of the lessons she will lead and 

which parts he wished to teach. Consequently, Karen has 

little ownership of the materials and content being taught. 

This being said, Karen perceives the most significant 

obstacle in this classroom to be more philosophical than 

instructional. Dan considers character education a key 

component of his objectives, and prides himself on teaching 

the hearts and minds of students. Karen and Dan have 

conflicting ideas of what's appropriate in the classroom. 
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and she has already replaced materials given to her because 

of what she considered overt religious content. 

Karen's describes her comfort level in the classroom 

as compromised by the climate that already exists. For 

example, in reading from the literature used in class, she 

has been stopped by students after reading the word 

"nigger" and "damn" and reminded that it is a G-rated 

classroom, a descriptor Dan uses and labels above his door. 

Karen has specifically been asked by Dan not to share parts 

of her life with students, regardless of context or 

explanation, because they are contrary to the values he 

promotes in the room. Whether these interpersonal 

conflicts are perceived by the students is unknown, but 

Karen believes strongly that her personal discomfort is 

having a negative impact on her instruction and management. 

Instructional choices made in the classroom also 

reflect their different philosophies. Assignments given 

include the memorization of the Gettysburg address, 

classroom rituals include a choral response to "What are 

you going to do this weekend?" on Fridays ("Stand tall and 

look up"). Karen explains in her second interview, that in 

regard to these assignments: 
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I' ve heard as relevancy on why they have to 
learn 50 states. No, relevancy on 50 states I 
actually really don't have as much of a problem 
with. I do think that's a good relevant skill. 
The relevancy of the 42 presidents in order, he 
has justified on the basis that to become a 
naturalized citizen you do have to know that. 
"Why should we, as natural born citizens, be held 
to different standards?" Well, you know, there's 
a shitload of reasons, but regardless, you know, 
that's it. I have not heard a great 
justification for Gettysburg aside from it's a 
beautiful speech. 

I know that he has one student, not in an 
alternative assignment, but as an additional 
assignment asked Dan if he could learn the whole 
"I Have a Dream" speech. Go Aubrey! And Aubrey 
is going to do it and they're going to face off. 

In a typical day in Dan's class, she guides the 

reading of the novel the class is reading and leads 

discussion of its themes and elements. She does not 

receive much direction preparing those lessons, but the 

terminal objective, anticipatory set and closure are always 

discussed with Dan before the lesson. These literature 

lessons are beginning to go more and more smoothly since 

she has taken more responsibility for them, and student 

effort on the activities during the lesson has improved 

recently. She has not yet taught much of the history 

content, except for one lesson on the Holocaust - the one 

mentioned earlier as the one in which she substituted 

materials for a piece about a priest taken to Auschwitz. 
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Dan and she have begun to communicate more effectively 

and purposefully about their differences, and he is 

receptive to her opinions. However, he also considers his 

leading of the activity an acceptable solution to her 

discomfort with it. To Karen, this is only a partial 

remedy, because it's the existence of these elements in the 

classroom - not just her involvement in them - that makes 

her uneasy. 

After four weeks, Karen has noticed that she is having 

more trouble with management issues in Dan's class than she 

in Eileen's class. Karen has been "confronted with many 

more instances of more severe management issues, including 

movement around the classroom, students asking questions 

completely unrelated to the lesson, and overt refusal to 

follow directions." Karen has tried many different 

punishments, such as speaking to students after class and 

assigning lunch detention. Karen noticed that Dan is more 

likely to be absent during her lessons than present and she 

attributes some of the management issues to this absence. 

One particularly troubling instance for Karen was 

when: 

Dan left today, so that's why I was allowed 
to teach today. So he leaves and we're doing 
Summer of Mv German Soldier and the kids have all 



these questions about being Jewish. I mean just 
tons of questions, like: How do I know this, and 
why can I pronounce that funny word, which Dan 
tried to tell them meant Amen in another 
language. I said no, it's really like a toast. 
It's more like Salud. I said it means like long 
life, best wishes, etc. He said oh I always 
figured since they started, you know, we pray 
that, that it just meant Amen. I said no. 

Anyway, I was having such trouble because 
when we were having the questions they'll start 
talking, and repeatedly I said, "May I have your 
attention please- You need to give me and 
whoever's asking questions or answering questions 
the same level of respect and courtesy-" -And I 
eventually made the point to them. I said you 
know we can read the book and not get into any of 
this interesting stuff that you have all the 
questions about, but it's going to be boring for 
all of us. It will be easier for me to keep you 
quiet, and that is unfortunately one of my goals 
right now. I have to tell you with people in 
the other classrooms and knowing how you can 
behave. That is a goal of mine. There's no 
reason I shouldn't be able to expect you to do 
the same and show me respect. I said I know that 
why we're having problems is because it's 
questioning, it's answering, it's not the same 
goal stuff - But that's what's going to, I said 
management is just as, you know I wasn't using 
the words management with them but I had this 
discussion with the class today, I said I know 
it's harder to pay attention, I know you're 
thinking in different directions because your 
starting to think of your own questions, but you 
still need to be following with us and paying -
attention. I was feeling that, because when 
they're reading it was easy. And Dan, I mean he 
still stops and takes questions but certainly not 
the same number and not the same type as I do. 

After talking to Dan about this situation, Dan has 

started to stay in the room for more of her instruction. 
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This management issue, however, is especially troubling 

because many of the same students are in Karen's two 

classes. In addition, Karen noticed that, "Many of the 

students that act up in his room don't for me in Eileen's." 

In searching for an explanation, Karen looked to the issue 

of interaction for insight. "I think, personally, that 

part of it is not being able to share as much of myself 

with the students. The climate in the room is different." 

Interaction 

Because of this uncomfortable climate, Karen explains 

that she does not feel like herself and that affects her 

ability to interact with the students. For example, some 

behaviors she has done in Eileen's class she would not 

think of doing in Dan's class. "I wouldn't read cusswords 

and I wouldn't share my speeding story for fear of being 

judged." Dan presents what Karen considers to be a more 

artificial picture of moral perfection - no drinking or 

smoking - and abstinence before marriage. Poster on the 

wall and a desk calendar reinforce Christian ideals with 

messages in reference to biblical morals. While Karen 

respects Dan for his personal beliefs, she is uncomfortable 
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when she considers that he is in a position of power and 

the students are not. 

Karen does not hold Dan's values for herself and 

therefore does not share personal stories that might be 

judged as inappropriate in Dan's class. It is this 

personal information that Karen believes helps the students 

to better understand her as a person. This connection, in 

turn, helps students to know her and interact on an honest 

level. "I've shared a lot more of that already with 

Eileen's students and I think that means a lot in terms of 

how they relate to me." 

This lack of personal comfort is one reason Karen 

believes she has not learned about her students beyond the 

surface level. She has not gotten to know them because 

they have not gotten to know her. The instruction is not 

interactional as she is expected to be the one with the 

knowledge who is passing it on to the students after it 

have been given to her by Dan. She is not given a choice 

of what or how to teach, and therefore she has not passed 

on the choices of materials, tasks or participation. The 

students hold less control than Karen who does not feel 

empowered in this situation. 
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Karen has noticed that Dan's room doesn't suit her as 

comfortably as Eileen's. "I haven't done much decorating 

even in Eileen's, but our styles and philosophies are more 

aligned to begin with." Karen explained during her second 

interview in late January, that in Dan's room, "There are 

things I'd love to tear down." 

Karen believes that her comfort level in the classroom 

can inhibit her management because, "I wind up spending 

time deciding how to handle issues, where in Eileen's class 

I'm already more at ease and there are decisions and 

situations I can make more automatically." This type of 

ownership of the physical environment is also found in the 

ownership of the class as a community of learners as well. 

Karen sees the contradiction in community in that the 

students with whom she has started to interact in Eileen's 

class, are some of the kids who don't give her full respect 

in Dan's classroom: 

I feel myself that Dan's preference for team 
teaching over student teaching (in which I simply 
took over) indicates a certain degree of 
reluctance to give me total authority. I don't 
know if the students are sensing that and 
reacting to it or not, but it's difficult for me 
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to ignore that and not see it as a relevant 
connection. 

In the other area of ownership, trust, Karen noticed 

that she has experienced some moments when she was 

comfortable with Dan, but typically it is when he "adopts a 

self-deprecating manner with the students." It is in these 

moments that his humor shines and Karen can identify with 

him most. It is in these risk-taking moments where he 

starts to trust both his students and Karen, that she 

begins to feel a sort of ownership in the community as an 

insider. These moments are rare and even more rarely tied 

to the instruction. 

Accommodation 

In the daily routine of seeing students as 

individuals, Dan and Karen's philosophies collide. "I mean 

like he gives points for coming into his class quietly and 

I feel personally that, until the bell rings, I don't mind 

if they're sitting and where they're standing and who 

they're talking to, as long as when the bell rings they sit 

down." Karen does acknowledge that the students have 
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gotten used to these procedures and expectations and for 

that reason, she continues to abide by the systems. 

They've gotten used to earning those points 
and now they ask for them when we don' t ta-lJc 
about them first. So I can't take that away from 
them, especially when they're going to see on the 
board that the Huskies and the Sonics are still 
getting points and they are not doing that any 
more. Because they'll know the Huskies and 
Sonics are earning game minutes. 

Dan holds students to a standard and does not see the 

classroom as a place where individuals are valued. Rather, 

his slogan of "Stand Tall" is used to describe why men 

fight in war and how people take on responsibilities that 

will benefit society, rather than having personal 

convictions that might determine their participation. For 

example, in looking at the topic of the Holocaust, the 

materials studied was that of a Christian priest who 

volunteered to be executed in place of others in the camp. 

This priest was "Standing Tall" and doing what he knew was 

right in sacrificing himself. This was the primary 

material for teaching about the history of the event and 

students were asked to admire this priest. 

In response to this story, Karen asked to bring in 

other stories from the Holocaust in order to show other 

perspectives and to begin to show a different perception of 
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the event. Dan did allow these materials but preferred to 

continue his message of conformity rather than look at 

individual behaviors. This example is indicative of the 

instruction in the room. Karen was asked to teach as he 

taught and that was to the group, rather than to the 

individuals in the room. She did not feel as is she was 

able to attempt accommodation in this setting. 

Opportunity 

Karen was intrigued by the idea that it was in this 

class, not in language arts, where the opportunities seemed 

to appear. "I don't know if it's because I feel the 

subject area lends itself to it better. I don't want to 

believe that's it because I still want to teach English 

more." Karen also considered her own personal reactions to 

the material and to how she thought the students might 

think about it and therefore, she felt a need to respond. 

Karen says that she knows what she wants to do, but she's 

just not able to do it. "Part of me is still torn about 

how much I can do, how much I should do, where opportunity 

is. I know exactly what I want to do and I'm making 

decisions based on other factors like wanting a job." 
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Perhaps it is the very climate of Dan's room that 

created the opportunities that Karen noticed: 

What I think is so interesting to me and 
most difficult is that the places where I want so 
badly to take opportunity are in Dan's class. I 
don't take all of them or take them where I want 
to go because I know if I get too far he'll say 
something. So I either don't or I understate the 
point I want to make so that it can go without 
being challenged and therefore not completely 
discounted. 

One example Karen explained was when the American 

studies class was watching a movie. "When we were watching 

Roots. I took the time to explain culture in a way he had 

not and talked about let's look at what they're doing." 

Karen sparked student thinking by saying: 

What are they doing? They're dancing. Oh 
they're having manhood training. Oh they're doing 
this. Look it's not just color. Look it's not 
just where they live. It's how the speak to each 
other. It's the rules of their family. It's the 
way their village is organized. It's the way 
that they celebrate. 

Karen did not create the opportunities here, but she 

did begin to challenge student thinking when some of the 

opportunities occurred. Karen did not teach the students 

to reflect with any type of process, but was interested in 

this class as subject matter that may have made the 

opportunities more prevalent than in the area of language 

arts. 
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Sorting It All Out 

Karen is struggling to successfully incorporate the 

culturally relevant teaching techniques she has previously 

identified. Although she has found that these difficulties 

have appeared at different times and for different reasons, 

Karen cites three general reasons for her struggle. These 

reasons are documented in data sources collected after the 

first four weeks of student teaching. These data sources 

included: her reflective journal entries, her written case 

which was the center of the third collaborative 

conversation (see Appendix H: COLLABORTIVE CONVERSATION 

CASE), and the third and final interview (see Appendix E: 

INTERVIEW QUESTIONS #3). The three general reasons for the 

struggle with culturally relevant teaching include: not 

taking the chance to try her ideas, being prevented from 

trying the ideas, and trying the ideas with no noticeable 

student response. These reasons explain Karen's struggle 

with the implementation of her philosophy of using culture. 
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I Didn't Try It 

The first reason has been when she misses the 

opportunity herself to implement a culturally relevant 

teaching method. She feels socialized to traditional 

teaching methods, inadequately prepared to teach the 

material at the middle school level, and inexperienced to 

deal with student response. For these reasons, Karen 

believes she was not able to implement her ideas of 

culturally responsive teaching. 

In thinking back on the first four weeks, Karen sees 

herself falling into traditional patterns with direct 

instruction. This comfort zone was primarily how she 

remembers instruction in her own schooling and may be 

partially why she reverts to this type of teaching (Lortie, 

1975). In considering why this is so, she also explains 

that: 

Partly because I'm student teaching and it's 
the way my cooperating teacher does it. I am 
using her overheads in many cases. We are using 
the same tests for some things and I am teaching 
to them, and there are a certain number of goals 
that we do have in common because our kids have 
to take the same Stanford 9 and the same [state 
test]. I think that the cooperative learning, 
the other things that might make this more 
interesting, require a lot more than I have right 
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now I think just in terms of skill level, in 
terms of management level. 

Another example Karen provides is related to her lack 

of experience in teaching her subject area. Karen 

explained that despite the fact that she was an English 

major and had gone through the teacher preparation program, 

she was still quite nervous about teaching persuasive 

techniques the following week. "I don't know logical vs. 

emotion vs. ethical appeals. I've never learned them, and 

I'm teaching them next week." This type of subject 

specific teaching has not been something she has practiced 

or considered before. Although Eileen had given Karen her 

handouts and given them to her the way Eileen will teach 

her students, Karen explained in the third collaborative 

conversation that: 

I' m going to use them and I feel OK, but 
it's not a place I'm going to veer and do 
anything super creative because it's content that 
I'm unfamiliar with. I never heard those labels. 
There's a lot of me that is going back to that. 
I'm also viewing this, I mean right now it's hard 
for me to predict what kind of questions are 
going to come up. I have some creative ideas for 
other ways to do it but I feel like I do need to 
have a better sense of how students react to it 
just as content before I start deciding how to 
present it. 

Karen feels that this scenario of not being able to 

predict the student response, combined with not being 
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familiar with the material, has made it difficult for her 

to engage in culturally relevant teaching. Not having and 

environment of her own, and especially not being 

comfortable in Dan's classroom has also contributed to her 

not being as close to the students as she feels is 

necessary for culturally responsive teaching to take place. 

Overall, however, she does feel as if she is learning a 

great deal in her teaching assignments and looks forward to 

a future teaching assignment when she will have more 

control. 

They Wouldn't Let Me 

The second reason for the struggle has occurred when 

some part of the lesson, the classroom environment, or the 

cooperating teacher prohibited her from doing so. The 

lessons in Eileen's room were dictated by the district's 

curriculum which is closely tied to the state standards to 

be assessed by a state-wide instrument that measures the 

standards. The fear of this instrument, the passing of 

which determines student graduation, is fueled by parents, 

administrators and fellow teachers. Karen feels compelled 

to prepare students for this instrument and chose to do so 
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in the way her cooperating teacher believes appropriate. 

The lessons modeled by her cooperating teacher are 

typically considered as appropriate for preparing students 

to pass the writing section of the state instrument. This 

instrument does not allow for variations and therefore 

Karen felt confined by the lessons she was expected to 

teach. 

Her teaching in Dan's room did not allow for her 

preparation of lessons lu that Dan determined what would be 

taught and how. Karen's experience here was with parts of 

the lessons she was asked to teach were not compliant with 

what she would describe as culturally relevant teaching. 

Therefore, both classroom lessons, either wholly or in 

part, contributed to her difficulty in trying out her 

philosophy of cultural relevance. 

Given the two very different environments in which 

Karen worked, her success in using the five categories of 

culturally relevant teaching varied. Ownership has been 

attempted more in Eileen's room than Dan's - both for Karen 

and for her students. Dan explicitly rejected the idea of 

a suggestion box, and her lack of involvement in planning 

further removes her from a role of ownership. She has been 

able to take more risks in Eileen's class, and been given 
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more opportxinities to interact with the students, but has 

not taken advantage of any particular opportunities as they 

have occurred. 

In the area of interaction, Karen has been reading an 

excerpt of a banned book, for example, and speaking openly 

of her own personal experiences. She does not take the 

same type of risks in Dan's class because of prior 

reactions against them, and because the climate is such 

that she does not feel comfortable. 

Data collected in response to the final interview, 

show that during the remainder of her student teaching 

experience she feels: 

concerned about how much I'm going to be 
able to do differently but I reassure myself that 
just if I don't do it this semester doesn't mean 
I'm not going to do it, because there are just, 
there's so much at work that isn't going to be at 
work when I have my own classroom, wherever it 
is. It's very frustrating for me because I want 
to be thinking of this as a lab type experience 
where I'm trying different things, but the 
relationships I forged with Dan and Eileen have 
both been such that I don't have free rein. 

It's not an illusion. It's not something I 
want to fight for at the expense of my 
relationship with them, at the expense of their 
recommendations, at the expense of getting my 
kids ready for the tests they have to take. 
They're not lab rats. You know, I mean as 
anxious as I am to try new things, I can do that 
with any kids. It doesn't have to be this set 
and it doesn't have to be in my first six months 
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because I don't expecting to be perfect at this 
four months from now. 

Yet she is starting to take more risks, in large part 

because her own experiences have afforded her a much larger 

degree of interaction with Judaism and Jewish people, which 

is relevant to the content currently being used in Dan's 

class. Her interactions with students are much more 

genuine and authentic in Eileen's class, and those students 

have teased her already about stories she's shared. In 

sum, Karen feels that she was restricted more in Dan's 

class than in Eileen's. This restriction was both in the 

form of the lessons, the environment, and sometimes even 

the cooperating teacher. 

Failed Attempts 

Finally, a third reason Karen has struggled with the 

implementation of her ideas of culturally relevant teaching 

has been when she has attempted the techniques but did not 

observe any difference in student response. The most clear 

examples of this type of experience are in her planned use 

of interaction and accommodation. Karen was disappointed 

in the lack of suggestions presented in the suggestion box. 
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Karen had hoped that his avenue would provide students with 

a non-threatening way for students to commiinicate with her. 

The box was not used. The passes given for late work were 

also not used during the first four weeks of Karen's 

student teaching. These attempts did not work out as Karen 

had hoped. 
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CHAPTER EIGHT 

DISCUSSION 

"So What?" 

This research of culturally relevant teaching grew 

from my own considerations of the concept. After years of 

describing and attempting to enact culturally responsive 

pedagogy in my own classroom, I was curious about how 

preservice teachers would think, about the issue. This 

study considers how one preservice teacher defines, 

describes, and attempts to enact her beliefs of culturally 

relevant teaching. By documenting one preservice teacher's 

experience in a diverse classroom setting as she 

experienced both her observational and student teaching 

blocks, I was able to document what sense she made of her 

ideas as she placed them into practice. 

Summary 

This research sought Karen's definitions, 

descriptions, and experiences with culturally relevant 

teaching. This information was sought through a 

qualitative research design that supported a constructivist 
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interpretive paradigm. Using case study methodology, data 

collection was gained using academic work, fieldwork, 

interviews, collaborative conversations, reflective 

journals, video viewing, teaching cases, and observations. 

Through the use of constant comparison and analytic 

induction, I analyzed the data to find themes. This data 

analysis began with emerging categories that were found in 

Karen's cultural background and early definitions of 

culturally relevant teaching. These themes were then 

refined by both the teaching cases and further reflection 

as consolidated categories began to surface. The next 

stage was when the consolidated themes began to appear 

through the use of analytic induction. It was here that 

the final questions and concerns arose that guided the 

observations, interviews, and journal prompts. By 

constantly reviewing notes and transcripts, themes were 

analyzed from both the specific and the broad perspective. 

Overall, Karen's thinking continued to develop as she 

identified and discussed what it means to grow as a 

culturally relevant teacher. 

Karen has identified themes that are crucial to 

culturally relevant teaching. Her ideas correspond with 

the literature of Ladson-Billings (1994) in that Karen 
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views the classroom as a place where there are strong 

social relationships, critical conceptions of knowledge, 

and a belief that students can and will succeed in the 

classroom. Karen is aware of the diversity in her 

classroom and is attempting to meet the needs of each 

student. In addition, she has considered what she 

considers to be inaccurate attempts at multicultural 

education, which she terms tokenism. She avoids these 

elements during her initial engagement with student 

teaching. The other areas of culturally responsive 

pedagogy are in her mind and attempted during this time. 

Karen identified these four themes as culturally 

relevant teaching that is a pedagogy that avoids tokenism 

in both shortsightedness and selection of materials. She 

also identified the necessary areas of interaction, which 

included: getting to know the students, addressing student 

behaviors, transactional teaching practices, and providing 

choice. Ownership was also necessary for Karen's 

definition of culturally relevant teaching and was 

comprised of a sense of community and trust. Finally 

accommodation and opportunity were added to the list of 

requirements. Accommodation is a grouping of valuing the 

individual, seeing differences that exist, accepting 
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multiple realities, changing perspectives to meet the 

student need, and providing explicit communication for all 

students to learn. Opportunity was defined as taking the 

chances as they arise to both challenge student perceptions 

and to teach students to reflect upon their belief systems 

so that they can make their own decisions and know why they 

had made those decisions. 

Discussion 

Karen is what Feiman-Nemser and Remillard (1996) would 

consider 'culturally insular' in that her background, at 

first glance, would suggest that her cultural experiences 

are limited. Karen, however, defies this definition. She 

has always been openly reflective and acknowledges that her 

undertaking this study was in response to not feeling 

adequately prepared in the area of cultural diversity- She 

wished to consider this issue so that she would feel ready 

to teach her own students next year. Karen was given 

writing prompts to help her consider her role as a cultural 

agent (Spindler and Spindler, 1993), but she rarely needed 

them as this type of consideration was natural for her. 

She mentioned that she is the type of person who enjoys 
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journaling, writing letters, and considering her place in 

the world. All of these factors make her less insulated 

against other people's perspectives. For these reasons, 

Karen defied the definition of cultural insularity. 

This issue of Karen not being as culturally insular as 

first anticipated by her description made me wonder what 

teacher educators may be missing in categorizing preservice 

teachers. Specifically, is this notion of cultural 

insularity a generalization that can be breached by teacher 

educators getting to know the preservice teachers? The 

depth of conversation and sharing of philosophies did not 

happen when Karen was a student in my class. It happened 

because she and I began interacting with each other and 

started a shared sense of trust and respect that followed 

the same criteria as what Karen identified as culturally 

relevant teaching. In many ways, this research was 

conducted in culturally relevant ways. Perhaps this is one 

reason why I do not see Karen's whiteness and 24-year-old 

mind, but an intensely creative and open-minded woman who 

has multiple talents. I see what she has shown me to be 

her culture and how she defines herself. 

Interestingly, however, was that this reflective 

person who had described in depth what she considered to be 
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culturally relevant teaching, started to slide into less 

complex descriptions and examples of culturally responsive 

teaching when she was referring to her own experiences. 

This simple adaptation was first noticed when Karen was 

watching herself teach for the first time during the study. 

As we sat watching her videotaped teaching, she said, 

"There. I just took the opportunity to notice that Sherry 

was putting her head down and walked over to remind her 

that she needed to be paying attention." Karen described 

this incident as opportunity, although her earlier 

descriptions of opportunity included the idea of taking the 

chance to challenge student perceptions of knowledge. This 

example shows one way that Karen started with complex ideas 

in theory, but negotiated these same ideas to more simple 

examples when asked to identify them in her own teaching. 

This "simplification strategy" may have been, in part, 

due to a desire to see culturally relevant pedagogy in her 

own teaching practices. Karen was determined to try out 

these theories of diversity and had planned them out in 

ways such as a suggestion box, and multiple ways for 

students to display understanding of information in the 

classroom. Even these descriptions of how Karen planned to 

incorporate the four areas of interaction, accommodation. 
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ownership, and opportianity were more simplified than when 

she shared what her cooperating teachers were doing in 

these same areas. This complexity of theory and simplicity 

of practice through simplification strategies is not only 

understandable, but expected for five major reasons. 

First of all, Karen is new to the classroom and 

acknowledged early on that her students were not lab 

animals, but learners in someone else's classroom. She was 

very aware that these cooperating teachers would be writing 

her teaching evaluations and as she wishes to work in the 

same district, her student teaching experience was not the 

time to shake up the practices in place and try out new 

ideas just to see if they would work. This is one reason 

Karen may have pulled so deeply on her life experiences of 

New Brunswick and her previous schooling experiences. 

A second reason related to working in someone else's 

territory that may explain Karen's shift from complex ideas 

to the use of simplification strategies. This may been due 

to the pressure Karen felt from within the district to 

prepare the students for upcoming standardized tests. 

These tests affect teacher's jobs, area real estate rates, 

and student placements. Therefore, the heat is intense to 

spend time preparing students to succeed on these tests. 
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rather than spend time 'mining knowledge' from the students 

themselves. This pressure to prepare the students for an 

outside event may also help explain why Karen retreated 

into the safety of presenting information, rather than 

encouraging interaction that went beyond the surface level. 

A third area that may have contributed to Karen's use 

of these strategies may have been related to her 

cooperating teachers. Dan was not willing to give Karen 

the power over the students. Karen felt as though she did 

not get to make decisions or set up the lessons and 

therefore, she did not have the opportunity to create the 

environment in which she wished to work. In short, as she 

believed that she did not have any power, and therefore she 

could not pass it on to the students. 

In Eileen's classroom, Karen used many of Eileen's 

instructional materials and methods which resulted, in 

basically becoming a clone of Eileen. While this adoption 

made Karen's transition into the classroom a comfortable 

one, Karen was not forced into considering her own 

pedagogical rational for including each bit of information 

that was the focus for each assignment. Karen took 

direction from Eileen in regard to what should be taught 

and how it could be best presented. For these reasons, 
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Karen explains that she did not delve deeply in the 

pedagogy of culturally relevant teaching. 

A fourth reason Karen used these simplification 

strategies, may have been related to her belief that she 

was learning more about her actions in the classroom than 

she was learning about student needs. Karen reflected 

that, "I'm in a teacher preparation program, not a 

preparing students preparation program. I think that my 

focus unfortunately right now is on getting myself to be a 

great teacher, not on successfully teaching students." 

Karen believed that her teacher preparation had focused 

primarily on her actions and interactions with the 

students, rather than on student learning and getting to 

know the students well enough to move to what she called 

the interactive stage and toward the accommodation, 

ownership, and opportunity. 

The fifth and perhaps most pertinent rationale for 

Karen's use of simplification strategies may be related to 

her lack of having other strategies readily available. As 

noted by Doyle (1990), teaching is a complex process. 

Karen was faced with a multitude of issues and ideas in the 

daily classroom. She was able to elaborately describe and 

discuss these issues, but juggling these issues and clearly 
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delineating a plan of action for handling them is a 

difficult task for even veteran teachers. Karen did not 

know how to place her ideals into action. She did not have 

a means for negotiating her ideas with her experience. 

Therefore, she choose simple means of expressing her ideas, 

such as attempting interaction via the use of a suggestion 

box, and was disappointed when that particular strategy did 

not work. 

Perhaps it is the work of teacher educators to help 

preservice teachers to develop these simplification 

strategies so that when the preservice teacher is engaged 

in student teaching, that preseirvice teacher is able to 

better negotiate the connection between theory and 

practice. Walking into the student teaching experience 

armed with the knowledge of how to enact one's beliefs, the 

student teacher may take more of a reflective stance toward 

the enactment of these beliefs. This reflective stance may 

provide a more positive and productive experience rather 

than leading the student teacher to seeking outside 

sources, such as a cooperating teacher, the state 

curriculum, standardized tests, or the teacher education 

program, as sources of blame. 
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Methodological Considerations 

In thinking about this research, I am curious what 

would have happened if I would have intervened in one of 

two ways. First of all, when Karen and I began talking 

about this experience, we discussed her observing and 

student teaching with me in my eighth grade language arts 

classroom. The purpose of using my classroom, rather than 

any other one would be that I could model specific 

culturally responsive techniques as she was ready to try 

them. Using my teaching experience, I could support her 

laboratory experiences without her having to worry what my 

teaching recommendation letter would say. She and I also 

discussed our comfort level with each other and decided 

that her coming into a classroom where the teacher had 

actively been employing culturally relevant teaching would 

provide for a smooth transition for both the students and 

the student teacher. 

Karen and I decided against using my classroom for 

several reasons. First of all, she was already place in 

two very different classrooms that gave her experience in 

both her major and minor subjects. This placement was in 

the district where she hopes to teach next year and 
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therefore she felt dedicated to making her current 

placement work for her. In addition, I was not sure how 

well I would be able, as the researcher, to separate and 

document what I was observing. When I am in my classroom, 

I am entirely devoted to the students in a way that makes 

it difficult for me to depersonalize my experiences. Karen 

decided to stay at Clearwater Junior High, but later she 

and I both commented that her experience may have been 

different had she and I worked together in the same 

classroom. 

The second way I did not intervene but wondered about 

throughout the study, was how the study would have been 

impacted had I shared my knowledge of ways Karen could have 

acted upon her philosophy. Every time Karen and I met, my 

mind flooded with strategies I had tried or knew of that 

may have made Karen's attempts with culturally relevant 

teaching more successful. It was difficult to remain 

silent and now I wonder if I should have provided some 

kindling. I wonder how my experience and training may have 

impacted her experience, had I shared my ideas. I chose to 

remain silent so that Karen's experience could be 

documented without my interference. I wonder how it might 

have been different had I spoken up. 
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Future Research 

Although this study has officially ended, my 

relationship with Karen continues, as does my data 

collection. She and I talk regularly and I hope to 

document the remainder of her student teaching experience. 

Thus far, no new developments have occurred, but I look 

forward to hearing about the rest of her student teaching 

experience. In addition, I hope to document Karen's first 

year of teaching as she explores issues of diversity. 

There is so much yet to learn about Karen and how her 

theories and practices collide, that she and I are bound to 

continue our work for years to come. 

Besides my future work with Karen, I would like to 

replicate this study with other students who may not be as 

deeply philosophical in their definitions of culturally 

relevant teaching. I am curious as to whether or not these 

students could undergo reflective writing experiences that 

would develop their beliefs to the level of Karen's themes. 

In wondering whether or not other preservice teachers will 

develop such intricate beliefs, I also wonder what these 

student teachers might encounter when they are placed with 
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cooperating teachers who both share and challenge their 

personal beliefs. 

Having fostered the development of preservice 

teachers' beliefs, the next question would be to find out 

if these teachers can develop strategies and methods to 

enact these beliefs. Learning these various strategies as 

they are modeled by teacher educators during the preservice 

teachers' preparation program, would student teachers then 

enact these methods? 

Two larger questions underlie this research. Can a 

program or experience affect or change a preservice 

teacher's beliefs? Finding out if preservice teacher's 

beliefs can be changed would greatly affect any further 

research in this area. If beliefs cannot be changed, then 

admissions practices of preservice teacher preparation 

programs must then be examined. Finding that beliefs can 

be changed would then beg the question of how. 

A second consideration is in the area of 

simplification strategies. How could a preservice teacher 

realize and utilize simplification strategies to their 

benefit? Could these strategies be taught so that 

preservice teachers can then capitalize on their use? 

Awareness of their existence may very well bring about a 
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reflective posture that would enable student teachers to 

take on the responsibility of ownership for their own 

learning. These pedagogical issues are areas for further 

consideration. 

Implications for Teacher Education 

Several implications for teacher education can be 

found in this study. In particular, implications for the 

recruitment and admissions policies for teacher education 

programs, institutional support for culturally relevant 

teaching, and programmatic reform of the student teaching 

experience are discussed. 

Implications for Recruitment and Admissions Policies 

Certain philosophical beliefs are underlying in this 

study, such as a belief that all children can learn. This 

type of belief system must be inherent in those selected 

for teacher preparation programs. As there a preservice 

teacher struggles to move the center of attention from him 

or herself and toward the student as a learner, this basic 

belief that the learner is capable of growth must be in 
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place. In looking for people with this basic belief, 

admissions procedures must first focus on this type of 

philosophy. 

In addition to being able to commiinicate a respect for 

the knowledge of children, prospective teachers must know 

who themselves and how their culture may affect their 

perceptions of others. This cultural self-awareness may 

extend outside of the typical boundaries of race, gender, 

social class, and ethnicity. Knowing what makes them 

unique as a person will help preservice teachers start to 

see themselves as individuals. The next step is having the 

ability to recognize how that particular cultural 

background will affect the perception of other cultures. 

More specifically, a candidate must show not only an 

understanding of culture and his/her learning, but also of 

how culture might affect the learning of others. Gloria 

Ladson-Billings (2000) recently explained that in order for 

a preservice teacher to understand a culture outside of 

his/her own, that preservice teacher must have extensive 

experience with people from other cultures that is of an 

equal relationship. Ladson-Billings goes on to explain 

that if a preservice teacher's only relationship with a 

person of color occurred when that person of color was in a 
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subordinate role, such as receiving tutoring help in an 

outreach program, that preservice teacher will not see 

people of color in any role other than as subordinate. In 

looking at admissions requirement for teacher preparation 

programs, prior and extensive experience is crucial. 

One final area of admissions that is impacted by this 

study is the area of recruiting a variety of teacher 

candidates. Those cultures currently in power must 

recognize their perspectives and see through them toward 

other perspectives that are representative of cultures not 

in power. This does not necessarily mean recruiting people 

who are of color or in poverty, as having a particular 

trait does not insure an understanding of that culture or 

an aptitude for understanding others. Rather, some means 

must be utilized that will ensure that students, such as 

Karen, who show an understanding and aptitude for using 

culturally relevant teaching are sought for the preparation 

programs. It is not enough to have the program look 

balance, for that is merely tokenism. In seeking 

candidates, attitudes and beliefs must be examined. 
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Institutional Support 

One recruitment and admission procedures have been 

aligned with the results of this study, the institution is 

responsible for abiding by policies and procedures which 

are also in alignment with what is known about culturally 

responsible teaching. The hiring and professional 

development practices of the preservice teacher program 

should support teacher educators as they continue with 

their own learning of what it means to work with diverse 

learners in multiple settings. Recently, Linda Darling-

Hammond (2000) called for institutions to develop a clear 

and consensual vision of both teaching and the teacher that 

is learner-centered and learning-centered. This type of 

program must be one that models the type of teaching that 

it is asking of the preservice teachers. This type of 

institutional support is necessary to both show and tell 

teachers what is necessary for them to succeed in a diverse 

classroom. 
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Programmatic Reform of Student Tf^achina 

One final implication of this study for teacher 

education is in the reform of how preservice teachers enact 

their student teaching experience. This study is a clear 

example of the difference experiences a student teacher can 

have with cooperating teachers who have different 

philosophies of teaching. Clearly, a student teacher's 

experience in this trial period of teaching is enhance when 

there is a caring and experienced adult leading them 

through each event. Darling-Hammond (2000) also called for 

a reform of student teaching in that it must be a more 

closely interwoven experience of both coursework and 

clinical experience, rather than just a field experience 

that goes unguided. This type of learning through practice 

is closer to a true internship experience than the 

traditional one semester event. 

Although Karen was part of a cohort experience that 

allowed her to be placed in the same classroom for an 

entire school year, her teaching did not occur until the 

second semester. In addition, this teaching was done is 

more of a 'sink or swim' manner in that she was given 

responsibility and was then evaluated on how well she 
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accepted that challenge. She was not carefully guided 

through both theory and practice, but spent most of her 

time being guided on how her teaching behaviors could be 

improved. This type of feedback typically relies on a 

teacher's 'bag of tricks' being developed rather than one's 

philosophy of teaching being enriched through practices and 

reflection. 

Conclusion 

Karen attests to having learned a great deal through 

this experience, and I know that she will continue to seek 

culturally responsible teaching to best serve the needs of 

her students. I wonder about Karen's teaching future. She 

is someone who is driven by a constant desire to know. It 

is this very desire that compels me to believe Karen will 

continue her formal education. She has considered possible 

options for pursuing a master's degree in education, but I 

would not be surprised in the least to learn that Karen's 

desire to know pushed her right through to a doctoral 

degree. 

My worry for Karen is that she will become 

disillusioned with the plethora of questions and lack of 
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answers that education presents. I am concerned that she 

will leave the profession in search of a job that carries 

more financial promise for a more socially accepted job for 

such a brilliant woman. This is ultimately depressing as I 

know that she is the teacher I want to teach my future 

children. I hope she will be there for them and for me. 

As for myself, this pursuit of knowledge has led me 

back to examining my students, both at the middle school 

and college level. I am reminded that they are the masters 

of their learning and that I am merely a conduit. This 

perspective is ultimately healthy is that now I find myself 

talking less and listening more. This step toward 

connecting with the uniqueness of each student reminds me 

of the opportunities I might have missed had I let them go 

by. Karen has helped me to reflect on my own teaching and 

I believe that my pedagogy has been enhanced as I continue 

to grow toward culturally relevant teaching. 

Richard Feynman, a Nobel prize laureate, once describe 

this type of thinking outside of one's normal perspective 

when he asked his students to half thirteen. Immediately, 

hands shot into the air as the entire room agreed that the 

answer was 6.5. Feyman, then explained that in looking for 

that one right answer, the students had missed many other 
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opportunities to see other equally correct answers such as; 

1/3, and XIII. I hope to remember Feynman's lesson and 

continue to seek multiple realities. 
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Appendix A: FIELD OBSERVATIONS 

TOTAL TIME OF FIELD OBSERVATIONS: 54 HOURS 
Clearwater Junior High 
Journals: Reflections on what is perceived to be 
culturally relevant teaching 
Monday, October 11, 1999 8:00 AM - 11:20 AM 
Friday, October 15, 1999 8:00 AM - 10:20 AM 
Monday, October 18, 1999 8:00 AM - 9:45 AM 

Journals: Define and document culturally relevant teaching 
Thursday, October 21, 1999 8 : 00 AM - 10 :20 AM 
Monday, October 25, 1999 8 : 00 AM - 10 :20 AM 
Friday, October 29, 1999 9 :30 AM - 11 :30 AM 
Tuesday, November 2, 1999 8 : 00 AM - 11 : 00 AM 
Wednesday, November 3, 1999 8 : 00 AM - 10 : 15 AM 

Journals: How might you use culturally relevant 
Monday, November 8, 1999 8 : 00 AM - 9: 45 AM 
Wednesday, November 10, 1999 8 : 00 AM - 10 : 00 AM 
Wednesday, November 17, 1999 8 :00 AM - 11 :20 AM 
Friday, November 19, 1999 8 : 00 AM - 11 : 00 AM 
Tuesday, November 23, 1999 8 : 00 AM - 11 :20 AM 
Wednesday, November 24, 1999 8 : 00 AM - 10 : 00 AM 
Tuesday, November 30, 1999 8 : 00 AM - 11 :20 AM 
Wednesday, December 1, 1999 8 : 00 AM - 11 :20 AM 
Wednesday, December 8, 1999 8 : 00 AM - 11 :00 AM 
Thursday, December 9, 1999 8 : 00 AM - 9:' 45 AM 
Thursday, December 16, 1999 8 : 00 AM - 11 : 00 AM 

TOTAL OBSERVATION TIME AT CLEARWATER = 4 9 HOURS, 
Alternative Site 
Journal: Reflections on what is perceived to be culturally 
relevant teaching 
Tuesday, October 12, 1999 11:10 AM - 12:10 PM 
Thursday, October 14, 1999 11:10 AM - 12:00 AM 
Monday, October 18, 1999 11:00 AM - 12:00 PM 

Journal: Define and Document culturally relevant teaching 
Tuesday, October 26, 1999 11:00 AM - 12:00 AM 
Friday, November 5, 1999 11:00 AM - 12:00 AM 

TOTAL OBSERVATION TIME AT ALTERNATIVE SITE= 4 HOURS, 50 
MINUTES 
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Appendix B: RESEARCH LOG 

January 1999 Met Karen in an educational foimdations 
class with Karen as one of my students. 

Jci::uary 21^^ Read Education History and Equity Essay and 
was intrigued with amount of reflection 

January - May Impressed with Karen's critical approach to 
classroom events and materials, including 
Karen's independent reading of Lisa Delpit's 
Other People's Children which we discussed 
during office hours. 

May-September Casual emails regarding a desire to get 
together and discuss teaching/education 

June Met for Italian food to discuss 
education/social lives 

September 21^^ Contacted Karen with details of the possible 
study 

September 28*^^ Re-established contact and Karen agreed to 
work together 

Research Question #1 What does a preservice teacher 
consider to be culturally relevant 
teaching? 

October 5"^ 

October 12'^'^, 
14''^, 18"^ 

October 
15""^, 18"^ 

Interview #1 to establish culture and 
beliefs, agreed upon future scheduled events 
as I collected Academic Work of Educational 
History 

Fieldwork at alternative site 
Journals: Reflect on what is perceived to be 

culturally relevant teaching 

Fieldwork at Clearwater Junior High 
Journals: Reflect on what is perceived to be 
culturally relevant teaching 
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Research Question #2 How does a preservice teacher 
describe culturally relevant teaching? 

October 19'"'^ 

Oct 26 
Nov 5 

th 

ch 

sc Oct 21 
2 5 " ^ ,  2 9  

^nd 

th 

> rd Nov 2"°, 3' 

November 

Collaborative Conversation #1 to review 
ideas in journals from fieldwork 

Fieldwork at alternative site 
Journals: Define and document culturally 
relevant teaching 

Fieldwork at Clearwater Junior High 
Journals: Define and document culturally 
relevant 
teaching 

Teaching Cases to clarify categories and 
capture timely thinking 

Research Question #3 How does a preservice teacher use this 
knowledge of culturally relevant 
teaching in her own teaching? 

November 3 ch 

10 
19 
24 

ch 
i 

ch 
I 

ch 

17 
23 
30 

ch 
I 

rd 
t 

Ch 

Dec 1-

Fieldwork at Clearwater Junior High 

December 2 nd Video Viewing to watch two teaching videos 
to discuss culturally relevant teaching 

December 8 , Fieldwork at Clearwater Junior High 
gCh^ IgCh 

January 4 Ch Interview #2 to capture how Karen intends to 
use culturally relevant teaching in her 
teaching 

Journals: How do you plan to use culturally 
relevant teaching in this environment? 
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January 19 Dh 

January 5 th 

11 

13"^, 

ch 

Collaborative Conversation #2 letter for 
clarification/member check and showing my 
perceptions of her understanding of 
culturally relevant teaching and open up 
discussion of possible barriers or 
challenges and supports 
Observations (4) to document Karen's initial 
reaction to implementing of culturally 
relevant 
teaching during her first 4 weeks of 
teaching 
Lesson Plans and Sample Student Work 

Journals: How are you using culturally 
relevant teaching in your teaching? 

January 18"^^, Observations (4) to document Karen's initial 
20*^^, 24.^^, reaction to implementing culturally relevant 

teaching during her first 4 weeks of 
teaching 
Lesson Plans and Sample Student Work 

Research Question #4 What sense does a preservice teacher 
make of the initial experience of 
using culturally relevant teaching in 
a diverse classroom? 

Journals: How would you describe the 
experience 
of using culturally relevant teaching? 

Collaborative Conversation #3 Written Case 
of Karen's culturally relevant teaching 

Interview #3 to reflect on experience, 
barriers, supports, frustrations and 
successes. 

February 

February 12"^^ 



295 

Appendix C: INTERVIEW QUESTIONS #1 
Focus: What is your cultural background and beliefs about 
culture? 

1. When do you first remember seeing someone who looked or 
sounded different from you? 

2. Tell me about when you were young. What were your 
schools and your neighborhood like? 

3. In your early years of schooling, do you remember 
interacting with someone from a different culture? For 
example, did you know anyone who was from a different 
race, who spoke a different language, or who was from a 
different financial level? 

4 . Did you have any friends who were from a different 
culture than yours? 

5. How did your parents feel about people from different 
backgrounds ? 

6. What do you remember about studying cultural backgrounds, 
for example, the history of African-Americans or the 
Puerto Rican experience? 

7. What kinds of books do you remember reading in high 
school? Were these books assigned texts? 

8. During high school, do you remember any other memories of 
diversity as an issue? 

9. Have you encountered diversity issues in your work 
experiences? 

10. How do you see diversity as an issue at the college 
level? 
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Appendix D: INTERVIEW QUESTIONS #2 

Focus: What are your expectations of using culturally 
relevant teaching during your student teaching? 

1. How do you believe you might enact your current 
philosophy of culturally relevant teaching? 

2. How might this look in E's room? 

3. How might this look in D's room? 

4. Looking over the cases we discussed in November, how 
might you enact these ideas during your student teaching? 

5. In what instances do you see yourself using each of these 
five categories? 

6. How do you believe this might look in each of your 
classroom assignments? 

7. What do you believe might be some benefits of using 
culturally relevant teaching? 

8. What challenges do you believe you may face in using 
culturally relevant teaching? 

9. Four weeks from now, what do you hope to have 
experimented with in respect to culturally relevant 
teaching? 

10. Four weeks from now, what do you hope to have 
accomplished in respect to culturally relevant teaching? 
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Appendix E: INTERVIEW QUESTIONS #3 

Focus: What sense do you make of this initial experience 
of using culturally relevant teaching? 

1. Looking back at what you had identified as possibilities 
for the first four weeks, were any of them attempted? 

2. Which ones would you deem successful? 

3 . Why do you think others were not tried? 

4 . Did your predictions hold true for the five categories in 
general? 

5. What helped you in your pursuit of trying culturally 
relevant teaching? 

6. Were there any impediments? 

7. What sense do you make of this experience? 

a. Overall, what do you feel you have accomplished or 
learned in relation to culturally relevant teaching? 

9. What do you think you'll attempt during the remainder of 
your student teaching experience, in relation to 
culturally relevant teaching? 

10. How might this experience affect you as a first year 
teacher? 
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Appendix F: TEACHING CASES 

Case One 

"They have to care about each other and to depend on 
one another before we can really get anything meaningful 
accomplished. We have to have a sense of family, or 
"teamness." When we see ourselves as a team that works 
together, we can do anything. Having a kind of team 
spirit helps them to understand that one person's success 
is success for them al and that one person's failure is 
failure for everybody." 

Case Two 

Mrs. Peggy Valentine is teaching a lesson about 
adjectives to her fourth-grade students. To encourage the 
students to use more descriptive, colorful language in 
their writing, she has developed an activity to get them to 
reach for unusual adjectives. This class is held in 
October and so she benefits from a Halloween atmosphere. 
She writes a noun on the chalkboard and asks the children 
to think of as many words as they can to describe it. The 
first noun is "witch." Tentatively at first, the students 
begin to offer some modifiers. "Old witch," says one 
student. "Mean witch," says another. "Black witch," 
offers a third. All of a sudden, Peggy grasps her chest as 
if she were having a heart attach and rolls her eyes back 
in their sockets. "Black witch, old witch, mean witch -
give me a break! You guys are killin' me! I need some 
great, fantastic, outstanding, stupendous, magnificent 
adjectives. I'll even take some compound adjectives. Can 
anybody save me?" After a few snickers, one boy ventures, 
"How about a green-faced, hook-nose, evil witch?" "Yes!" 
shouts Peggy Valentine. "Now you're cookin' with gas. 

Case Three 

"You know, they're all successful at something. The 
problem is that school often doesn't deal with the 
kinds of things that they can and will be successful 
at. And those tests! Those are the worst things 
ever. They don't begin to test what the kids really 
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know. That's why my class is a constant search for 
ways to be successful. That's why we do so many 
projects in my class. I figure if we do enough 
different kinds of things we'll hit on the kinds of 
things the kids can be successful with. Then I look 
for ways to link that success with other tasks. For 
example, when I do my sewing bee, it's linked to my 
social studies unit but when a number of kids find out 
they're pretty good at sewing - and I mean boys as 
well as girls - I can get them interested in reading 
about sewing and other crafts and then writing about 
it. But you know, the tests don't get at this big 
involved process of moving from a concrete experience 
to the level of abstraction that writing represents." 

Case Four 

Margaret Rossi is teaching a current events lesson. 
As the tensions increased in the Middle East prior to the 
Gulf War, many students brought in articles that detailed 
the impending conflict. 

"But what does that have to do with you?" asked Rossi. 
"We're sitting here in sunny California, thousands of miles 
away from Kuwait. Why should we care?" 

"Because they can drop a bomb on us!" volunteered one 
of her sixth graders. 

"No, they can't," countered another. "We have all 
kinds of radar and stuff, and if they tried to fly over 
here, we could shoot them out of the sky." 

"Let's say Rashad is right, and no places could get 
through the U.S. radar," said Rossi. "What other reasons 
can you offer as to why these news issues would be 
important to us here in this community?" 

The students sat silent for what seemed like a long 
time but was actually only about a minute and a half. This 
waiting for an answer was characteristic of Rossi's 
teaching style. She was not uncomfortable with classroom 
silence, because she believed that when you posed 
substantive questions with students, you were obligated to 
give them time to think about an answer. Finally, Denisha, 
a small African American girl who was a diligent student 
but rarely spoke up in class, raised her hand, 

"Yes, Denisha?" 
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In a soft and measured voice, Denisha said, "Well, I 
think it affects us because you have to have people to 
fight a war, and since they don't have no draft, the people 
who will volunteer will be the people who don't have any 
jobs, and a lot of people in our community need work, so 
they might be the first ones to go." 

Before Rossi could comment, an African American boy, 
Sean, chimed in. 

"Yeah, my dad said that's what happened in Vietman -
blacks and Mexicans were like the first ones to go." 

"I'm not sure if they were the first to go," remarked 
Rossi, "but I can say that they were overrepresented." She 
writes these words on the board. "Do you know what I mean 
by this?" 

None of the students volunteers a response, so Rossi 
proceeds with an example. 

"If African Americans are 12 percent of the total U.S. 
population, and Latinos are 8 percent of the total U.S. 
population, what percent of the armed services do you think 
they should be?" 

"Twenty percent total," calls out James, beaming at 
his ability to do the arithmetic quickly. "Twelve percent 
should be black and 8 percent should be Mexican." 

"Okay," says Rossi. "However, I would call that 8 
percent Latino rather than Mexican, because we are also 
including Puerto Ricans, Cuban Americans, and other U.S. 
citizens who are from Latin America. But in Vietnam their 
numbers in the armed services far exceeded their numbers in 
the general population. Often they were among the first to 
volunteer to go. Does it seem as if Denisha's comments 
help us link up with this news item?" 

A number of the students verbally concur, while others 
nod in assent. As the discussion continues, students talk 
about the impact of having young males in particular leave 
their community. Given the fact that the numbers of 
African American and Latino males in this community are 
decreasing due to incarceration and other 
institutionalization, the prospect of losing even more men 
does not seem appealing. By the end of the lesson, 
students are working in cooperative groups and creating 
"causality charts" where they list a number of current 
events and their possible impacts on their community. 



Case Five 

"I find that much of what we claim we want 
to teach kids they already know in some 
form. I want to know what they know so that 
we can make some natural and relevant 
connections to their lives. Sometimes my 
black children will have information about 
home remedies or stories and folktales 
they've heard from their grandparents. We 
take those stories and remedies and write 
them up, compare notes, see how their 
knowledge compares with so-called 
traditional knowledge. I'm always amazed 
when students tell me things that I don't 
know. This happens a lot (the older I get). 
But it's not just about younger generation 
versus older generation. My students know 
about things like community politics and 
police brutality. I can't feed them a 
steady diet of cute little animal stories 
and happy middle-class kids. Their 
experiences have to be a part of our 
curriculum, too." 

Case Six 

Julia Devereaux is a longtime Girl Scout leader, says 
"I just bring all of the membership 
information here [to class] and tell the 
girls how wonderful scouting can be. 
Frankly, by the time I describe the 
sleepovers - overnight camping- and the 
skating party, everybody says they want to 
be in the troop. They don't all follow up 
but enough of them do that I seem to see my 
school kids almost everyday!" 

In addition to the Girl Scouts, Devereaxix regularly 
invites students to her home for dinner or Saturday lunch. 
They interact with her own children, particularly her high 
school-age daughter and eight-year-old son. Known for her 
healthy appetite, she plans classroom activities that 
include meals. When her students study about customs and 
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traditions celebrated by African Americans, Devereaux helps 
them plan a soul-food dinner. As they enjoy the various 
dishes, students are asked to leam about the significance 
of the foods. Her students speak authoritatively about 
yams, okra, and black-eyed peas as West African staples. 
They talk about why pork became so prevalent in African 
American diets and the health hazards associated with 
eating high-fat, high-sodium foods. Several students 
present research on the incidence of high blood pressure 
and strokes among African Americans. 

"When we have our little food activities I try to make 
them really nice. We have place mats, napkins, the whole 
bit. You'd think we were sitting in a fancy, downtown 
restaurants!" 

Case Seven 

Mrs. Rossi begins each year by giving each student an 
'entry questionnaire.' In addition to gathering up-to-date 
and important information about their addresses, phone 
numbers, and birthdays, Rossi discovers what students do 
outside of school, how they spend their leisure time, and 
which subjects they like and which they do not. 

"I try to find out as much as I can about 
the students early in the school year so I 
can plan an instructional program that 
motivates them and meets their needs. You'd 
be surprised how many kids tell me that 
nobody has ever bothered to even ask them 
what they like. The entry questionnaire is 
also a great way to learn a little about 
their reading and writing levels. I think 
that it's hard for sixth graders in a 
community like this one to trust, white 
people especially. They've been lied to too 
many times. I don't blame them for not 
wanting to open up with me right away. But 
soon enough they begin to see that I take 
the information they give me to heart." 
Taking the information 'to heart' means that Rossi 

acknowledges each student's birthday with a personal card. 
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Case Eight 

Mrs. Lewis plans a beginninq-of-the-year camping trip 
in order to solidify the sense of cooperation and 
interdependence she feels is crucial for the kind of 
classroom she believes works best for her students. She 
believes that this 'sense of teamness' that student 
cultivate during the camping trip carries over into the 
classroom. As part of a larger environmental education 
program, the camping trip provides Lewis an opportunity to 
teach important skills: 

"Not many people relish the idea of being in 
the woods with twenty-seven kids for a week. 
I'm not so sure I really relish the idea 
myself. But it is so important to help the 
kids see that we're all in this together. 
It's not as if they don't know about 
teamwork. They play on sports teams and 
sing together in church choirs, that kind of 
stuff. But, you know, they don't think of 
their classroom as a place where they can be 
team members." 

Case Nine 

For Pauline Dupree, student cooperation and mutual 
responsibility are necessities. Dupree's classroom is 
rigorous and demanding. Students do lots of reading and 
writing every day. The assignments and activities seem 
nonstop. By design, there is no way to complete all that 
she gives them to do without cooperation. Thus, Dupree 
requires that each student have a 'study buddy.' 

"From the day that they walk into my room 
they know they have to select a buddy. This 
is their learning partner for the year. A 
lot of times when a student is having a hard 
time I'll call the buddy to my desk and 
really give him or her an earful. "Why are 
you letting your buddy struggle like this? 
You're supposed to be the helper." Within a 
couple of months I begin to see them looking 
out for one another. One student will 
hesitate before he turns in his paper and 
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will go check to make sure the buddy is 
doing okay. Eventually, they begin to check 
very carefully and they may discover some 
errors that they themselves have made. 
Having the buddy is really just another 
level of learning. Those that are helping 
are really helping themselves." 

Case Ten 

"How can I hook these children? These children are 
uninterested, low-achieving African Americans who have no 
vision of a future in the world of employment. They are 
usually from poor, disadvantaged families on welfare 
assistance. A lot of African American students come from 
homes with little structure, discipline, and value for 
education. The deck is already stacked against them. Most 
of the black students come from this neighborhood. It has 
a very poor reputation and a history of problems. We need 
help accepting black children's differences which are so 
drastically different from the white upper-class students 
who also attend this school." 

Case Eleven 

When the students had finished reading a Greek myth 
about a princess, Devereaux asked, "How would you describe 
the princess?" Her question was designed to elicit 
responses about the princess's character, but the first 
student to respond began with a physical description. "She 
was beautiful, with long blond hair," said the student. 
Nowhere in the story was there a description that matched 
this response. "What makes you say that?" Devereaux asked. 
"Because that's the way princesses always are," the student 
replied. "I don't have long blond hair and neither does 
anyone else in here. Does that mean that none of us could 
be a princess?" Devereaux asked. The student and several 
others seemed resigned to the fact that that was the case. 
Devereaux feigned disbelief that they were unaware of black 
princesses. Slowly, without fanfare, Devereaux walked to 
her bookshelf and selected a book, John Steptoe's Mufaro's 
Beautiful Daughters (1987) about two African sisters, one 
good and one evil. After reading the fourth graders the 
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book, Devereaux asked how many students still believed that 
a princess had to have long blond hair. No one raised a 
hand. 

Case Twelve 

Rather than place James in a special group or attempt 
to "keep him busy' with sheets of drill problems, Mrs. 
Rossi works hard to build on the skills he already has and 
helps him make connections to new learning. By providing 
him with structural clues, she builds his confidence, 
allowing him the psychological clues, she builds his 
confidence, allowing him the psychological freedom to solve 
some problems and raise questions. His inclusion in the 
sessions also means that students with more advanced skills 
have the opportunity to act as teachers without regarding 
him as capable only of 'baby work.' 
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Appendix G: COLLABORATIVE CONVERSATION LETTER 

Dear Karen: 

Thank you for teaching me during these past months. 

Every time we talk I feel inspired and challenged to keep 

thinking about the preparation of teachers. The purpose of 

this letter is for me to express what I have seen in your 

development of using culturally relevant teaching during 

your first weeks of student teaching. It is my hope that 

reporting my perspective thus far will create further 

conversation on what you are experiencing. Please let me 

know where you agree and disagree with my assessment. 

Entering the student teaching semester, you had many 

different role models whom have helped to shape your 

thinking about the classroom. People such as your mother, 

your grandfather, have shown you commitment while teachers 

like Mr. M and Mr. M have provided excellent examples of 

what you hold as passionate and interactive teachers. You 

believe that these people have helped to develop who you 

are in the classroom. 

You also feel as if your formal coursework from the 

university did not adequately prepare you to work with the 
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diversity of learners in the classroom. This issue was 

often quickly mentioned, or glossed over in your teacher 

preparation courses, rather than fully addressed, as you 

believe it should be. This lack of preparation was one of 

the reasons you agreed to participate in this study. You 

wished to feel challenged and wanted to get more from this 

experience of learning how to teach. Therefore, you have 

undertaken the extra effort of this research in hopes of 

learning more about working with diverse learners. 

The cohort program has been an excellent addition to 

your preparation as you were able to observe the same two 

classrooms and teachers with whom you are now working. 

Having this opportunity to student teach after establishing 

this history with both the adults and the students has been 

instrumental in your being able to approach issues of 

culturally relevant teaching. Considering this issue would 

have been difficult without this extended experience in the 

same placement. 

Having a natural curiosity and reflective nature has also 

contributed to your learning about and use of culturally 

relevant teaching during this time. For example, you have 

been keeping a journal in addition to the journal I have 

asked you to keep for the study. You are naturally 
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inclined to write about your thoughts and perceptions. 

This writing helps you to continue to improve and refine 

your teaching during this student teaching semester. 

For the next section of this letter, I am going to 

remind you of your categories in order of how you perceived 

your use of these elements. 

INTERACTION: In watching you teach these past weeks, I 

have noticed that you interact with the students by asking 

questions and either calling on those with raised hands, or 

choosing students to answer. I have also watched you ask 

the students to talk with their buddies to review 

information before they are asked to publicly answer. 

According to the examples we have talked about from Ladson-

Billings, these actions fall into the category of 

interaction. When you read the teaching cases, you said, 

"I think it's one of the easiest things I can do that makes 

the most common sense and is the most like me anyway being 

outgoing and being [a] people person." Your smiles and 

cjuirky faces help you to connect to the students as you 

interact with them. You believe this comfortable 

environment is crucial to anything else happening in any of 

the other areas of culturally relevant teaching. 
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OWNERSHIP: During the teaching case discussion, you said 

that currently you are most like interactive, but secondly 

like ownership. I have observed you introducing a 

suggestion box to help them own the classroom. I have also 

watched you share the results of the sample suggestion 

writing activity. You have asked for individual 

descriptions of favorite hamburgers, sharing what made each 

unique. You have discussed in your journal that perhaps it 

is easier to get to know the students during the first part 

of the academic year and that now it is more difficult when 

standardized tests and curricular matters seem to be 

pressing. Perhaps this is one reason you are doing 

ownership less than you are doing accommodation. 

ACCOMMODATION: Your accommodation activities are frequent 

and varied. You give a daily organizer, which students are 

encouraged to record in their planners. You also give 

directions both in writing and orally, asking students to 

repeat the information to either you or their seating 

buddy. I have watched you remind students of various ways 

to take notes, sometimes modeling this behavior on the 

overhead. For example, you asked the students to record 
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the parts of a paragraph on their hamburger handouts as you 

also labeled on the overhead. This handout is another 

example of reaching out to the various learning styles, as 

the visual representation of the hamburger is appropriate 

for some students. 

OPPORTUNITY: The fourth category of opportunity you 

expected to be difficult for you. Currently, I do not see 

examples of your taking opportunities to challenge student 

perceptions or knowledge. This category is one you said 

you would like to use more often, however, you believe that 

experience with student reactions will make this category 

easier to approach. You have mentioned Mr. M helping you 

to see that education is a lifelong process, and using 

examples of social justice as ways to challenge current 

student perceptions. I have not seen examples of this area 

you said you would like to try. Perhaps teaching through 

opportunity may be possible in E's room, but not D's as he 

does not hold a philosophy that is open to multiple 

realities. 

TOKENISM: I have not seen any examples of tokenism 

occurring in the classes I have observed. I also have not 
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seen any cultural elements being addressed and therefore 

the curriculum thus far has not included any perspectives 

that might present the opportunity for tokenism to occur. 

Thus far, the subject matter of paragraphs and 

introductions has been approached from only a mainstream 

perspective. I expected to see other examples included. I 

will be curious to see how you incorporate multiple 

perspectives when you begin teaming with D. 

Your predictions of how you expected to use culturally 

relevant teaching are on target, for the most part. You 

have expressed that the two different classroom placements 

have had and will continue to have a strong influence on 

how you use culturally relevant teaching. The foundation 

appears to be there in E's class for tolerance or perhaps 

appreciation of multiple perspectives. D's class is one 

where the teacher has the central power, with one 

perspective being presented and being expected. These two 

classrooms present different opportunities and freedoms for 

your eliciting student views. I look forward to your 

pushing your comfort zone in E's classroom as you try out 

various methods that might bring about discussions of 

opportuni ty. 
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As always, thank you for allowing me this window into 

your learning. I enjoy your perspectives and look foirward 

to your comments regarding this letter. 

Sincerely, 

Sarah K. Rees 
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Appendix H: COLLABORATIVE CONVERSATION CASE 

Karen is struggling to successfully incorporate the 

culturally relevant teaching techniques with which she is 

familiar. These difficulties manifest themselves in 

different ways, but can be considered to be of three 

general types: when she misses the opportunity herself to 

implement a culturally relevant teaching method, when some 

part of the lesson, classroom environment, or cooperating 

teacher prohibits her from doing so, and when she does 

attempt the employment of the techniques but does not 

observe any difference in student response. 

Karen is student teaching in two different classrooms, 

very different from each other in terms of siibject matter, 

classroom climate, and the styles of the cooperating 

teachers who lead them. She plays a much larger and 

somewhat more autonomous role in the Language Arts 

classroom, originally led by a female teacher in her fourth 

year of the profession. The second class, American 

Studies, she is 'team-teaching' with her more experienced 

cooperating teacher, a man who won recognition among the 

top five teachers for Arizona last year. Both teachers are 

the heads of their respective departments, and both are 
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also very involved with other activities at the, school -

coaching, advising, and advocating for students. 

In the L.A. class, she has a much greater role in 

planning the daily and weekly lessons. She and T1 plan the 

weeks together, and the majority of the time uses the same 

activities for topic, to be covered, diverging only 

occasionally. T1 has welcomed changes in procedures and 

permanent classroom fixtures, and Karen has implemented the 

use of a suggestion box in the classroom, hoping that 

students would take advantage of the opportunity to voice 

concerns anonymously. 

She has also introduced an assignment extension policy 

permitting one assignment per quarter to be turned in late 

if the student requests the extension in advance. These 

are the only changes in procedure she implemented, 

believing the transition for the students would be smoother 

were changes to stay to a minimum. 

Karen is comfortable in this classroom environment, 

and the students show signs of that comfort as well. She 

works hard to make sure that there are opportunities for 

students to enjoy themselves in class, and it's been noted 

by an observer that she and the students laugh a lot in the 

classroom. She rarely encounters egregious management 
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issues, dealing most frequently with more minor off-task 

behaviors like note-writing, calling out and talking with 

neighbors. She also struggles occasionally getting the 

attention of the class after a group or sharing activity. 

Student participation dropped when she took the class over, 

but has increased steadily since then. 

In a typical day, she greets the students at the door 

when they enter; all but a couple return her greeting with 

smiles and hellos. When the bell rings, the majority is 

already working on the bellwork presented on the overhead; 

those who aren't begin quickly with an oral reminder. T1 

assumes a spot in the rear of the classroom, sitting at the 

table in the back of the room or in the desk of a student 

who is absent. She rarely leaves the room during a lesson, 

but is careful not to seem overly attentive in front of the 

students. When she is scripting, she always sits behind 

all students, when she sits among them she grades other 

papers during the lesson. 

The material presented to students in this room is 

given usually in two modalities - overheads are used 

frequently for notes, but are also read aloud, and are also 

written on with additional comments while students copy. 

Students ask questions throughout the presentation. When 
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the question is one of simple comprehension Karen tries to 

open it up to the class, allowing another student to 

answer. When the question is more of a conceptual nature 

or dealing with a truly unfamiliar topic, she is more apt 

to answer it herself. 

The students rarely look to T1 for guidance, asking 

Karen for help not only with directions and procedures but 

also with content. T1 tries to be careful not to interject 

during a lesson; she and Karen have discussed a signal 

which would indicate to Karen that T1 had something to add, 

but almost every lesson, she does feel the need to 

reiterate or rephrase a point made earlier. That said, she 

does wait for the most appropriate and less intrusive 

opportunity to do so, usually waiting for Karen to 

acknowledge her before speaking. 

Karen perceives the major difficulty in T1's class as 

being the unexpected results of techniques she thought 

would be more effective. The suggestion box she was eager 

to implement has received only one comment in the three 

weeks it's been in the classroom- The first test she gave 

was passed by only 13 of 28 students, in spite of the 
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review and the fact that she conveyed multiple times 

exactly what would be on the test and how to answer. 

Her troubles are very different in the other class. 

The plans for the semester have already been drawn by her 

cooperating teacher, T2, and their 'planning' consists of 

designating which parts of the lessons she will lead and 

which are his. Consequently, she has little ownership 

herself of the materials and content being taught. She has 

been confronted with many more instances of more severe 

management issues, including movement around the classroom, 

students asking questions completely unrelated to the 

lesson, and overt refusal to follow directions. She has 

spoken to three or four students repeatedly after class, 

and has also assigned lunch detention to one student 

following his remark to another regarding the intelligence 

of his response. T2 is more likely to be absent during her 

lessons than present; that has been recognized as a part of 

the management issues she confronts in that class, and 

consequently, T2 has started to stay in the room for more 

of her instruction. 

Karen perceives the most significant obstacle in this 

classroom more philosophical than instructional. T2 

considers character education a key component of his 
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objectives, and prides himself on teaching the hearts and 

minds of students. She and T2 have conflicting ideas of 

what's appropriate in the classroom, and she has already-

replaced materials given to her because of what she 

considered overt religious content. Her comfort level in 

the classroom is compromised by the climate that already 

exists. For example, in reading from the literature used 

in class, she has been stopped by students after reading 

the word "nigger" and "damn" and reminded that this is a G-

rated classroom, a descriptor T2 uses and labels above his 

door. She has been asked by T2 not to share parts of her 

life with students, regardless of context or explanation, 

because they are contrary to the values he promotes in the 

room. Whether these interpersonal conflicts are perceived 

by the students is unknown, but Karen believes strongly 

that her personal discomfort is having a negative impact on 

her instruction and management. 

Instructional choices made in the classroom also 

reflect their different philosophies. Assignments given 

include the memorization of the Gettysburg address, 

classroom rituals include a choral response to "What are 

you going to do this weekend?" on Fridays ("Stand tall and 

look up"). The very definitions given for certain words 
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reflect T2's biases clearly - heathen are bad people, and 

the Hebrew I'chayim means 'Amen.' 

In a typical day in T2's class, she guides the reading 

of the novel the class is reading and leads discussion of 

its themes and elements. She does not receive much 

direction preparing those lessons, but the terminal 

objective, anticipatory set and closure are always 

discussed with T2 before the lesson. These literature 

lessons are beginning to go more and more smoothly since 

she has taken more responsibility for them, and student 

effort on the activities during the lesson has improved 

recently. She has not yet taught much of the history 

content, except for one lesson on the Holocaust - the one 

mentioned earlier as the one in which she substituted 

materials for a piece about a priest taken to Auschwitz. 

T2 and she have begun to communicate more effectively 

and purposefully about their differences, and he is 

receptive to her opinions. However, he also considers his 

leading of the activity an acceptable solution to her 

discomfort with it. To Karen, this is only a partial 

remedy, because it's the existence of these elements in the 
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classroom - not just her involvement in them - that makes 

her uneasy. 

Given these two different environments, her success in 

using the five categories of culturally relevant teaching 

varies. Ownership has been achieved significantly more in 

T1's room than T2's - for her and for her students. T2 

explicitly rejected the idea of a suggestion box, and her 

lack of involvement in planning further removes her from a 

role of ownership. She has been able to take more risks in 

T1' s class, given more opportunities to challenge student 

perceptions, reading an excerpt of a banned book for 

example, and speaking openly of her own personal 

experiences. She does not take the same type of 

opportunities in T2's class because of prior reactions 

against them, and because the climate is such a number of 

those opportunities don't arise. Yet she is starting to 

take more, in large part because her own experiences have 

afforded her a much larger degree of interaction with 

Judaism and Jewish people, which is relevant to the text 

currently being used in class. Her interactions with 

students are much more genuine and authentic to herself in 

T1's class, and those students have teased her already 

about stories she's shared. 
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Accommodation and tokenism are still the muddiest 

areas for Karen. She doesn't feel that she's given many 

accommodations, and doesn't perceive what she's included as 

tokenism, but also feels at a loss because her lack of 

knowledge about all the students puts her at a disadvantage 

in determining their perception of those elements. 



Appendix I: Sample Lesson Plans and Student Work 

WHEN IS A HAMBL RGER LIKE A PARAGR-APH-" 
LABEL KACH PIECE OF THE HAMBLRGER TO CORRESPOND 

ITH THE PIFCES OF A PARAOR.APH. 



Here s a page tor you lo color Remember, this is art, so Jon 'i stay in (he fines 

' -I-» •-

"Consistency is the last refuge of the unimaginative." Oscar Wilde 
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BeU Work Weekly Sheet 
8*^ Grade Language Arts -

\ame_ 

Period 

Day/Date 

Day/Date_ 

Day/Date. Wcfi miy* «aKn » W 
iwA fijnwrfoTTC MI Li 
h3»».<f«LeAfN» /. 
^ Liwnp 
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Homework Paragraph 

Yod must arrtfe one eomplefe parasrapli that starts wHIi Hie Mlotfiiig topic 
sentence: 

Ms. hit i M of ¥erY sfnofe hibik. 

Your para r̂apii must end iirifli Hie foilotfin  ̂ transltien sentence: 

She'll need to ehenfe seme ef these behre die's nshed eff to eeunselitij. 

• Make sure you revrrite Hie topic sentence and transition and include 
Hiem in your paragrapii. 

• You need at least Hiree detail sentences — Make Hiem specific! 
• Push your ima înatwn — Have fun Mrith Hiis! 

Due Tuesday, January 18, 2000. 



326 

Assignment: What are your new 
goals for 2000? 

Really stretch your imaginations -
envision yourself years from now... 

What are you doing? Why? What did 
you have to do to reach your goal? 
Was it harder than you expected? Is 
your dream as good as you thought it 
would be? 

Be specific in your answers and take 
the time to explain your answers well. 
Make sure you're writing in your own 
voice, and that you write at feast 
three paragraphs. Have fun! 
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