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Abstract

Understanding of community, and a positive attitude toward cultural diversity are critical components in the
preparation of teachers. This study sought to influence both, through on-site coursework and a long-term field placement
at a culturally diverse urban elementary school. Participants were predominately single, white females from suburban
communities. Questionnaire responses suggest that this immersion program improved the attitudes of these pre-service
teachers. Findings support the idea that a targeted field placement, support from peers and teachers, and meaningful
coursework facilitates the preparation of culturally responsive teachers—even for those with little or no prior experience in

culturally diverse communities.
© 2007 Published by Elsevier Ltd.
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1. Introduction

The changing demographics of public schools in
the United States have prompted teacher prepara-
tion programs to give increased attention to the
multicultural awareness of prospective teachers. In
response to this demographic shift, many institu-
tions have developed courses and expanded field
placements—especially for the preparation of ele-
mentary teachers—that address this issue. Oakland
University is no exception. Our campus is located
near two urban, culturally diverse cities. Therefore
the preparation of teachers for urban classrooms is
a key part of our mission. For over a decade, two
courses in our elementary education program have
included a unit on cultural diversity. Our majors
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have an early field experience every semester they
are enrolled and we have required that at least two
field experiences (minimum 3 h/week over 10 weeks)
in urban, culturally diverse schools. However,
simply having coursework and field experiences
may not result in adequate awareness of the issues
surrounding teaching in a culturally diverse class-
room. One purpose of the present study was to
describe the degree to which pre-service teachers’
comfort level in culturally diverse urban classrooms
changed as a function of the nature and length of a
specifically designed field experience.

To determine whether our program was develop-
ing positive dispositions towards cultural diversity,
we conducted a study (Wiggins & Follo, 1999) in
which the multicultural readiness of our elementary
education students was examined using three
dimensions proposed by Powell, Zehm, and Garcia
(1996). Each dimension represents a specific
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construct that contributes to readiness to teach in
culturally diverse classrooms: factors that foster,
factors that constrain, and experiences that con-
tribute to successfully teaching culturally diverse
groups of students. Factors that foster or constrain
readiness concern dispositions associated with the
level of acceptance and appreciation of cultural
differences that may impact the learning environ-
ment. Experiences that contribute to successful
teaching are those that provide students with
opportunities to gain understanding and become
familiar with a culture other than their own. The
interrelatedness of these three constructs provides a
holistic picture of students’ cultural competence. A
lack of understanding of cultural diversity on the
part of teachers can inhibit the growth of students
whereas an appreciation of these differences pro-
motes an optimal learning environment. Attitudinal
changes of pre-service teachers were investigated at
a number of points in our elementary teacher
education program. Although our students devel-
oped knowledge and skills related to teaching in
culturally diverse classrooms, they continued to feel
uncomfortable interacting with individuals who
were ethnically or culturally different from them-
selves. The results of our earlier study provided
clear indications that we needed to enhance the
experiences that our students have in culturally
diverse schools and classrooms.

Consistent with other research on this issue (c.f.
Grant, 1994; Ladson-Billings, 2000; Slecter, 2001)
we concluded that these experiences might do more
harm than good if they reinforce existing negative
stereotypes rather than dispel them. Solidified
negative stereotypes are likely to result when
students are simply present in field placement
classrooms attending only to academic issues with-
out gaining an understanding of or appreciation for
the cultural norms of the school and community.
We decided that we needed to go beyond simple
field placements and immerse our students in the
cultural life of the school. However, there is
disagreement in the literature about what form
immersion should take and whether it is even
possible to prepare outsiders in large numbers to
be successful in urban, culturally diverse classrooms
(Buckley-Van Hoek, Kasten, Keenan, & Adeeb,
1998; Clarken & Hirsat, 1992; Grant, 1994; Seidl &
Friend, 2002). Thus, a second purpose of the present
study was to extend our previous work by
investigating the impact that greater exposure to
multicultural classrooms might have on pre-service

teachers’ comfort in those settings. Specifically, our
study addressed three issues: (1) the interrelation-
ship among the constructs foster, constraint, and
experience and whether they represent differing
aspects of cultural competence, (2) a comparison of
pre-service teachers in two field experiences with
practicing substitute teachers who had extensive
experience in an urban setting to determine whether
university experiences can be comparable to “real-
life”” experiences, and (3) whether students’ attitude
toward cultural diversity change through differing
experiences across time.

The conceptual framework for our study is
similar to that proposed by Powell et al. (1996) in
that it is based on the belief that students need
opportunities for self-reflection if they are to change
their dispositions toward teaching in culturally
diverse classrooms. The term “dispositions” has
been given much attention in recent years since the
assessment of students’ dispositions is now part of
the accreditation process for many schools of
education in the United States (NCATE, 2002).
Some of the most significant work in teacher
dispositions has evolved from the work of Arthur
Combs at the University of Florida on perceptions.
Building on Comb’s work, Usher (2002) has
provided insight into the nature of dispositions.
He proposes that dispositions are not behaviors, but
can be determinants of behavior. “They do not exist
as distinct entities of actions or thoughts, or traits.
Rather, they represent the ways in which an
individual has stocked, structured and ordered his
or her psyche or mind; ... They are constellations of
personal meanings from which behaviors spring and
thus they do determine the probability of effective-
ness for one’s professional choices and behaviors”™
(Usher, 2002).

If dispositions are, indeed, determinants of
behavior, any assessment of student dispositions
needs to at least consider how students think they
will respond in situations where they must make
professional decisions based on their personal belief
structures. With that in mind, students’ self-reflec-
tion will have the greatest impact if it occurs in a
real-life context. We agree with Powell et al. (1996)
that students need extensive experiences in cultu-
rally diverse schools including ‘““focused observa-
tions of classroom teaching, interviews and
conversations with experienced educators, colla-
borative site-based teacher research projects, and
reflective thinking about cultural diversity in
schools” (p. 8). Without these experiences we
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cannot expect any learning about cultural diversity
to be meaningful for our students. For the present
study we tried to create a setting in which students
were able to engage in a common experience with a
variety of cooperating teachers over an extended
period of time and support this experience with a
direct connection to professional courses taught on
site.

2. Literature review
2.1. Characteristics of the candidate pool

The US Department of Education (1998) has
emphasized the need for teachers who are prepared
to teach diverse student populations in urban
settings because of the increasing diversity of the
K-12 student population (Hobbs & Stoops, 2002;
US Census Bureau). Haberman (1996) suggests that
for urban schools “the best and brightest teachers
are not 25-year-old females from small towns or
suburbs with high GPAs who ‘always wanted to
teach’ (p. 755). Rather they are those who come
from the same cultural and socio-economic setting
as urban students themselves. Urban school district
reports, however, show decreases in both the size
and the quality of their pools of applicants for
teaching positions (Krei, 1998). The urban teacher
shortage is even more critical than the overall
teacher shortage that has been documented for the
past several years and predicted to continue for the
next two decades (Gerald & Husser, 1990; Lewis,
1996). As the pool of teacher candidates continues
to shrink, the dramatic decline of candidates from
urban communities results in a work force that is
becoming dominated by white, upper-middle-class
females (Cardina & Roden, 1998; Hodgkinson,
2002). Thus, the urban schools of the United States
face a dilemma. If urban students are not inclined to
become teachers, where will the teachers come from
who are well prepared to teach urban students? Will
they be teachers who have the commitment to
engage in the community, take an activist stance
(Oakes, Franke, Quartz, & Rogers, 2002) and be
agents of change for urban school reform? These
questions prompted an investigation to determine
whether white, upper-middle-class females can be
assisted in developing the dispositions needed to
successfully teach in a culturally diverse setting and
determine how their preparation compares to
individuals who are from the same culture as their
students and have spent time in urban schools. To

do this we needed to provide future teachers with
knowledge, attitudes and skills and give them
intensive realistic field experiences (Breault, 1995;
Gay, 2002).

2.2. The nature of field experiences

Field experiences have not enjoyed high priority
in teacher preparation programs. Too often they are
limited to occasional observation or involve cursory
reflection on a broad spectrum of issues that is
sporadic and unfocused (Villegas & Lucas, 2002).
Zeichner (1993) criticizes field experiences for
frequently being too brief and not demonstrating
that the students are able to apply what they have
learned. Yet field experiences may be among the
most effective methods for achieving the goal of
cultural sensitivity, especially when coupled with
supportive course work (Gomez, 1996; Pohan,
1996). To better prepare culturally responsive
teachers Villegas and Lucas (2002) suggest a
program that includes a better understanding the
lives of students of diverse backgrounds (see also,
Morales, 2000). Because of the nature of most field
experiences, it is important to determine whether the
experience fosters readiness, or actually contributes
to the constraints that impede effective teaching in
culturally diverse classrooms.

3. Method

We implemented a program that we believed
would increase the likelihood that culturally naive,
white, suburban females would develop the disposi-
tions to successfully teach in culturally diverse
classrooms. Named the Frost Immersion Program,
it provided students with the opportunity to be
immersed in a school and community. As our earlier
study indicated, the typical student in our program
has little prior experience with cultural diversity.
Our goal for the present investigation was to assess
the impact of this program on student multicultural
attitudes.

3.1. Participants

Participants (n = 62) in the present study were
either pre-service teachers or substitute teachers.
The pre-services teachers (female, n = 44; male
n=23) were volunteers interested in the urban
education immersion pilot program and at the
mid-point of the elementary education degree. On
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average, the participants were 23 years of age with
two students who were 26 and seven students in the
30s. With the exception of one individual, the
participants were white, middle class students. One
was an African American from a lower income
family. Twenty-four of the students were in the
fourth year of a 5-year teacher certification pro-
gram, eighteen were third year students, one was a
second-year student and four were second-degree
students. All had achieved a 3.0 grade point average
(GPA) or better which is equivalent to a B— in the
United States system. Some programs in the United
States admit students with a lower GPA; however,
these students were typical of those admitted to the
program at Oakland University. Demographically,
these participants mirrored the larger population of
our elementary education majors.

The substitute teachers were from the school
district in which the study took place and enrolled in
our alternative certification program leading to full
teacher certification. They were recruited as a
comparison group (female, n = 12; male n = 3). In
contrast to the pre-service teachers, these students
were predominately African Americans with only 3
European Americans in the group. They ranged in
age between 30 and 48. All had bachelor’s degrees,
at least 3 years experience in the school district, and
extensive life experience living and working in an
urban setting.

3.2. Group settings

The pre-service students participated in one of
two conditions. Group A (rn = 23) consisted of the
first enrollees in the Frost Immersion Program.
They had three courses taught at Frost Elementary
School in the winter semester. The courses chosen
addressed philosophy of education, instructional
design, and student/teacher classroom interaction.
One course specifically included a strong component
on meeting the needs of students with diverse
cultural and ethnic backgrounds. These students
were each placed with a classroom teacher for 30 h
of field experience over the course of the semester.
They observed the teacher, taught occasional
lessons, worked with small groups or individual
pupils providing instructional assistance. Their field
experience was similar to that of other students in
our program, however, they had the added benefit
of being able to reflect and share ideas with
classmates who were in the same school and with
professors who new the setting very well.

The following year the program was extended to
a second cohort of students. Group B (n = 24)
enrolled in four courses (the Group A courses plus a
learning theory course) taught over two semesters.
The intention was for these students to spend more
time in the school setting than Group A. They were
also placed in classrooms for 30h each semester
giving them a minimum total of 60h with their
teacher. Another difference for the Group B
students was that they were also required to
attended faculty meetings, Parent Teacher Associa-
tion meetings, and parent-teacher conferences.
They were at the school at least 3 full days a week.
As a natural consequence of the additional time
they spent at the school, most ate lunch in the
faculty room with the regular teachers, which gave
them another insight into the culture of the school.
Thus, when they reflected or had questions about
what they observed, they had a number of ways to
seek resolution: like their counterparts in Group A,
they could have a personal conference with a
professor who was readily available and knew the
situation very well; they could raise an issue in class
and discuss it with peers who were in the same field
setting; they could interact with this “‘community of
learners™ informally outside the class; they could
seek the advice of experienced teachers over lunch;
or they could raise a question at a faculty meeting.
Having course instructors on site meant that the
instructors talked to teachers, attended school
meetings along with their students, observed in
classrooms, and interacted with parents. This
allowed the instructors to incorporate the field work
more directly into their courses giving the students
the opportunity to articulate their concerns and
reflect on the interpretations they gave to certain
classroom incidents under the guidance of a more
experienced mentor.

In addition, Frost Elementary School had re-
ceived a federal grant for a tutoring program and
was also partnering with a community service
agency that funded a full-time parent assistance
and education office in the school. This agency
offered weekly parent education classes, sponsored
special events, and later operated a summer camp at
the school. Students in Group B worked with the
tutors and were required to assist with the parent
education classes periodically throughout the year.
These classes were often preceded by a potluck
supper so the students got to interact with parents
and children in a less formal setting as well. Most
field placement students form a bond with their
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pupils even when they are only there for 30h.
Through the experiences of the Frost Immersion
Program, these pre-service teachers became better
acquainted with the teachers, parents and the
community. In short, they gradually came to be
thought of as part of the school staff.

Group C (n = 15) was the post-test comparison
group of permanent substitute teachers.

3.3. Procedure

Students in Groups A and B completed a
questionnaire at the beginning of the immersion
field experience. This pre-test was administered to
assess their attitudes about teaching in multicultural
settings. At the end of the experience, the ques-
tionnaire was again administered to Groups A and
B and to Group C for the first time. Responses were
coded to maintain anonymity.

3.4. Instrument

Readiness for and experience with multicultural
classrooms was assessed by adapting the “‘activities
for assessing and developing readiness’ outlined by
Powell et al. (1996, pp. 72-76). Powell, Zehm and
Garcia developed these activities based on the work
of a number of other researchers (see notes 14 and
15 on p. 81 of their work for additional references).
Our questionnaire employed the adapted statements
as items to which students responded using a 1-5
(strongly disagree—strongly agree) Likert scale.
Students were asked to indicate the degree to which
they agreed or disagreed with 34 statements that
reflected (a) factors that foster readiness for teach-
ing in a culturally diverse setting (Foster), that is,
awareness, understanding, and knowledge of diver-
sity issues; (b) factors that constrain readiness for
teaching (Constrain), that is, aspects that inhibit
cultural sensitivity and student engagement; and (c)
prior experience with cultural diversity (Experi-
ence).

The three categories in which the 34 statements
are grouped are consistent with the premise that
students need to reflect on their personal beliefs or
dispositions if they are to develop an awareness of
how this affects their actions. Powell et al. (1996)
make this clear in their directions to the reader. For
factors that foster readiness, that indicate that
“(w)hen you develop these factors in yourself, you
then have a personal knowledge base for making
classroom decisions about your teaching actions”

(p. 72). In contrast, they point out that factors that
constrain readiness “‘may lead you to develop
strategies that lack the kind of cultural sensitivity
needed to openly invite your students to engage
meaningfully in your lessons” (p. 73). Finally,
reflecting on the nature of personal experiences
allows an individual to ‘““‘determine any additional
experiences you may need to strengthen your
multicultural awareness” (p. 74).

Each time we used the questionnaire with the
students in our program we found a strong relation-
ship among the statements in each category. In the
present study Cronbach alphas were used to
determine the internal consistency of each scale.
The Cronbach alphas for each of the subscales at
the pre- and post-test administrations were as
follows: Foster o = 0.78 (pre-test), oo = 0.81 (post-
test); Constrain o = 0.69 (pre-test); o = 0.69 post-
test; and Experience o = 0.82 (pre-test); o = 0.87
(post-test).

4. Plan of analysis

Statistical analyses were employed to address
several objectives in the present study. The first
objective was to examine the ways in which the
subscales (Foster, Constrain, and Experience) were
interrelated. Methodologically, examining the inter-
relationships among the subscales at the pre-test
and post-test administrations allows for an under-
standing of the degree to which the subscales tap
similar underlying constructs. By examining the
relationship between pre-test and post-test admin-
istrations, we were able to establish the stability of
the participants’ responses across time.

Our second objective was to examine whether
each groups’ participants differed in their attitudes
toward teaching in a multicultural setting. First, we
established a baseline measure for each group (pre-
test), and determined whether differences existed for
each subscale between Groups A and B. To further
understand the meaning of the subscale differences,
we examined the differences between groups on
individual items. Similarly, we determined whether
differences emerged among the three groups at the
post-test administration. Our goal was to examine
whether the differences that emerged during the
post-test administration were the same as those
found during the pre-test.

The third objective was to investigate whether
group participants’ attitudes changed between
the pre-test and post-test administrations. In
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conducting these analyses, we were able to deter-
mine the effectiveness of the program on students’
attitudes about teaching in a multicultural setting.
In addition, we investigated which group showed
the most change across time by subtracting the post-
test score from the pre-test score resulting in a
difference score. Thereafter, we examined which
Group (A or B) had the greater difference score
between the pre-test and post-test. We reasoned that
the greater the difference score the greater effect
that the program had on student attitudes.

5. Results
5.1. Relationship among subscales

In order to examine the interrelationships among
the Foster, Constrain, and Experience subscales,
Pearson correlations coefficients were employed. At
Time 1 (pre-test), the Fostering subscale and
Experience subscale were significantly and positively
correlated, (r=0.53, p<0.01). This finding indi-
cates that the more the students reported having
experience, the more they perceived themselves as
being able to provide a positive classroom experi-
ence in a culturally diverse setting. At Time 2 (post-
test), Fostering was correlated significantly and
positively to Constraining (»r = 0.42, p<0.01) and
Experience (r = 0.68, p<0.01). As in Time 1 a link
was found between experience and the ability to
foster. In addition, the more students perceive
themselves as able to foster a supportive classroom,
the more they recognize the constraints involved.
Across time, the pre-test and post-test Constraining
subscale correlated positively (r = 0.49, p<0.01), as
did the pre-test and post-test Fostering subscale
(r =0.40, p<0.01). These pre- and post-test results
demonstrate the consistency of student reports
across time.

5.2. Differences among pre-test groups

A one-way MANOVA was conducted to examine
whether statistically significant differences existed
among pretest groups (Group A: one semester
experience; Group B: two semester experience;
Group C: comparison group) for the Foster,
Constrain, and Experience subscales. An Omnibus
F test was used to determine the overall likelihood
that statistically significant mean differences oc-
curred within the data taking into account the pre-
existing correlation among Constrain, Experience,

and Foster subscales. When dependent variables are
correlated (that is, the subscales), an IV (treatment
group) that affects one surely will affect another;
they are not independent, and consequently, the
likelihood of finding significant differences become
inflated and, therefore, not ‘real’. Wilk’s Lamda
compares resulting or observed mean vectors with
those assumed to be true of the population
(Tabachnick & Fidell, 1996). The Omnibus F' test
(Wilk’s Lambda) resulting from the MANOVA
uncovered a significant difference among groups
F(6, 112) =2.79, p<0.02. Univariate analyses (or
ANOVAs) revealed a significant main effect for
Foster R* = 0.16, F(2, 58) = 5.65, p<0.01, in which
members of the Group C (Comparison group) had
significantly higher scores than students who were
enrolled in Group B (see Table 1).

Using a series of one-way ANOVAs, individual
sub scale items were examined. Results showed that,
for the Foster subscale items, members of Group C
were significantly more comfortable teaching and
engaging in parent interaction in a multicultural
setting than students in Group A or B. Members of
Group B were least able to explain ways in which
culture enhances student learning. Group A re-
ported greater comfort in their ability to develop
strategies for increasing students’ self-confidence
than did Group B. Only one item on the Constrain
subscale showed a significant difference; members of
Group B reported greater preference for teaching
students of the same socioeconomic status and

Table 1

Mean pretest scores by category and group

Subscale/item content Group A Group B t
(n=23) (n=24)

Foster 35.8a 32.4b 2.23"

10 Explain cultural 3.4a 2.5b 282"

enhancement to learning

27 Able to tailor instruction 34a 2.8b 2.29"

to student needs

29 Strategy development for  2.8a 3.2b 4.14"

student confidence

Constraint 27.6 253 1.48

19 Preference for similar SES  3.22a 2.38b 2,66

and culture

Experience 45.3a 41.0b 2.07"

Note: Different letters in each row denote significant mean
differences. For complete item, see Powell, Zehm, and Garcia
(1996).

*p<0.10; *p<0.05; **p<0.01.
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background than did Group A. One item revealed a
significant difference for the Experience subscale
indicated that members of Group C were more
comfortable teaching in a multicultural setting than
members of Group B. Table | presents means of
items showing significant differences. In short, at
the pre-test administration, members of Group B
reported the lowest affinity for teaching in a
culturally diverse setting.

5.3. Differences among post-test groups

A one-way MANOVA, for which group member-
ship was the independent variable, also was
calculated to examine the ways in which the three
members of the three groups differed after partici-
pating in their field experiences. The Omnibus F test
(Wilk’s Lambda) resulting from the MANOVA
revealed a significant main effect F(6, 104) = 5.23,
p<0.0001. Univariate analyses (or ANOVAs) for
each subscale showed significant group differences
for the post-test Experience, R>=0.32, F(2,
54) =12.60, p<0.0001. Both Groups A and B
students had significantly higher scores than Group
C on the Experience subscale (see Table 2).

Table 2
Mean post-test scores by category and group

Individual items on each subscale were examined
more closely using ANOVAs (see Table 2 for items
having significant mean differences). For items in
the Foster subscale, results revealed that the
members of Group B and Group C were not
significantly different from one another in their
comfort in teaching in a multicultural classroom or
interacting with parents, yet both groups had
significantly higher mean scores than Group A for
those items. In addition, the participants in Group
B rated their ability to design and implement
appropriate lessons and to develop strategies to
enhance student self-confidence higher than did
Group C. No differences were present between
Groups B and A on those items. For items on the
Constrain subscale, members of Group A believed
that there were more problems than assets in a
multicultural classroom than members of Group B
or Group C. For items on the Experience subscale,
members of Group A and Group B rated the
following items higher than members of Group C:
understanding of multicultural education; identify-
ing bias in teaching, curricula, and tests; and
engaging in discussion on adapting teaching to
learning styles.

Subscale/item content

Group A (n = 23)

GroupB(n=24) GroupC (n=15 F

Foster 39.7

5 Comfort with teaching multicultural classroom 3.6b
6 Comfort with Parent interaction 3.3b
28 Able to design & implement appropriate lessons 3.7ab
29 Able to develop strategies for student confidence 4.0ab
Constraint 36.7
32 Belief in more problems than assets in multicultural 4.0a
classrooms

Experience 55.6a
4 Know what multicultural education means 4.5ab
11 Participated in projects that made clear teaching and 3.7a
student self esteem

14 Received instruction for multicultural teaching 3.3ab
15 Examined school curriculum (& books) for bias 4.3a
16 Examined tests for bias 4.5a
17 Discussed relationship between hidden curricula and 3.9a
unintentional bias

20 Completed projects that included aspects of 3.5ab
multiculturalism

30 Discussion on adapting teaching to learning styles 3.9a
38 Comfortable raising questions about multiculturalism in ~ 4.5ab

university settings

43.1 38.7 2.49
4.4a 43a 6.10"
4.0ab 4.1a 514"
4.0a 3.1b 3.01"
4.3a 3.4b 4.99™

37.1 36.6 0.03
3.1b 3.2ab 4.62™"

59.0a 45.7b 12.60™"
4.8a 3.9b 5.16™
43a 2.8b 9.41™"
4.0a 2.7b 6.34""
43a 2.7b 13.34™
4.7a 2.5b 28.32""
3.8a 2.0b 13.94™"
4.1a 2.9b 4.80"
4.5a 3.1b 10.98""
4.8a 3.9b 5.16™

Note: Different letters in each row denote significant mean differences. For complete item, see Powell, Zehm, and Garcia (1996).

Tp<0.10; *p<0.05; **p<0.01; ***p<0.001.
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5.4. Differences across time by student group

In order to examine changes in perception
between groups across time, we used a 2 (x2)
Mixed Factorial MANOVA, where the between
factor was group' and the within factor was the time
of testing. The Omnibus F test (Wilk’s Lambda)
revealed a group x time interaction for between
effects (that is, effects between the groups) F(3,
43) = 3.43, p<0.05 and a group x time interaction
for within effects (that is, effects across time) F(3,
39) = 5.45, p<0.01. A significant main effect was
found for time F(3, 39) = 52.57, p<0.01.

The univariate analyses revealed a group x time
effect for the within effects F(1, 41)=15.09,
p<0.001 and for the between effects F(1,
41) = 5.12, p<0.05 of the Fostering subscale. Using
least squared means post-hoc test of significance,
post-test scores for Group A and Group B students
were significantly higher than pre-test scores and
Group B students had significantly higher scores
than Group A on the post-test (see Table 3). Similar
results were obtained for the Experience subscale
(within effects: F(1, 41) =9.82, p<0.01; between
effects: F(1, 41) = 6.45, p<0.02). Post-hoc analyses
showed that although pre-test scores for Group B
students were significantly lower than pre-test scores
for Group A, both groups changed significantly
over time and showed no significant difference in
post-test scores. A significant main effect was
revealed for Constrain F(1, 41) = 19.08, p<0.001,
for which Time 2 scores were significantly less than
Time 1 scores.

5.5. Differences in amount of change

In order to determine which group experienced
the greatest degree of change across time, pre-test
scores were subtracted from post-test scores on each
of the subscales resulting in a difference-score.
Subsequently, 7-tests were performed using the
difference scores. Results showed no significant
difference in the amount of change between Groups
A and B for Constrain. Significant differences in
degree of change were present for Foster
t(41) = 3.88, p<0.001 and Experience #(41) = 3.13,
p<0.01. Group B students showed a greater change
in scores (Foster: M = 10.5; Experience M = 17.85)

"The Group 3 was dropped from the analysis because only
post-test data were gathered from these participants.

Table 3
Mean scores for the Foster, Constraint, and Experience subscales
across time by student group

Subscale/group Pre-test Post-test
Foster

Group A (n = 23) 35.8a 39.7b
Group B (n =24) 32.4a 43.1c
Experience

Group A 45.6a 55.6¢
Group B 41.4b 59.0c

Note: Within each subscale, different letters denote significant
mean differences.

than did Group A (Foster: M = 3.96; Experience:
M = 9.96).

6. Discussion

In our earlier study, our intention was to identify
the nature of our students’ understanding of the
issues involved in teaching in culturally diverse
classrooms. We found that there was a serious
disconnect between our students’ intellectual cap-
ability, belief structures, and their actual willingness
to teach in culturally diverse settings (Wiggins &
Follo, 1999). Extant research views such findings as
inevitable and impossible to mitigate. Moreover,
some educators have espoused the view that the
most appropriate teachers for culturally diverse
classrooms are those individuals who are raised in,
and closely connected to those communities (Grant,
1994; Ladson-Billings, 1994). Even if we accept this
argument in theory, it leaves us with no practical
means to remedy the lack of teachers for urban
schools. Because there is still a shortage of teacher
candidates from urban centers, a parallel solution to
the problem of cultural mismatch may be to better
prepare the students we have currently (Bondy &
Davis, 2000).

We also hold strong to our conviction that the
single, white, suburban, females who make up 94%
of our elementary teacher education program need
to develop greater cultural sensitivity even if that
does not translate into a commitment to teach in
urban, culturally diverse classrooms. To that end,
we need to develop a model of experiences that
contribute to an attitude change in our students.
Our first study (Wiggins & Follo, 1999) revealed
that field experiences in culturally diverse urban
classrooms generated both positive and negative
change in our students’ attitude and commitment to
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teaching in those settings. It was clear that for each
student who developed a positive attitude towards
teaching in a culturally diverse classroom, there was
another who felt increasingly uncomfortable in that
setting. Our objective for the present study was to
determine whether we could enhance the circum-
stances that are likely to result in a positive attitude
change for a larger number of students. A number
of aspects of the field placement in the Frost
Immersion Program were intended to contribute
to this change. The connection between the course-
work and the field experience created a more
meaningful learning environment. Initial teacher
training programs in the United States are not
uniform. Typically, pre-service teachers in the
United States have early field placements prior to
full-time student teaching: whether those experi-
ences are directly connected to the accompanying
coursework varies by academic program. Moreover
early field experiences are typically short in duration
averaging approximately 2 or 3h/week with stu-
dents assigned to many different schools. In
contrast, this program provided a direct connection
between the coursework by having class sessions at
the schools and the field experiences in the same
school. As a result, students spent additional time in
the school over a single 4-month semester for Group
A and two semesters for Group B. The increased
amount of time the pre-service teachers spent in the
setting led to greater involvement with parents and
students in the community. This involvement gave
them the opportunity to get to know the parents
and see their students in a different context. This
study demonstrates the benefit of more school/
community involvement at an early stage in their
pre-service preparation. Two of the authors have
been involved as instructors at other times for
courses that were taught on site. Attempts were
made to connect those courses more directly to the
field experiences through journals and reflective
discussions. However, it has been our experience
that even when the course is on site, if the field is
confined to classroom events, students may not get a
sense of their place as teacher in the culturally
diverse community.

To confirm the impact of this immersion program
we used a pre-test/post-test design to measure our
students’ dispositions about teaching in culturally
diverse communities. Unlike our initial study,
the present study included data from Group
C—individuals who had been immersed in the
urban school setting for a substantial portion of

their lives as either students or employees. We
considered the responses given by Group C to be a
reasonable representation of individuals who are
comfortable in an urban setting; that is, those who
have been part of the school district culture for an
extended time as children, adults and employee.
Yet, like our other subjects, they too have the goal
of becoming certified teachers. Our conclusions are
premised on the idea that we could consider our
program successful if our uninitiated students
(Groups A and B) resemble students with extensive
community experience (Group C). We found that
the two experimental groups were able to reach that
measure of success.

Our first finding was that the subscales were
interrelated indicating that all three were measuring
a similar underlying construct: attitudes toward
teaching in multicultural classrooms. A second
finding was that, at least in the Fostering and
Constraining subscales, the rank order of students’
attitudes remained relatively stable over time. This
would indicate that when change occurs we should
expect that change to be incremental and relative to
each individual. Most importantly, our third finding
shows that change in a student’s perception of the
issues in multicultural classrooms is possible de-
pending on the nature of the student’s field
experience. Students in the yearlong experience
(Group B) showed greater change. The yearlong
group had the lowest overall score in the beginning
of the study strongly indicating that they wanted to
work in mono-cultural schools. In most areas, they
had the highest scores at the end of the experience.
Groups A and B both benefited from the intense
field experience. They developed attitudes about
working in culturally diverse classrooms that were
as positive as those of the comparison group.

7. Conclusion

Participation in the Frost Immersion Program
has made a difference for our students. They related
that they became comfortable teaching students
from a culture other than their own. If their
perception is accurate, this comfort level will help
them become better teachers regardless of where
they choose to teach. We acknowledge that our
sample size is small and that our data source is
limited, so we cannot draw conclusions about the
generalizability of this program to any other
situation. We also do not know the strength of
our student’s convictions. It is possible that future
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experiences in other classrooms will cause them to
revert to their earlier views. Likewise, we cannot
draw any conclusions about the ultimate impact of
this program on developing teachers’ commitment
to urban education. We have not examined every
aspect of what it takes to be a successful teacher in a
culturally diverse urban setting. There may be
characteristics of the Group C students that impact
not only their disposition to teach, but also their
commitment and potential for success as urban
teachers. We did not attempt to investigate these
characteristics in the Group A and Group B
students. As Weiner (2000) points out, it is likely
that any individuals’ commitment to urban teaching
is influenced as much by the politics and bureau-
cracy of large city school systems as it is by the
teacher’s disposition toward students.

We also acknowledge that the students in this
program voluntarily chose to participate and were
not randomly selected. Yet, there were clear
indications that this self-selection process did not
skew the sample with students who were already
experienced and comfortable in a culturally diverse,
urban school. Our data confirms our informal
observations that the students who participated in
the Frost Immersion Program began their classes
apprehensive about this experience. As a result of
their participation, our students developed a deeper
understanding of the students, the community, and
the personal attributes they need to be successful
teachers in this setting. By the end of the one
semester experience, and even more so by the end of
the two semester experience for those in the
extended program, these students were moving
comfortably among students, teachers and parents
in a culturally diverse urban school. They had
become involved in the life of this school. We saw
the kind of transformation we look for in a
successful student teaching experience. These stu-
dents had it in their second year courses. What is
most important and gratifying to us is that they had
this transformation in a setting they had previous
viewed as foreign and impenetrable.

The problem of a cultural mismatch between
teacher and students is not unique to the United
States. Countries all over the world are dealing with
changing norms generated by populations that are
increasingly multicultural. Whether cultural plural-
ism is indigenous, such as the Maori culture in Ao-
Tearoa or New Zealand; longstanding, such as the
Pakistani and Indian culture in England and the
African—American culture in the United States; or

relatively recent, such as Serbian and Bosnian
immigration in Norway and Sweden, the need to
understand underlying community norms is critical
to creating successful learning experiences for all of
our students. We suspect that school systems
everywhere are confronting this problem and hope-
fully, there are some aspects of our experience that
would be transferable to other settings for those
seeking to resolve the same dilemma.

Realistically, we recognize that the political
climate and the assumptions that the mainstream
culture makes about the function and purpose of
schooling sometimes is at odds with our efforts to
address multicultural issues. In the United State
there is a small, but ever-present movement against
cultural pluralism. We recognize that there are also
logistical and financial obstacles to implementing
this approach to field experiences with large
numbers of candidates while providing the intimacy
students need if they are to feel they have become a
genuine part of the school. However, we are
encouraged by our findings and believe that our
success in changing the attitudes of a homogeneous
group of students makes it is worth the effort to
continue. We had intended to gather additional
quantitative data and supplement that with a more
thorough qualitative case study to have a better
sense of what a program such as this one means to
pre-service teachers. Finally, we recognize that, at
present, the questionnaire we used is not adequate
for providing any predictive validity. This was a
preliminary attempt to describe pre-service teacher
awareness and comfort with teaching in a multi-
cultural classroom. Unfortunately, Frost Elemen-
tary School was closed by the school district at the
end of our study year despite having become one of
the more successful elementary schools in the
district. This may be one more indication of the
role that politics and financial issues have on the
lives of students and teachers in urban schools.

We hope to find a new location to continue our
work. In designing a new study, we have confidence
in the measure we used for assessing student
attitudes as it provided useful data that allowed us
to assess change over time that was prompted by a
specific learning experience. We can also see the
value of comparing our results with results from
other work examining student attitudes such as
Bennett’s ethnocentricity scale (Bennett, 1986) and
with the work being done using cases to assess
student dispositions (Wasicsko, 2002). Despite the
limitations of this study, we are convinced that we
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can prepare typical pre-service teacher candidates
for meaningful careers in culturally diverse class-
rooms.
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