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TEACHERS’ ATTITUDES TOWARDS ACQUIRING CULTURAL COMPETENCE

Abstract

This study examined predominantly white teachers’ attitude toward multiculturalism within one suburban school district in Long Island, New York. Three dimensions were analyzed: curriculum and instruction, professional development, and school climate. The results showed a positive attitude toward professional development; teachers feel that training in multiculturalism is necessary. However, teachers’ have mixed feelings regarding the curriculum used in their school and their pedagogy; they show only slight agreement that the curriculum uses multiple perspectives to explain the experiences of various ethnic, cultural, gender and linguistic groups. Finally, teachers are in disagreement in the school climate dimension, they disagreed that the school personnel are diverse and the overall environment reflects the racial and ethnic diversity in the U.S., even though the student body is culturally and ethnically diverse. 
Keywords: Multicultural Education, diversity, sociology of education, race, ethnicity, teachers’ attitudes, school climate, professional development.
The United States population is becoming increasingly more diverse racially and ethnically. According to the U.S. Department of Commerce (2000), 12.3% of the population is African American, .9% is American Indian/Alaska Native, 3.6% is Asian, .1% is Native Hawaiian/Pacific Islander, 12.5% is Hispanic and 75.1% is White (p. 3). Sleeter and Grant (2003) note that, “. . . between 1995 and 1998 alone, over three million immigrants joined the U.S. population” (p. 3).  Villegas and Lucas (2002) report that “currently, one in every three students enrolled in elementary and secondary schools is of a racial or ethnic minority background. One in five children between the ages of 5 and 17 speak a language other than English at home; more than one third of them are of limited English proficiency” (p. 1). 

Although classrooms are becoming increasingly more diverse ethnically, racially, and linguistically, most teachers are Caucasian. As a result, their instructional techniques and assessment tools generally are not inclusive of diverse students’ cultural, ethnic, and linguistic styles. In addition, the school curriculum typically does not take into account multiple perspectives to represent the experiences of various cultural groups; nor are there systematic professional development opportunities and sensitivity training for teachers and other educators within the school to be more aware of cultural norms other than their own. As a result, the overall school climate is not reflective of multicultural perspectives. That is, Caucasians experiences and perspectives shape the norms, values, assumptions, beliefs and traditions of the school. Subsequently, the experiences and perspectives of non-Caucasians typically are excluded. However, if teachers are to enhance the quality of their instruction and engage students in the learning process more, they must become more culturally competent and include the experiences of various cultural groups.

This study examined predominantly white educators’ attitude toward multiculturalism within one suburban school district in Nassau County, Long Island, New York. Long Island, New York is one of the most segregated areas in the United States. A study by a non-profit advocacy group found that Long Island’s suburbs are the third most segregated in the nation, behind Newark, New Jersey and Cleveland, Ohio (Erase Racism, 2005). The community in which the school district under investigation is located is comprised of 71% white, 18% black or African American, and 9% Hispanic or Latino, with 4.7% of the individuals below the poverty line (US Census Bureau, 2005).  The school district has a student population of 2,349 and the student ethnic breakdown is as follows: 85 or 3.6% are American Indian, Alaskan, Asian, or Pacific Islander; 347 or 14.8% are Black (not Hispanic); 458 or 19.5% are Hispanic; and 1,459 or 62.1% are White (not Hispanic). The school district has a total of 186 teachers, 37 professional staff, and 26 paraprofessionals (New York State School Report Card, 2005).

There were three constructs or factors used to examine teachers’ attitude toward multiculturalism: curriculum and instruction, professional development, and the overall school climate. Curriculum and instruction pertains to the text, supplemental materials and other educational resources used in the classroom by teachers to instruct students and assess their performance. Professional development includes teachers’ continuing education, seminars, workshops, lectures and other activities that enhance their pedagogy. School climate pertains to “perceptions that individuals have of various aspects of the environment in the organization” (Owens, 2004, p. 188), which includes the ecology, milieu, social system and the culture of the school.  
Literature Review

Curriculum and Instruction


Sleeter and Grant (2003) identified five approaches that successful teachers use when they include multicultural perspectives in their pedagogy: teaching the culturally different, human relations, single group studies, multicultural, and social reconstructionist. The purpose of using the culturally different approach is that teachers should adapt their instruction to students’ differences, which assists them in engaging in the learning process more. Advocates of the human relations approach argue educators should bring people who are different together through love, respect, and communication that is more effective. With single group studies, the attention is on traditionally disenfranchised groups to raise the consciousness of that particular group’s oppression and empower them for social action. The multicultural approach “links race, language, culture, gender, disability, and, to a lesser extent, social class, working toward making the entire school celebrate human diversity and equal opportunity” (Sleeter and Grant, 2003, p. 33). The last approach, social reconstructionist, focuses on challenging the social stratification, as well as celebrating human diversity and equal opportunity. 
When teachers include the above approaches in their pedagogy, they enhance their cultural competency. That is, teachers will now have a level of multicultural awareness that will help improve their instructional techniques as they are including the experiences of students from diverse racial, ethnic, and linguistic backgrounds; this inclusion assist students in engaging in the learning process more (Shade and New, 1993).

Although the literature states that including the experiences of diverse groups in one’s pedagogy enhances students engagement in the learning process (Sleeter and Grant, 2003), many times teachers are resistant to this inclusion, which results in ideological resistance. Consequently, the representation of many students’ cultural, ethnic, and linguistic styles is not included in teachers’ instructional techniques. According to Banks (2001), ideological resistance includes nine reasons that teachers state why they do not teach more about cultural, ethnic, and racial groups. 

1. Our students are unaware of racial differences; we will merely create problems that don’t exist if we teach ethnic content. All of our students, whether African American or White, are happy and like one another. They don’t see colors or ethnic differences.

2. We don’t have any racial problems in our school and consequently don’t need to teach about ethnic groups.

3. We don’t teach about ethnic groups because we have so few of them attending our school.

4. Ethnic studies will negatively affect societal unity and the common national culture. It is divisive and will Balkanize the nation.

5. We don’t have time to add more content to what we are already teaching. We can’t finish the books and units we already have. Ethnic content will overload our curriculum. 

6. We don’t teach much about ethnic groups because we don’t have the necessary materials. Our textbooks are inadequate.

7. We can’t teach ethnic studies in our schools and colleges because most of our teachers are inadequately educated in this area of study. Many of them also have negative attitudes toward different racial, ethnic, and cultural groups. They would probably do more harm than good if they tried to teach about ethnic and racial groups.

8. The local community will strongly object if we teach about race and ethnicity in our schools.

9. We don’t teach much about ethnic groups in our schools because ethnic studies scholarship is so political and polemical. (pp. 237-238) 
While some teachers may be ideologically resistant to multiculturalism, Irvine (2003) notes that teachers have a responsibility to be culturally responsive; which includes incorporating elements of students’ culture into their teaching. She describes culturally responsive, or culturally competent, teachers as “sensitive to the needs, interest, and abilities of students, their parents, and their communities. . . . [they] do not stereotype students, blindly follow one teaching method, or use the same teaching materials for all students. They modify their knowledge and training by devoting attention to classroom contexts and individual student needs and experiences” (p. 73). In other words, culturally competent teachers ensure that their pedagogy is multicultural in that they use differentiated instructional techniques and provide instructional materials that include multiple perspectives.
Professional Development
Assisting teachers in becoming culturally competent requires that they have professional development and sensitivity training opportunities. Professional development for teachers includes continuing education, seminars, workshops, lectures and other activities for the sole purpose of advancing the mission, goals, and objectives of the educational institution. If teachers are to be culturally competent and engage students in the learning process more, they must have comprehensive multicultural professional development opportunities. That is, if improving the quality of instruction for students from diverse backgrounds is the goal, professional development is a place to start.  Glickman, Gordon, & Ross-Gordon (2001) identified a variety of professional development opportunities that teachers can use to improve their instruction: “contracted in-service days, optional in-service sessions for recertification credits, early morning or after-school times for workshop mini-sessions, college courses, faculty meetings, teacher centers, visits to other schools, attendance at local, state and national conferences, travel for cultural enrichment, readings and video and audiocassettes” (p.360).  These types of professional development opportunities assist teachers in enhancing their knowledge and furthering their growth and development.  Teachers also learn to use a variety of instructional techniques, which enhances students’ engagement in the learning process. 
Through their instruction and the curriculum, teachers send messages as to what values and goals are worth striving for; they arrange and structure the experiences of young people to achieve that goal which is an aspect of cultural transmission. The literature suggests the transmission of culture from the adult world to the young is through skills, facts, values, and attitudes. Schools, then, have become the avenue by which this transmission occurs. Schools are institutions that mold and shape students’ perspectives of a particular culture, including their own (Horn, 1993). If teachers are to send appropriate messages to all students, they must have ongoing professional development and training opportunities. Professional development and training that focuses on multiculturalism should include understanding that differences are not necessarily deficiencies; rather, viewing the differences as strengths will assist teachers in being more culturally competent. 
According to Sleeter and Grant’s (2003) difference orientation theoretical paradigm, when teachers use the different learning, language, and communication styles of students they facilitate the learning process in that they are looking at students’ differences as strengths and talents instead of deficiencies. As a result, professional development and training opportunities that approach multiculturalism from a difference orientation framework enhances teachers’ ability to build on students differences and engage them in the learning process more.
School Climate 

The school climate, or total environment, is the interaction and behavioral patterns between all members of the school, including parents. That is, the school personnel, students, and their parents, help shape the values, beliefs, traditions and assumptions regarding the school environment through their “prior experiences, community settings, cultural backgrounds, and ethnic identities” (Irvine, 2003, p. 74).  In addition to the members in the school, ecological factors such as displays within the school, food served in the cafeteria, the governance structure, and the belief system, which is manifested in the mission and goal statement of the school helps form the school climate.  
Members of the school help shape the values, beliefs, and traditions through symbolism, stories, myths, rituals and history. The school climate, then, is the product of the interaction of four subsystems within the organization: the ecology, the milieu, the social system, and the culture of the organization. The ecology pertains to the building and its facilities, including displays throughout the building. The milieu is the demographic aspect of the organization, which includes the ethnic and cultural diversity of the personnel and students; the social system is the governance structure; and the culture would be the belief system and traditions of the members within the organization. These subsystems are the characteristics of the total environment or school climate (Owens, 2004). Within the total environment, individual classrooms have a climate as well.  The interaction between teachers and students help create an environment where students either feel they are accepted or not, that teachers expectations are high or not, and that they are generally cared about. Students’ perceptions, then, and how teachers respond to them create a classroom climate that will or will not be conducive to students’ needs academically and emotionally (Shade and New, 1993).
Teachers facilitate learning when their classroom climate “involves students of color in school tasks by developing a classroom that generates warmth and fosters healthy social interactions . . . and teaches individuals to be empathetic with people” (Shade and New, 1993, p. 324).  Doing so provides a basis for societal enrichment, cohesiveness, and survival.
Methodology

Participants

The superintendent of the school district under investigation contacted one of the researchers and requested that she give a lecture on multicultural awareness during a contracted in-service professional development day, Superintendent’s Conference Day. The Superintendent’s Conference Day is a mandated professional development day that all faculty and staff attend. During the Superintendent’s Conference Day, the researcher distributed a questionnaire on multicultural awareness after a lecture on multicultural awareness to the 183 school personnel that attended the conference; all of the attendees responded to the survey. 
The respondents were approximately 87% teachers (136 teachers), 7% administrators, and 5% counselors and 1% others. Several ethnographic questions were asked on the questionnaire such as gender, current position, age, and number of years in the position, ethnic background, teaching level, highest degree earned, and certification area. Ninety-one percent of teachers identify themselves as a Caucasian; 24% are male, and 76% are female; 91.3 % have a Masters or higher degree. The average age of the group was 40 years old, and the average number of years in the position was 15. For more details about the ethnographic information see Table 1. Note that some teachers were reluctant to answer some demographic questions (such as age, where they are working, and gender) fearing the researchers can identify them.
--Insert Table 1--

Instrument
The Multicultural Awareness to School Environment (MASE) survey was developed by Dr. Tatum to provide a valid assessment of the respondents’ level of multicultural awareness. After reviewing the literature on multicultural education, a 30-item questionnaire was developed. Items 18, 19, 20, 25 and 30 on the questionnaire were based on themes Banks (2002) identified as components of multicultural education. The survey used a Likert scale (from 1 = strongly disagree to 5 = strongly agree) to rate teachers level of disagreement and agreement with aspects of multicultural education.  The survey had a priori hypothesis of 3 factors: 1) curriculum and instruction (CI), 2) professional development (PD), and 3) school climate regarding multicultural education (SC).  The questionnaire also included an open-ended question that asked: “Please use the space below and describe what role you feel you play in promoting multicultural awareness in your school environment” and demographic questions. 
Factor Analysis and Reliability


In order to analyze the underlined structure of the responses to see if they supported the hypothesized three factors reflected in the sections of the questionnaire, 183 responses were factor analyzed. The dimensionality of the 30 items from the MASE was analyzed using confirmatory principal component analysis. In determining the number of factors to retain, the Kaiser- Guttman rule (i.e., eigenvalue greater than 1) was first applied, followed by Cattell’s scree test. The scree test focuses on the magnitude of changes in eignevalues from factor to factor. The most appropriate factor solution is identified when the eigenvalues decrease minimally at subsequent factors. Following each iteration, items that did not have loadings of .35 or higher on any factor, along with those having loadings of .30 or higher on multiple factors, were analyzed for elimination. Items 7 and 8 were eliminated from the dimensions but used in the general analysis (Table 3). These items loaded on SC and CI, as they were initially created for PD. Items 2 and 29 needed to be reverse coded items (Table 4). Lastly, three factors or dimensions were selected and accounted for 49% of the total variance, and the final rotated solution appeared to be parsimonious, with good simple structure, and the factors appeared to be meaningful in describing the dimensionality as measured by the MASE. 
The following factors or dimensions (in decreasing order of their rated importance) were divided into nine (9) questions relating to curriculum and instruction (CI), eleven (11) questions relating to professional development (PD), and eight (8) questions related to school climate regarding general multicultural awareness (SC). Internal consistency estimates of reliability were computed for the 3 factors. Values of the alpha coefficient ranged from 85.8% to 88 %, indicating satisfactory reliability. Items, dimensions and reliabilities are presented in Table 2.
--Insert Table 2--
 Instrument Description by Factors
Factor 1: Curriculum and Instruction (CI) accounted for 26.32% of the total variance and was composed of 9 items. 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. In addition to the instructional methods are the techniques used by teachers to deliver the curriculum and assessment procedures to the students. As can be seen in Table 3, the content of the items dealt with whether or not the curriculum is providing opportunities to use multiple perspectives, connect various learning styles, and develop a sense of multiculturalism. The factor appeared to reflect the theme of curriculum and instruction. The information on items 7 and 8 are included in this dimension although they do not belong to this dimension. 
--Insert Table 3 - -
Factor 2: Professional Development (PD) accounted for 16.53% of the total variance and was composed of 11 items. As can be seen in Table 4, the content of the items dealt with teachers attitudes towards the need of multicultural awareness training, as well as who is responsible for providing training and  incorporating it. 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 factor appeared to reflect the theme of professional development and teachers attitudes towards it. 
--Insert Table 4--

Factor 3: School Climate (SC) accounted for 6.23% of the total variance and was composed of 8 items. As can be seen in Table 5, the content of the items deal with administrators, teachers, counselors, social workers, paraprofessionals, and support staff’s level of awareness of various cultural, racial, ethnic, and linguistic diversity within the school measured by the own diversity. In addition, it is 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 reflect various cultural and ethnic groups in the U.S., and the overall school climate. 
--Insert Table 5--

Results
In prioritizing opinions, the overall mean scores (M) and standard deviations (SD) for all of the respondents to all of the questions were calculated and arranged in descending order and by categories. As seen in Tables 6, 7 and 8 the highest scoring (showing agreement) items were related to professional development (PD) and the lowest scoring items (showing disagreement) were related to school climate (SC). Tables 6, 7 and 8 also present the percent of agreement or disagreement is each item. This percentage was obtained by pooling agree and strongly agree; and disagree and strongly disagree. In addition, the qualitative data, provided by the open-ended question, were coded for common themes, patterns, and discrepancies. Thirty-three individuals responded to the open-ended question. The themes that emerged from the respondents were named as culturally fair curriculum and assessment procedures, multicultural sensitivity awareness, and units on cultural diversity and acceptance. These themes are discussed after the corresponding factor or dimension.
Curriculum and Instruction
Answers to questions related to curriculum and instruction range between the disagreement and slight agreement area. For example (Table 6), respondents showed slight agreement in items such as “The curriculum reflects the various learning styles of students within the school” (M = 3.3, SD = 1, 17% disagree, 45% agree); “Opportunities are provided for students to participate in activities from diverse cultural groups” (M=3.2, SD=1, 25% disagree, 38 % agree); and “School assemblies and holidays observed reflect the multiethnic and multicultural diversity in the United States” (M = 3.1, SD =1, 30% disagree, 33% agree). In addition, respondents show disagreement in items such as “Instructional materials are examined for bias across gender, ethnic and cultural lines” (M=2.8, SD=1, 41 % disagree, 22% agree); “There are evaluations of the goals, objectives, and curricular used in teaching multicultural education” (M=2.6, SD=0.9, 50% disagree, 15% agree); and “ The assessment procedures used with students reflect their cultural values” (M=2.6, SD=0.9, 53% disagree, 16 % agree.)  
--Insert Table 6- -
Regarding the open-ended question, one theme that emerged was culturally fair curriculum and assessment procedure. Respondents are aware that the curriculum and assessment procedures used are important if students are to learn about diverse cultures and have an appreciation for them. Most of the respondents stated that the curriculum should be balanced and fair so that multiple perspectives about events within our society can be represented. They also believe that assessment procedures should use students’ primary learning modality, which often includes their cultural norms. While most of the responses focused on the curriculum providing opportunities for students to learn about cultural diversity, there were individuals that felt the “curriculum fails to dictate various learning styles of students, multiple perspectives to explain the experiences of various ethnic, cultural, gender and linguistic groups, or opportunities for students to develop a better sense of their ethnic and cultural background. Teachers implement these things in their classroom.”


A second theme that emerged from the open-ended question that also related to curriculum and instruction was units on cultural diversity and acceptance. Respondents noted that they promote multicultural awareness through their units and daily classroom activities. Their goal is to teach students not only about diverse cultures, rather, they want their students to look critically at information that is presented to them so that they will have a better understanding of the world around them. In this way, if students do not have an opportunity to interact with students from cultures other than their own, they will still have an awareness of cultural norms other than their own. 

Regarding teaching diversity and acceptance, one teacher noted, “I teach children about different Eastern Hemisphere cultures that they are not aware of. I try to make sure I tell my students that cultures including our own are different, not right or wrong.” A Social Studies teacher noted, “I try to use opportunities during the course of lesson planning to enable students to be critical and analytical of sources of historical information—including their own textbooks.” An elementary teacher said that she promotes multicultural awareness through “differentiated instruction unit on Black History Month; Cinco de Mayo unit and activities including food, piñata, etc.; study of Jewish holidays; cooking diverse cultural foods.” Another Social Studies teacher stated, “I teach about ethnocentric ancient cultures and we discuss its impact. Then we relate it to our modern culture.” A fifth grade teacher noted that she teaches “social acceptance and commonalities while celebrating differences.” A high school art teacher noted that “all students are able to express themselves through personal symbolism (often referenced in culture).  One respondent noted, “as a guidance counselor I teach lessons to elementary school children. It is a big part of my responsibilities to make children aware of differences and teach them to get along.”

Professional Development 
Most of the respondents show agreement or interest in professional development. Table 7 shows that the three highest scoring items were “It is important for all students to be aware of cultural diversity” (M = 4.4, SD = 0.7, 0% disagree, 90% agree), “Multicultural awareness and sensitivity training in general are necessary” (M = 4.3, SD = 0.8, 2% disagree, 89% agree), and “The student body in my building is culturally diverse” (M = 4.2, SD = 0.8, 4% disagree, 82% agree).  Items that showed slight agreement are “Multicultural awareness assists/would assist me in being more effective at my job” (M = 3.6, SD = 1.0, 12 % disagree, 56 % agree) and “It is important for teachers to receive ongoing cultural diversity and sensitivity training” (M = 3.6, SD = 0.9, 11% disagree, 56 % agree). In addition, approximately 70 % of the teachers agree that administrators have the responsibility to provide multicultural training and teachers have the responsibility to incorporate it. This indicates the need for professional development in multicultural education, especially in a school district that has a culturally diverse student body. It also shows the respondents’ interest in professional development. 

--Insert Table 7—
It is important to note that none of the respondents commented on the open-ended question regarding professional development. This is partly because the question was related to their role in promoting multicultural awareness.
School Climate 
Respondents show disagreement in this category (Table 8). The only item that respondents showed slight agreement on was “The total staff attitudes and behavior are culturally sensitive” (M=3.4, SD = 0.9, 15% disagree, 46% agree). Most of the items had a high percentage of disagreement. For example, 44% disagree with “the food in the cafeteria reflects the ethnic and cultural diversity in the United States” and 40% disagree that “parents from diverse ethnic and cultural background participate in planning school activities.” The items that teachers disagree most (57%-66%) were related to personnel (administrators, social workers, paraprofessionals, counselors and teachers,) being culturally diverse; e.g. “The administrators in my building are culturally diverse” (M = 2.2, SD = 0.9, 69% disagree, 13% agree). In summary, respondents indicated that there was little diversity among the personnel at their schools. 
--Insert Table 8--
Regarding the open-ended question, the theme related to school climate is multicultural sensitivity awareness. Most respondents believe that it is their responsibility to be role models, or leaders, in expressing to students that “all cultures are important and influential in shaping the life of a student.” A teacher responded that he “. . . sees to it all students’ are treated fairly and given an equal opportunity to learn and succeed!” Most of the respondents stated that they create a sense of community and acceptance in their school environment because “multicultural sensitivity should be integrated into one’s self-awareness.” 

Treating everyone with respect regardless of his or her background is critical if the school climate is to promote multicultural sensitivity. A teacher stated that “in working with students who have special needs, I work with staff in attempting to bring multicultural awareness.” 

Finally, there were some teachers that felt that the “the issue [of multiculturalism] has NOT been discussed before—[I] have no clue what the district would want us to do.” One teacher noted that she does not promote multicultural awareness because she does not “have enough time to just about get thru [the] curriculum.”  One high school teacher stated that “testing seems to be a major role in most districts, not multicultural awareness, unfortunately.”
Conclusions and Discussion
Teachers expressed an interest in developing a multicultural curriculum and accepted the need to include it in the assessment procedures. Overall, they have mixed feelings about their school curriculum and instructional techniques as well as the introduction of multicultural education in the school. Some of them believe they promote multiculturalism in their teaching units, while some of them were a little defensive in their responses (this is probably because of the lecture on multiculturalism before the questionnaire), and a few of them were not interested at all. However, overall, teachers in this study agree that multicultural education and sensitivity training are necessary because it is important for all students to be aware of cultural diversity.  They also believe that they are responsible for incorporating culturally relevant activities into the curriculum so that all students understand there are multiple perspectives that explain events that have occurred in our society. 
Items 7 and 8 on the questionnaire were eliminated from the 3 dimensions. This was because they showed general information that pertained to the 3 dimensions and not exclusive to one of them. For instance, only 17 % of teachers agreed with item 7, “My school has systematic multicultural professional development programs,” which explains the need of professional development, but at the same time, it is related to school climate and the development of a multicultural curriculum. 
When opportunities are provided for teachers to participate in multicultural professional development activities, their level of awareness of ethnic, cultural, and linguistic differences is enhanced. The idea is that when teachers have professional development and training opportunities that are multicultural, they bring that knowledge and information into their school climate and become more culturally competent, which engages students in the learning process more. When students are engaged in the learning process, their chances of effective educational outcomes are increased.
Item 8, “The organizational culture of school fosters positive interactions among various ethnic, cultural, and gender group members in the school” produced mixed feeling among teachers; 19% disagree with this and 43% agree with this affirmation. This item also correlated with the three dimensions. A school climate that promotes multicultural awareness will teach students, and in some instances many adults, about diversity and tolerance of others, even when the faculty and staff are not as diverse as the student body (Figure 1).
Insert Figure 1.

In other words, educators will learn to accept differences, instruct students, and interact with members in the school more effectively when the culture and climate of the school promotes multicultural awareness and sensitivity to differences. 

Curriculum and Instruction

Sleeter and Grant (2003) suggest that when teachers use approaches that are multicultural, they enhance their instructional techniques and engage students in the learning process more. For example, their classroom assignments take into account various learning styles and students begin to feel a sense of belonging through the inclusion of multiple perspectives. Teachers, then, become more culturally competent. Teachers in this study slightly agree (45%) that the curriculum reflects the various learning styles of students and opportunities are provided for students to participate in culturally diverse activities. However, the 17% who show disagreement think that it is still a need to adjust the curriculum.
Banks (2001, 2002) identified that instructional materials should be examined for bias across gender, ethnic and cultural lines. He also explains that ideological resistance, educators’ ideological and political reasons for not including multicultural education, is a reason why teachers instructional techniques may not include multicultural perspectives. Teachers in this study disagree that instructional materials are examined for bias and one teacher identified that she does not have time to teach about multiculturalism, as she barely has enough time to get through the curriculum as it is. Teachers also do not agree that there are evaluations of the goals, objectives and curricular, nor are the assessment procedures reflective of students’ cultural values. This finding is not consistent with the literature, and shows the need of this particular school district to work more on the alignment of culturally competent instruction and a multicultural curriculum. Teachers’ acceptance of this need also show that they have a positive attitude and are willing to be part of the process.
Professional Development

The literature reviewed (Banks, 2002; Sleeter & Grant, 2003) and the findings from this study suggest that if teachers are to improve their instruction and engage students in the learning process more, they need multicultural professional development and sensitivity training opportunities. Teachers in this study believe that multicultural awareness and sensitivity training are necessary. They also believe that their administrators should provide systematic and ongoing multicultural awareness professional development and it is important for all students to be aware of cultural diversity.  However, what is interesting is that teachers note that they do not have systematic multicultural professional development and sensitivity training opportunities. Approximately 10 % of the teachers do not believe that multicultural awareness is relevant for the course they teach.  Only 56% believe that it is important for them to receive ongoing cultural diversity training and multicultural awareness assists/would assist them in being more effective at their jobs. If professional development and sensitivity training allows teachers’ the opportunity to learn more about diverse cultures, which includes incorporating students’ primary learning style into assignments and assessment procedures, why would they feel hesitant about the importance of multicultural training ? Are they in fact resistant to learning more about multicultural education?  Do they feel that they have received the training necessary and they are in the implementation phase? If the latter, why do they want ongoing multicultural professional development opportunities?  These questions warrant further examination as this study addressed teachers’ attitude regarding their level of multicultural awareness.  A future study that investigates this phenomenon may explain why teachers appear to contradict themselves.
School Climate

Shade and New (1993) state that teachers should make students feel welcome in the classroom and that learning is a task where they can be successful. Teachers have to develop a climate that acknowledges, accepts, understands and accommodates various communication patterns, one that is sensitive to the needs of students. Teachers in this study do believe that the staff’s attitudes and behavior are culturally sensitive, which is consistent with the literature.  However, the literature also states that the ecology and the climate of the school should reflect the diversity within the United States (Irvine, 2003; Banks, 2002); which includes the faculty and staff, holidays and assemblies observed, and the food in the cafeteria are reflective of the ethnic and cultural diversity in the U.S. According to the teacher respondents, their school climate is not reflective of ethnic and cultural diversity.  Teachers acknowledge the student body is culturally diverse but the faculty and staff is not; the food in the cafeteria is not representative of the ethnic and cultural diversity of the student body; and parents from diverse cultural and ethnic backgrounds do not participate in planning school activities.  These findings are inconsistent with the literature on school environments that are multicultural.
An ethnographic study that examines the school climate and teachers attitudes toward multiculturalism may provide an explanation as to why a school with a seemingly diverse student body does not have a school climate that is reflective of its member’s racial and ethnic diversity, particularly students and their families. That is, the ecology, the milieu, social system and culture of the school should reflect the cultural and ethnic diversity of all its members. A study that provides insight into the school climate can assist teachers in not only becoming more culturally competent; rather students will be engaged in the learning process more.  As a result, this research may keep the conversation going between school personnel, students and their parents in the hope that the school climate will become more multicultural.
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Appendices
Table 1

Characteristics of the Teacher Participants

	
	
	N=136
	Valid %

	Ethnicity
	
	
	

	
	African American
	1
	0.8

	
	Asian/Pacific Islander
	1
	0.8

	
	Caucasian
	111
	91.0

	
	Latino/Hispanic
	3
	2.5

	
	Other
	6
	4.9

	
	NR
	14
	

	Gender
	
	
	

	
	Male
	31
	24.0

	
	Female
	98
	76.0

	
	NR
	7
	

	Certification Area
	
	
	

	
	English
	15
	19.5

	
	Math
	14
	18.2

	
	Science
	14
	18.2

	
	Social Studies
	12
	15.6

	
	Foreign Language
	4
	5.2

	
	Elementary
	14
	18.2

	
	Special Education
	2
	2.6

	
	Art, Music
	2
	2.6

	
	NR
	59
	

	Degree Background
	
	
	

	
	Science
	28
	27.7

	
	Arts
	73
	72.3

	
	NR
	35
	

	Higher Degree
	
	
	

	
	BS or BA
	11
	8.7

	
	Masters
	84
	66.7

	
	Master+ credits, PD, SDA
	30
	23.8

	
	Ed.D, Ph.D.
	1
	0.8

	
	NR
	10
	

	Teaching Level
	
	
	

	
	High and Middle School
	16
	57.1

	
	Elementary
	12
	42.9

	
	NR
	108
	

	
	
	n
	Average

	Years in the position
	120
	15

	
	NR
	16
	

	Age
	
	105
	40

	
	NR
	31
	


Table 2

Factors, Items, and Reliabilities

	Factors
	Items
	α

	Curriculum and Instruction (CI)
	12
	13
	14
	15
	16
	17
	18
	19
	21
	
	
	0.88

	Professional Development (PD)
	1
	2
	3
	4
	5
	6
	9
	10
	11
	26
	29
	0.86

	School Climate (SC)
	20
	22
	23
	24
	25
	27
	28
	30
	
	
	
	0.88


Table 3

Factor 1. Curriculum and Instruction (CI)

	Item
	Curriculum and Instruction
	Factor loadings

	12
	The curriculum reflects the various learning styles of students within the school
	0.74

	13
	The curriculum provides continuous opportunities for students to develop a better sense of their ethnic and cultural background
	0.76

	14
	The curriculum uses multiple perspectives to explain the experiences of various ethnic, cultural, gender & linguistic groups.
	0.77

	15
	Opportunities are provided for students to participate in activities from diverse cultural groups
	0.57

	16
	The assessment procedures used with students reflect their cultural values
	0.68

	17
	There are evaluations of the goals, objectives and curricular used in teaching multicultural education
	0.67

	18
	Instructional materials are examined for bias across gender, ethnic, and cultural lines
	0.67

	19
	School assemblies and holidays observed reflect the multiethnic and multicultural diversity in the United States
	0.52

	21
	The bulletin boards in my building reflect cultural diversity.
	0.60

	7b
	My School has systematic multicultural professional development programs
	0.51

	8b
	The organizational culture of school fosters positive interactions among various ethnic, cultural, and gender group members in the school
	0.41


a. Item 21 has also high load (>0.30) on SC.

b. Items 7 and 8 were initially developed for PD and also have a high load (>.30) on SC. These items were eliminated from this dimension.
Table 4
Factor 2. Professional Development (PD)

	Item
	Professional Development
	Factor Loading

	1
	Multicultural awareness and sensitivity training in general are necessary
	0.79

	2c
	Too much emphasis is placed on multicultural awareness and training
	0.65

	3
	Administrators must make certain that the school environment is ethically, linguistics, and cultural diverse
	0.57

	4
	Administrators have a responsibility to provide comprehensive multicultural and sensitive training to the staff
	0.69

	5
	It is important for teachers to receive ongoing cultural diversity and sensitive training
	0.77

	6
	It is important for all students to be aware of cultural diversity.
	0.66

	9 a
	Teachers have a responsibility to incorporate culturally relevant activities into the curriculum
	0.70

	10
	Multicultural awareness is relevant for the subject that I teach.
	0.73

	11
	Multicultural awareness assists/would assist me in being more effective at my job
	0.71

	26 b
	The student body in my building is culturally diverse.
	0.34

	29c, b
	It is solely the responsibility of parents to teach their children about their ethnic and cultural background
	0.44


a. item also high loaded (>.30) on CI

b. items initially developed for CI but loaded on PD

c. reverse items

Table 5
Factor 3. School Climate

	Item
	School Climate
	Factor loadings

	22 a
	The administrators in my building are culturally diverse.
	0.65

	23
	The teachers in my building are culturally diverse.
	0.79

	24
	The counselors in my building are culturally diverse.
	0.84

	25 a
	Parents from diverse ethnic and cultural backgrounds participate in planning school activities
	0.62

	27
	The social workers in my building are culturally diverse
	0.80

	28
	The paraprofessionals in my building are culturally diverse.
	0.81

	30
	The total staff's attitudes and behavior are culturally sensitive.
	0.41

	20 b
	The food in the cafeteria reflects the ethnic and cultural diversity in the United States
	0.36


a. Items also high loaded (>.30) on CI

b. Item loaded on CI (0.36) but the researchers decided to keep it on SC

Table 6
Rank Order by Mean Scores for the Curriculum and Instruction (N=135)
	Item
	Curriculum and Instruction
	M
	SD
	%

Disagree
	%

Agree

	12
	The curriculum reflects the various learning styles of students within the school.
	3.3
	1.0
	17.0
	44.5

	15
	Opportunities are provided for students to participate in activities from diverse cultural groups
	3.2
	1.0
	25.4
	38.1

	13
	The curriculum provides continuous opportunities for students to develop a better sense of their ethnic and cultural background.
	3.1
	1.0
	29.6
	37.1

	14
	The curriculum uses multiple perspectives to explain the experiences of various ethnic, cultural, gender & linguistic groups.
	3.1
	0.9
	24.6
	32.9

	19
	School assemblies and holidays observed reflect the multiethnic and multicultural diversity in the United States.
	3.1
	1.0
	30.1
	33.1

	21
	The bulletin boards in my building reflect cultural diversity.
	2.9
	1.0
	34.8
	24.4

	18
	Instructional materials are examined for bias across gender, ethnic, and cultural lines.
	2.8
	1.0
	40.6
	21.8

	17
	There are evaluations of the goals, objectives and curricular used in teaching multicultural education.
	2.6
	0.9
	50.0
	15.7

	16
	The assessment procedures used with students reflect their cultural values.
	2.6
	0.9
	52.7
	16.0

	Item
	Items eliminated
	M
	SD
	% Disagree
	%

Agree

	7
	My School has systematic multicultural professional development programs
	2.4
	1
	54.6
	17.4

	8
	The organizational culture of school fosters positive interactions among various ethnic, cultural, and gender group members in the school
	3.3
	0.9
	19.2
	43.4


Table 7
Rank Order by Mean Scores for the Professional Development (N=135)
	Item
	Professional Development
	M
	SD
	% Disagree
	% 

Agree

	6
	It is important for all students to be aware of cultural diversity.
	4.4
	0.7
	
	90.3

	1
	Multicultural awareness and sensitivity training in general are necessary
	4.3
	0.8
	1.5
	88.8

	26
	The student body in my building is culturally diverse.
	4.2
	0.8
	3.7
	82.1

	3
	Administrators must make certain that the school environment is ethnically,    culturally, and linguistically diverse.
	4.0
	1.0
	10.4
	74.8

	4
	Administrators have a responsibility to provide comprehensive multicultural and sensitive training to the staff.
	3.9
	0.8
	7.9
	73.6

	9
	Teachers have a responsibility to incorporate culturally relevant activities into the curriculum.
	3.9
	0.9
	4.4
	71.1

	10
	Multicultural awareness is relevant for the subject that I teach.
	3.9
	1.1
	11.9
	67.9

	29a
	It is solely the responsibility of parents to teach their children about their ethnic and cultural background.
	3.8
	0.9
	5.9
	69.8

	2a
	Too much emphasis is placed on multicultural awareness and training.
	3.8
	0.9
	8.1
	72.6

	5
	It is important for teachers to receive ongoing cultural diversity and sensitivity training.
	3.6
	0.9
	10.6
	56.1

	11
	Multicultural awareness assists/would assist me in being more effective at my job.
	3.6
	1.0
	11.9
	56.3


a. reverse items. Read agreement actually shows disagreement and vice verse.
Table 8

Rank Order by Mean Scores for the School Climate (N=135)
	Item
	School Climate
	M
	SD
	%

Disagree
	%

Agree

	30
	The total staff’s attitudes and behavior are culturally sensitive.
	3.4
	0.9
	15.0
	45.8

	25
	Parents from diverse ethnic and cultural backgrounds participate in planning school activities.
	2.7
	0.9
	39.7
	13.7

	20
	The food in the cafeteria reflects the ethnic and cultural diversity in the United States.
	2.7
	0.9
	44.4
	17.3

	23
	The teachers in my building are culturally diverse.
	2.5
	1.0
	56.7
	17.1

	24
	The counselors in my building are culturally diverse.
	2.3
	1.0
	64.4
	15.6

	28
	The paraprofessionals in my building are culturally diverse.
	2.2
	0.9
	66.4
	9.7

	22
	The administrators in my building are culturally diverse.
	2.2
	0.9
	68.7
	12.6

	27
	The social workers in my building are culturally diverse.
	2.2
	1.0
	66.4
	8.8
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Figure 1.

Student Population versus Teachers Population’s ethnic distribution
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