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Abstract
One hundred and forty five K-12 teachers in a Long Island school district, were divided into two groups: Teachers that speak English only and teachers that speak languages other than English.  Their perceptions of a multicultural environment in their school in the areas of curriculum and instruction, professional development, and school climate was analyzed.  In addition, their knowledge of multicultural education was contrasted.  Out of the 145 respondents, 91% identified themselves as Caucasian, 27% spoke languages other than English.  An independent sample t-test shows no significant differences in their perceptions of school climate and curriculum and instruction.  However, there was a significant difference regarding their perception of professional development and their knowledge of multicultural education.  Teachers who spoke languages other than English scored higher in their knowledge of multicultural education, and were more favorable to professional development in multicultural education.










	Introduction 
In 1971, students of color accounted for 22 percent of the enrollments in elementary and secondary public schools. Today they account for over 41 percent of the total K-12 student population according to the National Center for Education Statistics (NCES, 2004).  It is estimated that schools will become even more heterogeneous in the future, with students of color attaining the numerical majority by 2035 (U.S. Department of Education, 2002). Ironically, while the diversity of the student population increases, the public school teaching force in this country remains composed of nearly 90 percent White, middle class women (Hodgkinson, 2002; Zeichner, 2003). This demographic imbalance between teachers and their students precipitate concerns about staff development and multicultural education to effectively prepare for children from diverse backgrounds to achieve in the classroom (Wasonga, 2005). 
This demographic suggests that the responsibilities for initiating multicultural education will “rest on the shoulders of European American educators” to develop and teach curriculum relevant to a diverse student populations (Gay & Howard, 2000).  Therefore, as the social and ethnic climate in the United States changes with each decade, the method or approach toward K-12 education must consider the importance of multicultural education.
Banks (2006) advocates teacher education programs that assist in directing pre-service and in-service teachers to focus on their own ethnic and cultural identities and gain more positive attitudes toward other racial, ethnic, and cultural groups. Gay and Howard (2000) suggest a “significant shift in emphases” on the educational process for White educators to understand their own cultural identities and the impact their cultural awareness will have on the beliefs and educational goals of all students (Hilliard, 2001, as cited in Morrier et al., 2007).  Milner (2010) suggested that student learning opportunities may be hindered when teachers fail to consider their own and their students’ backgrounds and how race can affect learning opportunities in the classroom.  According to Nieto (2000) the consequence of this thinking is that culture and identity themselves is presume a problem. “Teachers have cultural identities but have learned to forget or deny those identities” (Nieto, 2000 p. 184).  These life experiences are crucial in shaping their outlook of teaching and instruction, which include their identities, culture and critical incidents (Foster, 1995).   
The purpose of this study was to examine the perceptions that multilingual and monolingual teachers have toward professional development multicultural education.  This study seeks to answer the question: “Do teachers’ attitudes toward professional development in multicultural education differ between multilingual and monolingual teachers?”

Theoretical Framework
Multicultural Education
Based on the research, there are various definitions and approaches toward multi-cultural education.  Banks (1993) argued that a major goal of multicultural education, as stated by specialists in the field, is to reform the school and other educational institutions so that students from diverse racial, ethnic, and social class groups will experience educational equality.  According to Ladson-Billings (1995) multicultural education has been defined as less a thing than a process. It is organic and dynamic, and although it has a history rooted in our traditional notions of curriculum and schooling, its aims and purposes transcend all conventional perceptions of education.  Multicultural education serves as a medium for educators to understand how to embrace various aspects of their own culture to communicate more effectively with students from culturally diverse backgrounds.  For the purpose of this study, educators that embrace their personal linguistic diversity have a stronger understanding of the cultural dynamics and linguistic diversity of their students.
Linguistic Diversity
In relation to multicultural education, linguistic diversity serves as a cultural bridge between the student and the teacher.  Parla (1994) defined linguistic diversity as a foundation that provides the trainee with needed competencies in second language acquisition and development, knowledge of the relationship between language and culture, and an increased ability to affirm the culture of diverse students.  Additionally, for preservice teachers, linguistic diversity assists LEP (Limited English Proficiency) students and recognizes strengths that these students bring to the classroom (Parla, 1994). 
Quality teachers have been described by educational scholars as those who possess general academic and verbal abilities, knowledge of content area, pedagogy and experience with children and have met state certification requirements (Darling-Hammond, 2004). However, as student populations across the United States become increasingly diverse this definition falls short in that it neglects the issue of cultural understanding as an integral element of quality teaching (Morrier et al., 2007).  According to Garcia (1991) “quality teachers” need to understand that linguistically and culturally diverse children in the United States have, in fact, always find themselves in a vulnerable situation.  He implicated that the more linguistically and culturally diverse the children we teach, the more closely we must relate academic content to the child’s own environment and experience.  
Monolingual Teachers
Gay (2010) argued that many prospective monolingual teachers do not think deeply about their attitudes and beliefs toward ethnic, cultural, and racial diversity.  Gay (2010) touched on the fact that some prospective teachers argue that U.S. society is now in a post-racial era and that concentrating on cultural diversity and racial inequities in education is no longer necessary.  These teachers may believe in what Milner defined as meritocracy or that they come from a state of privilege.  Milner (2010) supported Gay’s findings by saying that many teachers believe if students or people in general just worked hard or harder, then they would be rewarded for their hard work and could reach their full potential.  With this mindset, systemic barriers and institutional structures that prevent success are not considered (Milner, 2010). 
Multilingual Teachers
	There is a dearth of research regarding multilingual teachers and their perception toward professional development in multicultural education.  In the United Kingdom, researchers have studied the effectiveness of multilingual teachers with their students.  Safford and Kelly (2010) found that it is up to the multilingual to negotiate any linguistic and cultural gaps.  Murti (2002) added that non-native speakers can have a powerful role as cultural mediators in the classroom, where they teach people from other cultures how to use somebody else’s linguistic code in somebody else’s cultural context.  All three researchers support that speaking more than one language gives teachers the advantage of not just bridging language, but also cultural gaps in education.
Cultural Consciousness
Equally, relevant is the understanding of the teachers’ culture and its impact on practices and beliefs in the classroom (Morrier et al., 2007). Many multicultural theorists and some practitioners suggest that as educators embrace their personal cultural and linguistic diversity they can better understand the cultural dynamics of their students.  Gay and Howard (2000) argue that prospective teachers need to learn about their own cultures and think of themselves as cultural beings at the same time they learn positive attitudes toward students with different cultural backgrounds by developing “critical cultural consciousness” (Gay & Howard) or “sociocultural consciousness” (Villegas & Lucas, 2002).
  The critical and sociocultural consciousnesses are cognitions that “analyze the assumptions and beliefs held about other ethnic groups and cultures; and compare their assumptions about cultural diversity with other groups’ versions of knowledge, truth, and reality” (Gay & Howard, p. 4).   According to Villegas and Lucas (2002), without these cognitions teachers are unable to cross the sociocultural boundaries that separate them from the one of every three students enrolled in elementary and secondary schools having a racial or ethnic minority backgrounds (Villegas & Lucas, 2002). 
Professional Development
The literature suggests that for white teacher education students in preservice programs to be fully engaged with integrating multicultural education into their pedagogical approach, these students need to embrace their own culture.  Through various methods of discourse and self reflection, white preservice students are able to identify and discuss their perception of race and culture.  For example, Cornel Pewerardy, an associate professor in the Department of Teaching and Leadership of the School of Education at the University of Kansas, employed a classroom assignment called “shared journaling” in an undergraduate multicultural education course to help preservice teacher education students reflexively consider how interactions between privilege, oppression, and diversity will shape their future students’ experience.  As white preservice teachers go through this process, there may be resistance toward engaging in conversations regarding racism and how it may be ingrained in their formal and informal education.  To counteract this reaction, Pewewardy suggested that journal writing can serve as a sounding board for students who may be reluctant to express themselves in open classroom discussions.  In this process, Pewewardy (2005) suggested that teacher educators needed to be especially vigilant and explicit about teacher education and to model social justice education for their students.
	Other researchers, such as Gay, also recognized the resistance from white teacher education students to engage in discourse or dialogue about their own cultural beliefs or misperceptions of cultures different from their own.  According to Gay (2010), cultural diversity is often seen as a threat and a detriment to denied, avoided, or eliminated.  In response to learning about cultural diversity, she added that white teacher education teachers respond by trying to find consolation in silence, denial, and social disassociation. Gay (2010) remedied this situation by helping her students to embrace the linguistic diversity within the text of multicultural authors. 
I explain some attributes frequently used by African American educational and literacy authors who write in authentic voice.  Students then read scholarly arguments in favor of using linguistic diversity in various communications and reaching settings and examine academic and literacy writing samples to see how these cultural attributes appear in actual practice.  Students also analyze selection of children’s picture books written by African American authors to see if they can identify some of the specified cultural traits in the written texts and visual illustrations.  They critically examine their own feelings and beliefs about the validity and viability of using these cultural texts in classroom instruction with African Americans as well as students from other ethnic backgrounds. (p.146)  
Gay (2010) affirmed that prospective teachers, as a result of these practices, need guided practice within well-established parameters to assist them in naming and analyzing their beliefs about ethnic and cultural diversity.
A Call to Action report produced by the Committee for Multicultural Education, a committee of the American Association of Colleges of Teacher Education (AACTE) emphasized the need for faculty professional development addressing cultural and linguistic diversity:  
Prior socialization is as much an issue for collegiate faculty as it is for grade-level classroom teachers. It requires the capacity to influence perspectives on preparation, attitudes toward the accommodation of diversity, and actions in practice. Accordingly, cross-culturally sensitive professional development and accommodation training are each equally as applicable to college faculty members as they are to public school educators (AACTE, 2002 p.7).
To address the growing diversity among K-12 students, teacher education programs must play an important role in preparing teachers by moving “beyond the fragmented and cursory treatment of diversity” in courses on multicultural education (Villegas & Lucas, 2002). They suggest that teacher educators must become the visionaries to articulate teaching and learning in a systematic manner that infuses multicultural issues throughout the teacher education curriculum (Villegas & Lucas, 2002). 
Method
An independent sample t-test was conducted to evaluate the hypothesis that teachers who speak languages other than English would be more open to Professional Development, School Climate, and Curriculum and Instruction.  In addition, a t-test showed differences in multicultural knowledge.
	The independent sample t-test was conducted from data collected from a Multicultural Awareness to School Environment (MASE) survey.  In 2008, the survey was administered to 145, K-12 educators in a school district in Suffolk County, Long Island, New York.   Four independent factors were evaluated from the MASE: curriculum and instruction, professional development, school climate, and knowledge of multicultural education (to see survey details, see Morote & Tatum, 2010).  26% of the teachers spoke languages other than English, such as: Spanish, German, Italian, French, Hebrew, Sign Language, and there were those that understood another language (see Table 1).  
Table 1
Languages Spoken from K-12Teachers Who Completed MASE Survey

	
Language
	Frequency
	Percent
	Valid Percent
	Cumulative Percent

	Valid
	Spanish
	18
	12.4
	45.0
	45.0

	
	German
	2
	1.4
	5.0
	50.0

	
	Italian
	3
	2.1
	7.5
	57.5

	
	Sign Language
	2
	1.4
	5.0
	62.5

	
	Not Fluently
	8
	5.5
	20.0
	82.5

	
	French
	6
	4.1
	15.0
	97.5

	
	Hebrew
	1
	.7
	2.5
	100.0

	
	Total
	40
	27.6
	100.0
	

	Missing
	System
	105
	72.4
	
	

	Total
	145
	100.0
	
	



Table 1shows that 40 out of the 145teachers spoke languages other than English, 45% spoke Spanish, 5% spoke German, 7.5% spoke Italian, 5% spoke sign language, 20% spoke Not Fluently, 15% spoke French, and 2.5% spoke Hebrew.
	 According to Morote and Tatum (2010), there were three theoretically derived factors that were identified: curriculum and instruction, professional development, and school climate.  “Curriculum and instruction pertains to the text, supplemental materials and other educational resources used in the classroom to instruct students. It also includes the assessment procedures used by teachers and other educators to determine students’ performance” (Morote & Tatum, 2010). “Professional development items pertained to teachers attitudes towards the need for multicultural awareness training, as well as who is responsible for providing the training and incorporating the newly constructed knowledge into the curriculum. It also measured whether teachers believe that multicultural awareness is relevant for the courses they teach and if it would help them to be more effective on their jobs. The dimension appeared to reflect the theme of professional development and teachers attitudes towards professional development” (Morote & Tatum, 2010).
“School climate items pertained to administrators, teachers, counselors, social
workers, paraprofessionals, and support staff’s level of awareness regarding cultural,
racial, ethnic, and linguistic diversity within the school, which was measured by their
own diversity. In addition, it measured whether the personnel is culturally sensitive. The
diversity can be expressed through inviting parents from diverse backgrounds to participate in school activities, food served in the cafeteria reflects various cultural and ethnic groups in the U.S., and the overall school climate” (Morote & Tatum, 2010).
In this study, knowledge about multicultural education was tested with 15 multiple choice questions. 






Results

Table 2
Multicultural Awareness and School Environment: CI, PD, and SC
	
	
	N
	M
	SD
	T
	df
	P

	*CI
	English only
	87
	27.57
	6.19
	.79
	120
	.43

	
	Other language
	35
	26.54
	7.43
	
	
	

	*PD
	English only
	94
	41.81
	6.08
	-2.04
	129
	.04

	
	Other language
	37
	44.14
	5.34
	
	
	

	*SC
	English only
	91
	26.24
	7.37

	1.07
	119
	.29

	
	Other language
	30
	24.57
	7.63
	
	
	

	Knowledge
	English only
	105
	3.22
	2.05
	-3.06
	143
	.00

	
	Other language
	40
	4.40
	2.13
	
	
	


*Definition CI: Curriculum and Instruction; PD: Professional Development; SC: School Climate

Table 2 shows an Independent Sample t-test.  The test was significant in two of the four dimensions, a) Professional Development t(129)= -2.04, p=.04 and b) multicultural knowledge t(143)=-3.06, p=.00.  Teachers that spoke languages other than English (M=44.14, SD=5.34) on the average were more in agreement with the needs of professional development in multicultural education than those teachers that only spoke English (M=41.81, SD=6.08), with an effect size of 0.06, which is a medium effect size.  Additionally, teachers that spoke languages other than English (M=4.40, SD 2.13) were more knowledgeable about multicultural education than those that only spoke English (M=3.22, SD=2.05).  This test had an effect size of 0.03, which is a small effect size. There were no significant differences between both groups in the two variables School Climate and Curriculum and Instruction.
The results indicate that 91% of the teachers in this school district identify themselves as Caucasian.  The students in this school district are diverse.  According to the 2008 to 2009 New York State District Report Card, the student body consisted of 9, 483 students.  Out of the student body:1% was American Indian, 2% were Asian/Native Hawaiian/Other Pacific Islander, 13% were Black or African American, 18% Hispanic or Latino, and 66% were White.   Throughout the United States, it is important to understand the teacher to student dynamic, in regards to ethnicity and gender, nationwide.  
In the United States, the demographics within the K-12 classroom favor white teachers more than African American, Hispanic, and Asian teachers.  According to Bureau of Labor and Statistics, a 2009 report on Household Data Annual Averages (BLS, 2009) revealed that out of 691,000 pre-school and kindergarten teachers nationally, 82.9% were White, 14.2% were African American, 2.6% were Asian, and 10.3% were Hispanic or Latino.  Additionally, out of 2,862,000 elementary and middle school teachers, 81.2% were White, 9.3% were African American, 2.4% were Asian, and 7.1% were Hispanic or Latino.  Finally, the Bureau of Labor and Statistics reported that out of 1,212,000 teachers, 83.5% were White, 7.8% were African American, 2.1% were Asian, and 6.6% were Hispanic or Latino (BLS, 2009).     
Discussion

There is minimal research conducted on multilingual teachers’ knowledge of their perception and approach toward multicultural education.  From this study, there is a significant effect between professional development, knowledge about multicultural education and those individuals that speak languages other than English.  The fact that there was not a significant difference in School Climate and Curriculum and Instruction, can compel researchers to look into the importance of the willingness and courage of teachers to implement culturally relevant content within their respective disciplines.  Multicultural education needs to be integrated within the curriculum of all education certification courses. Ladson-Billings (1995) endorses the idea that multicultural education is “organic” and “dynamic.”  Within education, professionals need to continuously develop strategies that engage our youth in the K-12 system.  
Hodgkinson (2002), echoed by Zeichner (2003), indicated that classrooms appear more culturally divided: Caucasian female educators on one side and multi-ethnic students on the other.  Ladson-Billings (1998) added that many children of the dominant group have an opportunity for “enriched” and “rigorous” curriculum.  On the other hand, poor, immigrant, bilingual, and children of color usually are confined to the “basics.”  The “basics” that Ladson-Billings referred to pertained to monolingual teachers that may not be receptive to diversifying their pedagogical style to incorporate multiethnic components.  As a result, students will be educated to classrooms where their cultural and social needs are not met through instruction, educational texts, and teacher empathy.  
Language and cultural norms are strongly linked to one’s identity, especially if the person belongs to an under-represented group.  Educators that do not recognize how language and culture are integral part of their classroom environment will continue to fail to connect with their students and make a true impact on their academic and personal development.    
There is a dearth of research conducted on how multilingual knowledge affects their views on multicultural education. However, Major and Brock (2003) suggest modifying current practices in teacher education programs by stipulating that all teacher candidates take course work in a second language for a minimum of one year and involve incentives for international study abroad for a credit.  
                                                   Conclusion
 Monolingual teachers need assistance in becoming culturally competent and to develop skills they can use to improve their instruction for the purposes of giving voice to traditionally disenfranchised students.  This process begins with the teachers’ cultural understanding of themselves and the diverse student population they serve. As the vast majority of the teaching force in the United States remains dominated by white monolingual teachers the student population will grow increasingly diverse creating a void to be filled by preservice teachers of color.  More initiatives need to be created to recruit perspective preservice student teachers of color.  These student teachers of color should also take a culturally relevant approach to their instruction.  Both White preservice and preservice students of color need to begin with a cultural understanding of themselves, as well as becoming culturally aware of the students they serve.  
Furthermore, the awareness and embracing of personal heritage increased the likelihood of identifying social and cultural traditions of a diverse student body.  By embracing the ability to speak more than one language, our findings suggest that teachers begin to see themselves as multi-dimensional educators.  Gay and Howard (2000) suggested that as teachers learn more about their own cultures, they develop a perception about themselves as “cultural beings”. This creates an innate “critical cultural consciousness” that translates to a more positive attitude and acceptance of student diversity. As White teachers with multilingual knowledge move forward to embrace this “life experience” they are placing themselves in a position to impact the educational process of a growing diverse student population.  
 Colleges and universities need to take a proactive approach toward attracting multilingual undergraduate and graduate students.  Teacher preparation programs that provide their teacher candidates with the opportunity to learn another language place value on cultural diversity by putting their beliefs in action (Nieto, 2000). Additionally, admission requirements of schools and colleges of education may consider giving priority to candidates who are fluent in at least one language other than English and who have had inclusive personal and professional experience with learners of diverse backgrounds (Nieto, 2000).
The definition of a quality teacher therefore must include a continual commitment to “cultural understanding” about self and others. This may cause teachers and students to gain more positive attitudes about each other, while heightening an understanding and awareness for multicultural education. Additionally, this “cultural understanding” will heighten understanding and awareness that may lead to an increase in student academic achievement.  The beliefs and educational goals of the students are now viewed by the teacher from a different cultural lens. 
 White teachers must recognize that their multilingual knowledge is a valuable contribution to their own multicultural awareness and professional growth. Colleges and universities must consider giving priority and incentives to those pre-service students who are fluent in at least one language other than English. This is the first step toward building quality teachers with a “cultural understanding” that will make a significant impact on an ever increasing diverse student population in the United States. 
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