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ABSTRACT

ATHEY GET DI VERSI TYOo:
TEACHER PREPARATION FOR KL2 STUDENT DIVERSITY IN THE HISPANIC

SERVINGINSTITUTIONAL CONTEXT

Tara Eve Gerst

The dearth of K12 teachers of color remains a resounding issue of equity and social
justice. Given that more potential candidates of color are enrolling in Minority Serving
Institutions (MSIs) to avoid the negativeperiences at Predominantly White Institutions (PWIs)
that discourage them from entering the field, this qualitative study expkaeler preparation
at two4-year public Hispanic Serving Institutions (HSIs). The goal was to better undersand:
how HSs work against the barriers that have historically excluded teachers of(bploow
teacher educators at HSespond to the diversity abllegestudent abilities and prior academic
experiences, an@) how teacher educators at H8tmceptualized and taught about the
increasing racial, ethnil@studentsd abil ity divers

Drawing on data at the individual, classroom, institutional, state, and federal levels, this
study both centered the voices of teacher educatar€ollege students of color and analyzed
their narratives in relation to larger systems of power and privilege. From this analysis, two
broader questions emerged. Fivghat does it mean to serve historically marginalized students
who wish to be teachg?The study demonstrat¢hat everinstitutional contexts that work to be

welcoming spaces for college students of color contend with the historical legacies of whiteness



and ability as property in teacher education, as the majority of graduated teachsssboth
racially diverse schools were white.

Secondj s there something to Ageto when it co
how do we know t Astdacher edudhters df soloric@mplicaied essefitialist
narratives of urban schts, teachers of color, students of color, and students with disabilities,
tensions emerged arouttte impacK-12 teachers and schodilave on societydilemmas when
coll ege student sdé neelds sctluadsehretgedagogicdibsdusiie i an d u
ways torespom to understandings of diversity that work against equity and social justice. The
role of care emerged as essentiadimultaneously upholding the democratic ideals of schooling
and productively responding to pathologizing discouadesit people of color, moving beyond
critical critique in teacher education, and (re)prioritizing the humanity of beitB &End college

students.
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Chapterl
RESPONDING TO THE CALL FOR MORE TEACHERS OF COLOR
IN A HISTORICALLY MARGINALIZED SPACE

AProfessor, | 6m really ner voutbeldblyoflat t he (@
building on campus when | heard the shaking voice on the other side of my laptop. | looked up to
find Yasmeefd an African American woman, a freshman, and an Early ChildEoodation
major in my diversity course at Eastern City UniversEZU). A4-year public institution
located in thenortheastern United States, ECU is a racially diverse Hispanic Serving Institution
(HSIo a type of college under the broader category of Minority Serving Institution (MSI).
During the first week of class, ¥meen enthusiastically told me about her desire to be a teacher
because she wanted to make a difference. Withdhiginutes before my next class and the
quizamerhour s away, |l gave the best advice that
awaysa | ittle tricky, since you havendt been ex
have been coming to class, which is important, and you offer wonderful insight during our class
discussions. As long as you have kept up with the reading and eshihdtstudy guide, you
should be in good shape. o0 Yasmeen seemed to r
AAl so, the quiz is only 5% of your final seme
much about this. The quiz is more for me beck in and see how well | am doing as your
teacher, rather than how you are doing as a s

| was surprised when Yasmeen failed the first quiz. Like many education majors at ECU,
Yasmeen worked hard to contributectass discussions, to relate the course material to her own

experiences, and to ask questions when she did not understand something and when my

I Names of people and institutions have been changed to protect participant and/or student identities.
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directions were unclear. Even though the course focusédiwersityoin general, she always
tried to link whatwe were learning to ways that she could advocate for her future students. For
example, when we discussed how the medical model legitimizes the exclusion of people with
disabilities in society, Yasmeen connected this to the deficit thinking engagedymuhger
brotherdéds teachers and how, as a teacher, she

Yet, perhaps my surprise was not fully rooted in my prior experiences as a teacher
educator at ECU. Over the course of the multiple semesters | e this class, many
students have struggled with the quizzes. Students who have received final semester grades of A,
C, and F have similarly received low grades on the quizzes | write. | have wrestled with the idea
of whether | should even be giving theizzes and have wondered what exactly | am assessing.
This wonder is complicated by students who receitedh the quizzes, even when they have
regurgitated the exact words of thewerPoint slides | display in class and those words happen
to answer the assessment questiorrectly.

As | returned the quizzes in class, Yasmeen was visibly upset and asked if we could talk
in that moment. | gently told her that | could not talk individually withwaeile | was teaching
the whole classbut!l would be happy to speak with her during office hours. When the period
was over, she avoided eye contact with me as she packed her things and was the first one out of
the room. | wrote her an email that evening to see how she was feeling and emphasized that |
would be more than happy to speak with her.

She never responded. She also did not attend/attempt the next two quizzes. Additionally,
testing was not the only area in which Yasmeen struggled. Her homework was often late and
reflected only a partial undersiding of the reading. Her discussion board posts were incomplete

and did not address all the questions. Overall, her writing was difficult to follow, had multiple



spelling and grammar errors, and often engaged in stereotypic thinking that seemed tectontrad
the aims | had set for my diversity course. Yet, even through these struggles, Yasmeen discussed
both in class and in her writing the importance of accepting people for who they are. It would be
remiss of me to frame that in any way other than beitigeatore of what it means to be an
outstanding teacher, despite the seemingly contradictory stances she seemed to engage. For
example, in one of her discussion board posts, she simultaneously showed substantial empathy
for transgender people while alsaygesting without citing evidence or insight from the
transgender communidythat most of them are uneducated about what is in their hormone
medications.

Despite meeting one of the aims | set for the course of having a disposition of care and
concern for diers, especially historically marginalized children in school, Yasmeen failed her
final paper/exam, which was worth 40% of her final semester grade. Even though | felt |
provided multiple supports to the class for this assignment throughout the séngesied
notes, rough drafts, peer edits, sample papers, reviewing the rubric in class, weekly office
hour® Yasmeen ultimately failed because she did not understand the prompt and what she was
even supposed to be writing. Advocating for herself, she emailedterd returned the paper to
ask how she could have failed since her assig
know | was doing the assignment wrong, 0O she r
writing was not answering the question the grssient posed.

The final paper/exam asked students to explore a cultural group different from their own
using the concepts we learned throughout the semester. | borrowed the prompt from my own

masterdés degree program t hprofessomocoldata gi nal |l y a

2 Throughout this wor@ following W.E.B. DuBoissh o advocated for writing fANeg
(Grant & Grant, 197%) Black is uppeicase to signify people of African origin, with a shared history. By contrast,

3



Predominantly white Institution (Pwl). Yet, | have similarly wrestled with the idea of what

exactly this final paper assesses. Learning about African Americans when | did this assignment

as a new teacher was necessary because, as a white person, lyaputramehe position of

needing to navigate a culture different from my own. While being from a historically

marginalized community may not directly translate to automatically understaaitiing

marginalized communitieshe majority of my students, inclundy Yasmeen, have been

navigating a world that does not forefront their identities for their entire lives. Not only has this
equipped them with certain skills for understanding difference, but it has also necessitated their
learning about themselves inagbn to others. It is no wonder, then, that Yasmeen scored

significantly higher on the cultural autobiography assignment. Also borrowed from my

previously mentioned professor, this assignment asked students to explore the intersections of

their own identies using concepts from the class. This assignment was worth 15% of the
studentsé6é final semester grades. Perhaps prio
designing my course has been influencing my s
they are learning.

Concerned about her grade, Yasmeen completed an extra credit paper and ultimately
passed the class with a 60% semester average.
was a stronger reflection of her prior schooling anthaes my own pedagogical shortcomings
as a white professor of undergraduate students of color than of something inherently wrong with
her. Yet, | am not sure her performance indicates progress in a teacher preparation program.

Yasmeen seems to be facing ménarriers. From my experience with her in my course, | feel

Abrownodo and fcadse asdhese terma describke @ range of peopléiffittent histories and
cultures (Crenshaw, 1991). To push against a system that has continued to confer advantages to white people
(Tatum, 1997/2017), I do not capitalize Awhite. o
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she needs academic support, as well as additional opportéirgtiesnded in her strengths and
prior experiences to unpack ideas related to diversity and difference.

Ensuring Yas mesgecalysmpsriant &sénegsitablessducation access in
the United States is often attributed to the fact that the teaching force does not reflect the
increasing racial and ethnic diversityoflk2 st udent s i n todayds ur ban
2014; Haldix, 2017; Kohli, 2009). This heightened focus on race and ethnicity in both teacher
recruitment and preparation is supported by the belief that teachers of color are more effective at
raising overall student achievement and act as positive role modstsidents of color (Bower
Phipps et al., 2013; Gist, 2017; Irizarry, 2011; Kendi, 2019; Sleeter, 2001; Waddell, 2014).

During the Civil Rights Movement, Dr. Martin Luther King advocated for integration in every

aspect of societgxceptk-12 schools, as heas concerned about how white teachers would

view Black children and felt Black teachers were more equipped to teach Black children (Kendi,
2019). Today, teachers of color are nA3BHr e | i k
in urban schools, kich are currently facing a shortage of higlality teachers (Howard, 2003;

Ng, 2003) as many preparation programs across the country, including those at MSils, have

faced a sharp decline in enrollment in recent years (Haddix, 2017; Will, 2017).

Despite the importance of this resounding call, a wealth of research has demonstrated that
college studentsf color continue to experience alienation, marginalization, silencing, and
discrimination within their teacher preparation programs at Pwls (BBWwips et al., 2013;

Brown, 2014; Cozart, 2009; Gist, 2017; Irizarry, 202007; Jackson, 2015; Jones et al., 2002;
Knight, 2002; Pizarro & Kohli, 2018; Sleeter, 2017; Tolbert & Eichelberger, 2016; Waddell,
2014). In addition to the barriers that studeritsolor experience on the road to becoming

teacherd such as the regimen of standardized testing and racial biases in defining teacher



guality (RogersArd et al., 2012%) the experiences at Pwls deny students of color access to a
robust teacher preparatiand discourage many from pursuing the profession. This may be why
Yasmeen chose to attend an MSI, a type of higher education institution that enrolls a high
percentage of students of color (Conrad, 2015; Flores & Park,2004 3; OO6Brien & Zu
1998). Valuing and acknowledging experiences of marginalization, discrimination, and racism,
MSIs (such as ECYJmight be better positioned to meet the needs of students of color (Conrad,
2015; 0O6Brien & Zudak, 1998; Rai ndteachers6f98) . M
color (Raines, 1998). Almost half of Blathnd Hispanitteachers and 12% of Native American
teachers have earned their bachelords degrees
little is known about the preparation of teactadrsolor in these spaces (Will, 2017) and how
faculty, students, and programs negotiate barriers for preservice candidates of color.

At ECU, some education faculty recognize the need for academic support. Specifically,
they describe thBraxislicensureexam as a significant barrier for many students. Yet, they
continue to charact er igettmgdti veeirrs i gryeds eearnwdi d en hteg a&
understanding urban schools just because they might have attended them. Students have
similarly characterizetd h e ms e | v e sdeabngw ifituhs ead Itoot of di versity
Yet, my experiencef teaching the diversity course at ECU cautions me against assuming that
students will automatically know how to translate their experieasesudentsto equiable
pedagogical practicas teacherand to enact sociopolitical consciousness, even if they are
attending an institutioof higher educatiothat prioritizes racial diversity and social justice

and/or have knowledge about culturally relevant educatemksédn & KnightManuel, 2018).

3 Unless otherwise specified, Black refers to people who identify as Black and/or African American,
recognizing that individuals may hold one or both of these identities.

4 Unless otherwise specified, Hispanic refers to people who identify as Hispanic laatilia, recognizing
that individuals may hold one or both of these identities.
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Put differently, Yasmeen wil/l not MAaut omat
becaus¢ e mphasi s added] of [her] race224).Blacinghi ci t vy,
Yasmeen in an urban school is not Hisient response to the call for more teachers of color
(Irizarry, 20079 nor will it ensure that her students are receiving a-higdity education
(Haddix, 20179 if she does not receive academic support and/or if she is essentialized, due to
her race, sthaving an intuitive sense of social justice pedagogythacefore needing minimal
support in learning how to teach children of color. Throughout this studughs$to understand
the ways in which HSIs, and MSIs more broadly, negotiate discourses of marginalization and
essentialism that prioritize the placement, rathan the preparation, of teachers of color.

Specifically, | explord the ways in which two HSIs aservingtheir students angreparing
themf or teaching in todayds increasingly (racia
Background of the Problem

Even if they ag aware of the barriers Yasmeen is experiencing, teacher educators at
MSIg/HSIsmay not have the experiences or resources to support her. Many curricular
activitie® especially those centered around better understanding dideesigydesigned to
support theoreparation of a white teacher candidate attending a Pwl, which makes sense given
that the majority (approximately 85%) of teachers in the United States are white women
(Irizarry, 2011; King & Butler, 2015; Merisotis & McCarthy, 2005; Morrell, 2010; Reded
et al., 2012; Sleeter, 2017). Less than 20%-d2keachers are people of color (Gist, 2017,

Haddix, 2017), and many public schools have no teachers of color (Kohli, 2009). The lack of
teachers of color is a consequence of a segregationist hisébrgontinues to fuel inequitable
educational access for K2 students of color and positions teachers of color as less qualified and

less effective (Bristol & Goings, 201 Taken together, this has affected the current landscape of



how teacher educatiggrograms respond to barriers that have excluded candidates of color from
the profession and address diversity in preparing preservice candidates for urban schools.
The Emergence of the Call for Teachers of Color

The dearth of teachers of color is not eerg accident (Gist, 2017; Haddix, 2017).
Representing a shiwfotr lidn elfdekitrsg atf tlreevsiir aalt h
of the law (Delgado & Stefancic, 201 Brown v. Board of Education of Topekal954sparked
the Civil RightsMovement by focusing on the racial integration of Black students. Yet, given
that in some wayghis movementocused on the integration of bodies, rathethe more
meaningful integration of resourc@sendi, 2019;Malcolm X & Haley, 1965), this ruling
(unsurprisingly) had negative implications for how students and teachers of-albmonant
racial backgrounds continue to be positioned in relation to white students and teachers.
Specifically,Brown v. Boardushered in a coleevasive (Annamma et al., 2017) acceptance of
the de facto segregation that occurred after this ruling. Prior to 1954, African Americans
remained committed to the development of Black communities as they created their own schools
and developed their own edators (Rogergird et al., 2012). As alBlack schools were shut
down to support desegregation efforts, white teachers kept their positions and Black teachers
were dismissed (Bell, 2004, as cited in Kohli, 2009; Haddix, 2017; Régdrst al., 2012;
SiddleWalker, 2015). This happeneden though th8lack teachers of segregated schools were
highly qualified with many having completed more rigorous training than their white
counterpartsmoreover, they werdeeply committed to advocating for their studéntss uc ces s e s
both in and out of school (SiddWalker,2000, 2015a nd fAwer e -"Imadedjiethey si ngl
way they approached the education A3.Asf ri can

Airol e model s, intercessoirsst,s o6foarh etr MBS)itheyes tsy de mat



Ahel d unrelentingly hi gpbliticalcrpicue[and partiopated,andi nt r o d
lived in the surrounding commundy @53).What followed and many might argue that this
conti nues i schoolo(@ist,P@éwas bahe ferasure of a Bl a
curriculum, pedagogy, and school commldB)i tyo (
and a precedent of #Aignor i-tnags d do ckan o wli enddg eg esncowr
(Hellig et al., 2014, as cited in Gist, 20179p1). The pushing out of Black teachers sent the
message that school was not the space for Black knowledge or Black bodies in positions of
authority (Fairclough, 2007).
The postBrownera both changed the eduoatl landscape for Black teachers and saw
the persistence of inequitable educational access and outcomes for Black students (Siddle
Walker, 2015). In response, reform efforts in the 1970s and 1980s began to develop programs
that recognized the growing ratmismatch between white teachers antiXstudents (Rogers
Ard et al., 2012) and the subsequent need to recruit and retain teachers of color (Ogletree, 2004,
as cited in Haddix, 2017; Rogeisd et al., 2012). While some national and state programs exis
today to recruit teachers of color (Haddix, 2017; Irizarry, 2007), the majority of initiatives
continue to recruit candidates at elite Pwls for alternate certification programs (e.g., Teach for
America) that temporarily place them as solutions to theadpe of highquality teachers in
urban schools (Rogeisrd et al., 2012; Sleeter, 2017). As p&sbwn efforts remain committed
to preserving the status quo of majority white teachers, teachers of color continue to be pushed
out of urban schoolsand/orsee nt i al i zed as 0 nel2stwsnsofyolor,ol e mo
but not as potentially ef328)) veveedilfogulk sbo

public schools are still de facto segregated by race and inherently unequal.



The K-12 achievement gap has consequences for access to higher education. State test
scores, however culturally biased, not only act as gatekeepers to college agnhisgiaiso
might indicate areas of academic content that professors at many abllagkesling MSIs)
will expect students to have mastered. Lower scores on statecexhatsare disproportionately
earned by students of color (Aud et al., 2@L&)ight indicate insufficient access to learning
some of this academic content. This might partially explain idgmeerwasstruggling
academically at ECU. The achievement gap persists in higher education, as the majority of
university graduates in the United States are
1998; Sleeter, 2017), even though more sttglehcolor are enrolling in institutions of higher
education (Conrad, 2015; Flores & Park, 2013; Merisotis & McCarthy, 2005; Raines, 1998).
Furthermore, alongside a racial wealth gap that is reified within higher education (Kendi, 2019),
the majority of vhite students attend Pwls (Renner, 1998, as cited in Jones et al., 2002), while
approximately 45% of students of color in higher education attend community colleges and
approximately 40% attend MSls (Blake, 2017; Carter & Wilson, 1995, as cited in Iri2a€ry
and Jones et al., 2002; Merisotis & McCarthy, 2005).

This de facto segregation is legitimized by the underperformance of students like
Yasmeen, even though hacko of academic skills can be traced to a gdiwn context that
continues to pushuttheteachers of color who might have more successfully prepared her for
college at any type of institution. Attributing the achievement gap 12 lind higher education
to the individual efforts and merits of students of color, without examining ttiestonary
context in which they are situated, also supports racist policy decisions, such as recent repeals of
affirmative action (Irizarry, 2011; Talbedbhnson & Tillman, 1999), that do little to remedy the

unwelcoming and hostile environment for staideof color atl-year Pwls. In this inherently
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unequal posBrownera that continues to exclude students of color, MSlIs are especially

important as they might be the few higher education spaces that have the potential to graduate
teachers of color. Putffierently, ECU might have been the only higher education option for

Yasmeen, especially if she attended an wnelgourced school.

AHIi ghly Qualifiedo Teachers, AEffective Teach

The persistence of the peBtownachievement gapna the continued exclusion of
teachers of color from the majority of urban school recruitment and policy decisions allow the
skills in which white teachers more often excel to remain at the center of what it means to be
highly qualified educatar As No Chid Left Behind (2001) ushered in an era of high
accountability, scores on standardized licensure exams became the predominant measure to
determine preservice teacher quality (Irizarry, 2007; Re§edset al., 2012; Sleeter, 2017).

Even though white prepgce candidates tend to score higher (Irizarry, 2011), there is little
evidence to indicate that these exams can predict teacher effectiveness (Irizarr02007
Sleeter, 2017). Measures valued by students and parents of color, such as establishing
relationships with families and enacting culturally responsive pedagogy, are rarely prioritized in
definitions of highquality teaching (Sleeter, 2017), even though they are more effective at
addressing dropout rates and making school relevant for studentsan schools (Irizarry,

2011; Rogersird et al., 2012; SiddiValker, 2015).

Furthermore, some states mandate that teacher education programs have a minimum 80%
passing rate on these exams to stay accredited. As a result, some programs are reguiring tha
students pass thesgitexamsbeforethey enter their programs and start their uppeel
coursework and field placements (eBennett et al., 2006; Graham, 201Gyade point average

and other indicators that might demonstrate teacher potentiatdamthe sole considerations
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for admission to these teacher education programs (Irizarry, 200¥), which can usher in
feelings of frustration f dwashompldatetyurifac.8Vehag mar g
to take a test on informationwedl n 6t even | ear n 2823.Ths@olidy! ri zarry
disproportionately affects students of color, who are more likely to score lower or fail these
exams (Irizarry, 20072011; King & Butler, 2015; RogetArd et al., 2012), given that they are
often developed from Eurocentric content standa
not have one question about African studies, thereby excluding the knowledge of candidates of
color who may choose this as a major to learn about a history thait Imaige been excluded
fromtheirkk12 curriculum (Kohli, 2014). Based on he
chances of passing the test were low. Even if her potential to be an effective teacher could be
realized with the right supportshein all likelihood would not be admitted into the program.

Biased definitions of teacher qualifications affect not only the recruitment but also the
retention of teachers of color. Once admitted to the teaching profession, preservice candidates
who excel in pedagacpl strategies developed and reinforced by white practitioners are more
likely to be perceived as effective. For example, many (predominantly white) principals at pay
for-performance urban charter schools give high ratings to teachers who use stnategies f
Teach Like a Champiof2010) byDoug Lemov (a white man), even though it could be argued
that these strategies are another reincarnation of the disciplinary methods used to control students
of color since their inclusion in formal educati@nderson, 1988; DBois, 1903; Ogbu, 2011).
As teachers of color are more I|ikely to quest
education (Carr & Klassen, 1997), they might be less likely to engage in these practices
encouraged Bylelhdier seiclpooleden if those practi

gualifiedo and/ or nAneffective. o0 Thus, even if
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licensure exams, and learns how to translate her experiences of marginalization into equitable
pedagogal practice, her principal may not interpret her pedagogy as effective if it is not aligned
with white norms (Rogerérd et al., 2012; Sleeter, 2017), especially since much of the research
on neffectivedo teacher @ qu ateédibywhikesanolaasigd fApr act
Cullingford, 1995; Marshall, 2016; Stronge, 2018; Stronge et al., 2004). As the most common
factors pushing teachers of color out 6fLR schools are administrative/institutional concerns
(Gist, 2017) antde $it o6 Ko h3B) ratteekthah dfficdtips witha
students, parents, and/or delivering instrugttorma s meend6s | esuldef fecti ve s
prematurely push her out of the profession, thereby reigniting the call for more teachers of color.
Teacher ducation reform efforts around the importance of meeting the needs of diverse
K-12 students perpetuate conflicting messages of the need to increase both diversity and
selectivity in the teaching force (Cochr@mith, 2016). Selectivity, by definition, mean
narrowing the scope of who can be an effective teacher. Diverse candidates, then, are welcome
into teaching to the extent that they can meet the selective standards set by predominantly white
practitioners and policymakers in teacher education put differently, to the extent that they
can be less diverse. This simultaneous call for teachers of color/diversifying the teaching force
and the continued recruitment of elite educated white teachers to work in urban schools (King &
Butler, 2015) positions tehers of color as less qualifiede i nscr i bi ng a binary
gual i fiedo teachers and teachers of color. Th
teachers of color as good role models rather than as effective educators.
In this regard, e call to diversify the KL2 teaching force is misguided since it is based
on simply ensuring the larger presence, or number, of teachers of color. The continued focus on

numbers and diminishing investment in preparation, however, has potentially disastro
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consequences. If the call for more teachers of color is not successful and students of color
continue to be underrepresented in teacher education programs, the underachieveriént of K
students of color that is likely to persist in the current systdhstiii be attributed to a lack of
teachers of color. If the call is successful and the turnover rate for teachers of color improves,
then teachers of color will be held disproportionately responsible for the academic achievement
of K-12 students of colqiHaddix, 2017). We must strike a careful balance, then, between
recognizing the importance of teachers of color in designing preparation curricula, while also
making sure that the onus to complete teacher preparation programs and raise the achievement of
students of color does not fall squarely on their shoulders (Brown, 2014; Haddix, 2017).
The Consequences of Current Diversity Curricula for Preservice Teachers of Color

As history and policy continue to swmpport
who becomes a teacher and the children who at
p. 968), teacher education curricula continue to be designed for white women attending Pwls
who have not experienced the structural inequities faced by udd2naid collegestudents of
color (Bales & Saffold, 2011; Morrell, 2010; Sleeter, 2001). Without these experiences, they are
more likely to enact pedagogy consistent with white, midties culture (Brown, 2002, as cited
in Waddell, 2014; King & Butler, 2015 would seem, then, that teacher education has been
tasked with the work of preparing this assumed homogeneous white female population to better
understand cul tural differences (Sleeter, 200
TalbertJohnsor& Tillman, 1999). Diversity curricula, then, include texts and experiences that
teacher educators use to: unpack strategies related to the equitable teathifeyeit,o
fAidiverse or marginalized students (e.iylensah, 2013; Ukpokodu, 2003); help preservice

teachers explore their own attitudes, beliefs, and identities in relation to their prospective
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(diverse) students (e.g., Amatea et al., 2012; Gay, 2010); and engage in conversations about how
teaching can ban act of social justice (e.g., Baldwin et al., 2007; Whipp, 2013).

Placing all white women into a uniforfiunprepared urban teacbeategory is certainly
problematic, especially given that some white women do not attend and/or are not recruited from
elite Pwls. Yet, dwelling on this issue and providing counternarratives of white women teachers
outside of this category could be understood as a way of maintaining the status quo that white
teachers are still more qualified and/or more effective. It als@$eanexplored the narratives of
teachers of color and their diverse experiences both within and outside the category of
funprepared urban teacherfocused my study, therefore, on the consequences of utilizing
curricula that assume preservice teachedicktes are white women attending Pwls. This focus
is relevant in thinking about Yasmeenb6s prepa
diverse candidates normalize white culture and teach to this assumed preservice teacher
candidate (Kohli, 2009)

This assumption results in particular learning objectives and activities in teacher
education courses. For example, engaging in the work of unlearning postracial ideology might be
very useful for white, middlelass women; however, teachersolor need a different approach
that both centers their experiences and leaves space that does not assume they are experts on the
topic (Jackson & KnighiManuel, 2018). Teacher education programs at Pwls have yet to
consider that npandteahelis of golomtdantereommendies bfealos
cannot | ook t he 2338).Methe fdcks orhwhite teacBReds@&aistspecially
when teaching raeeelated content (Matias, 2016, as cited in Sleeter, 20ft®reis not yet a
consensus,reven enough research, on how this training for teachers of color is supposed to be

enacted, especially at Pwls (Jackson, 2015). It is not surprising, then, that students of color feel
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that their teacher preparation programs are neither effectively ngatti@m how to work with
diverse student populations nor preparing them to engage in authentic social justice work
(Brown, 2014; Irizarry, 2011; Jackson, 2015). As a preservice teacher of color-anthoo of
Tol bert and Eichel ltergerds (2016) study put i
Through different conversationsdétassj t became c¢cl ear the progr
about how to teach social justice, just the buzzwords you need to know when asked about
it, and that true social justice programs were too radical for this instit(p. 1033)
Focusing on the needs of white women teachers also situates diversity in a context in
which it is often discussed only on racial and/or ethnic terms (Montecinos, 1994, as cited in
Knight, 2002). Not only does this neglect the preparatfderachers of color (Jones et al., 2002;
Kohli, 2009; Morrell, 2010)butit also insufficiently prepares teachers of all backgrounds to
teach diverse populations of students (Bales & Saffold, 2011; King & Butler, 2015; Pabon et al.,
2011, as cited in Gogs et al., 2018). While racism permeates all aspects of society (Alexander,
2010; Bell, 1992; Bonillesilva, 2003; Lipsitz, 1998; Tatum, 1997/2017), including schools
(Anderson, 188; DeCuir & Dixson, 2004LadsonBillings, 1998, 2012t adsonBillings &
Tate,1995, t hi s unidirectional focus can potenti al
(Crenshaw, 1991, 1.245) that construct the social world. Diversity curricula that perpetuate a
partial, rather that intersectional, understanding of difference might leave teachers unequipped to
respond to students who traverse multiple systems of oppression. For examgtansously
utilizing the lenses of both race and dis/ability can better respond to intersectional, less often
addressed, consequences of racial disproportionality in special education such as: the
socioeconomic disparities in special education serti@sare more likely to impact students of
color (Baines, 2014; Harry & Klingner, 2006he cultural difference that arestill downplayed

in special education literature (Connor et al., 2019; Ferri & Connor, 2006); the achievement gap
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between disabled Atan American students and disabled white students across both low and
high incidence special education categories (Blanchett, 20@6hetter treatment thatite
students with the same disability label as a student of color receive in school (Aneaaima
2013; Blanchett et al., 2009; Valle & Connor, 2011); ardflct thafi Bl ack st udents w
dis/abilities are positioned differently than white students with a disability and Black students
without a disabilityo (Ba2018957).2017, as cited
Statement of the Problem

Despite the resounding call for more teachers of color in urban schools, the majority of
the teaching force remains white women. The exclusion of teachers of color is legitimized and
normalized by the past and pest consequences Bfown v. Boarde.g., Brown, 2014; Kohli,
2018; Sleeter, 2017). As students, preservice teachers of color are less likely to have access to
guality K-12 schooling that would grant them entry into college and/or into a teacher paparati
program, in part because their own teachers were likely white women who might not have
known how to raise student achievement and/or prepare them for the academic expectations/
content standards of higher e duoosstothisn . Policy
continued achievementgape nl y mai nt ai ned the current stat
candi dates excel in racially biased measures
educators excel in teaching techniques valued byevgnéctitioners and administrators.

Prior work has responded to the exclusion of candidates of color by focusing on the
unjust treatment of college students of color at Pwls (e.g., BBWgps et al., 2013; Haddix,
2017; Jackson, 2015; Talbehnson &Tillman, 1999; Tolbert & Eichelberger, 2016). In
addition to overt acts of racism (Irizarry, 2011; Jones et al., 2002), many candidates are pushed

out of the profession by the whiteness of teacher education (Sleeter, 2017), or the ways in which
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policies anl practices that promote the knowledge and interests of white people remain
unquestioned, normalized aspects of teacher preparation. At Pwls, it might be harder to push
against whiteness because students and faculty oBcwlbo unjustly are more likely tcarry

the burden of educating others about racism (DuBois, §986) outnumbered.

Il n contrast, many scoliansefdr amset MEUSsS i @amnsid
those that prioritize coll ege adanglesvncomg,upport
and racially und e r2b)éomnaduaewiht degieessandimbve nptted ( p .
socioeconomic ladder. At MSis, it may be more necessary to push against racism and whiteness
because these systems and ideologies adversely affiegtaitheir students and faculty. Yet,
there is scant literature that examihesvthis is actually being accomplished. The literature
highlights the inputge.g, culturally relevant curriculum, support services, mentoring services,
lower financial cosfsand outputge.g.,higher graduation rates, a welcoming environment/
community of MSIs more broadlyGonrad,2014,2015; John & Stage, 2014; Merisotis &
McCarthy, 2005; O06Bri en &ofHSisdng&rtculat (G&daetaRai ne s
2019) Yet, the processes behind these produt® nuanced, personal accounts of the ways in
which students and faculty sthools of education at MSand HSIshape their particular
context® remainlargelyunknown. This may be because, in exploring these processes, students
and faculty of color may carry 3thattherden of fr
experiene especially negative onéswill be attributed solely to their race and/or ethnicity.

With caution, then, this study explarthis gap to challenge an assumption upon which it rests:
given the more equitable inputs and outputs at these racially divetisgtimss, preservice

teachers of color will automatically have increased opportunities to learn about teaching diverse
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K-12 students, even in the absence of intentional, deliberate practices and policies focused on the
preparation of teachers of colorMS&ls (and HSIs in particular).

In the absence of this focus, policies and practices regarding diversity are still largely
informed by white norms and produce certain consequences (Gist, 2017; Sleeter, 2017). One
such practice is through diversity currictiat continue to assume a universalized white teacher
candidate who had access to qualittKschooling, does not understand her privilege in relation
to her prospective students, and attends a Pwl. This is problematic because not all teacher
candidatesre white not all teacher candidates have access to qualitg Kchoolingnot all
teacher candidates attend Pyvasdnot allteacher candidates of color share one, singular
experience as members ofidivers® and/or marginalized community that in awfdtself
prepares them tieachsufficiently in urban schools. This studyugihtto address these problems
by centering the voices of minoritized students and faculty, exploring the potential of HSIs to
better negotiate barriers toward the recruitmentratehtion of teachers of color, and utilizing
an intersectional lens that moves the field of teacher education beyond the premise that diversity
equals racial difference.

Rationale

This studywas driven by a more expansive notion of diversity that interrogates the
whiteness of higher education and teacher preparation. In addition to problematizing the assumed
preservice teacher candidate, conducting this stuthe MSI/HSI contextalso problemtzed
the assumed place and space of teacher education. Using an intersectional frAmework
Disability Studies and Critical Race Theory in Education (Dis€rit) examine this space
problematizd unidimensional understandings of race and racism that comttibtihe

marginalization and essentialization of preservice teachers of color.
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The Case for MSIs/HSIs

Pwls continue to be exclusionary spaces for students ofwblmlk ac k Af i nanci al ¢
academicé, social é, [and] pr 007,99 thataddréss suppor
their unigue needs (Jackson, 2015; Kohli, 2009). While some evidence suggests that experiences
for students of color at Pwlis are improving, the gains are marginal (Jones et al., 2002). The
majority (70%) of Black students in thesgaces do not graduate, and research suggests the
sociaB not academi@ environment is a stronger influence on this high attrition rate (Davis et
al., 2004, as cited in Waddell, 2014).

Part of this social environment might be a combination of a lack oltyamiucolor (Jones
et al., 2002; Sleeter, 2017; Talbddhnson & Tillman, 1999) and (predominantly white) faculty
who do not know how to enact and/or teasingculturally responsive pedagogy (Jackson,
2015), stereotype an dforlstodents offcalar (Jdnes etaln 2002e x pect a
p.31), and/ or do not @Ar eco¢hippzetal.s2013,@&.nt s6 di f f
Students of color at Pwisave reportethat while administrators and faculty speak of the
importance of diversity, thyehave little experience and/or have made minimal effort to cultivate
culturally responsive campus and classroom environments (Jackson, 2015; Jones et al., 2002).
Additionally, they also repcoetithat in their courses, professors either ignore them coetplet
treating themasift hey ar e fii nvi s i281B)eobesdentializezham as giversiy 0 1 1,
experts who can speak on behalf of all members of a particular marginalized group (Irizarry,
2011; Jones et al., 2002).

Doing fiwelloin programs thatlo not make a deep commitment to diversity for students
of color often means setting aside identities, experiences, and perspectives that challenge racism

and whiteness (Haddix 2010, as citedHeddix,2017; Tolbert & Eichelberger, 2016). Students
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of color reporédthat their point of view is often silenced, especially when they challenge deficit
thinking and stereotypes of communities of color (Tolbert & Eichelberger, 2016). Given the
discomfort exhibited by some white professors and white studets tatking about race and
racism, it is hardly surprising that students of color at Pwls also egfsodense of hostility
and/or isolation from white students and staff (Goings et al., 2018; Irizarry, 2011; Jones et al.,
2002). Unless (predominantly wa)tinstitutions of higher education are responsive to the needs
and experiences @il their students, preservice teaches of color are likely to continue reporting
t hat t hetpinaease thé rhimortyepopilation, but...only for statistics and ftheir
ownjwelkbei ngo (Jac2Rl3.on, 2015, p.

When the attendance of students of color is an issue of interest convergence (Bell,
1980p or away of meeting the needs of white students by exposing thédivierse students
and the interests of the ivarsity in promoting its reputation as an equitable institdidrmight
seem that diversity education has béachieved when minority attendance increases at Pwils.
Giving their attention to helping white students understand diversity, (white) faciglty atso
assume thadll preservice teachers of color intuitively know how to translate their experiences
with racism into equitable pedagogical practice (Brown, 2014; Jackson, 2015; Kohli, 2009),
while also essentializing them as good role models falestts of color because of their race
(Brown, 2014). Even if these possibilities are rooted in good intentions of trying to recognize and
value the experiences of students of color, they also deny them a meaningful education.

One important set of experiersctnat is ignored in examining both the barriers
preservice teachers of color face in teacher education and diversity cariigtiteat many
preservice teachers of color attend M$igart to avoid some of the negative experiences at

Pwls (Goings et al., 2018). In faétSIs in particular enroll not only large numbers of Hispanic
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students, but also more Black and Native American students than Historically Black Colleges
and Univerdies (HBCUs) and Tribal Collegesd Universities (TCUgNUfez et al., 2015),
rendering them important sites in the conversation on racially diversifying-ftiet&aching
force.The lack of literature on how MSIs and HSIs prepare teachers of colotsefteoverall
pattern of the low representation of MSlIs (Flores & Park, 2013; Raines, 1998) and of HSIs
(NuUfez & Bowers,2011)in higher education research. This might be because M@I$iSIsare
often considered inferior to Pwls (Gasman et al., 2015)d8ail998), despite measures that
indicate they have remained fion par with trad
p. 266), especially when they are more appropriately and fairly compared to Pwlsv&idsH
(Historically white Colleges andniversities) of similar means and resources (Kendi, 2019).
Such perceptions of inferiority can lead to and legitimize what Kendi (2019)a@feras
Aspace raaiedion,of¢acist policies that lead to resource inequity between
racialized spees or the elimination of racialized spaces, which are substantiated by racist ideas
about raciallie®tegd dmawegder(p.o combat this fAspa
specifically, scholars have worked to provide nuanced and multidimensiwtheistandings of:
Aservingnesso beyond instituti onkSlandhi ssi ons s
HispanicservingHispanicenrolling binaries (Garcia et al., 2019); the diversity that exists
among HSIsNufez & Elizondo, 2015Nufiez et al.,2016); and conducting research and
examining and enacting practice at HSIs through a transformativeNénez(et al., 2015).
When examining the experiences of preservice teachers of color, the continued focus on
Pwils leaves unexplored how teacher edusatnd students at M3SIs negotiate exclusionary
policies and practices currently embedded in the field of teacher educatioHBISI®ight be

the forgotten spaces in higher education that can better meet the needs of postsecondary students
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of color; however, it is problematic to assume that the presence of more preservice teachers of
color in and of itself is enough to combat policies and practices that work to maintain the status
guo of the majority white KL2 teaching force. For example, like at@tinstitutions of higher
education, teacher educators and administrators at/MS&ksmight have to support
exclusionary practicéssuch as requiring students to take licensure exams as entry exams for
program admission, even though they act as barvetdi§panic and Black students (Bennett et
al., 20069 in order to stay accredited and/or preservice the rigor of their programs (Bennett et
al., 2006; Graham, 2013), especially if they
totheinfluem e of public pol i ci e sNuUBenetdal. 2016, p.€5).Yet, sour ce
support of these practices might also do little to encourage teachers and graduatesH$I81SIs
to transform the educational system that continues to underserve sidghend college
students of color.

Furthermore, some reseatttassuggestda possible relationship between college
context and how students make sense of exclusionary licensure exams and teacher preparation
program admissions requirements. For example, while many students ahdddmmett et ab s
(2006) stug at a Pwl in theMidwest believed th@raxiswas culturally biasedl aligning with
my earlier anal ysi s 0 &faha@ €018)foond that Blaclsstutlentsata r y e
Historically Black University in North Carolina did not feel this way and instead attributed
higher scores to access to resources. Regarding the HSI college context specifically, students
who chose to enroll id-year HSIs (which were the focus of this study) ehto be less
academically prepared and to come from high schools that are less otosvded a college
going culture (Nufiez & Bowers, 2011). Given the relationship between ayhality K-12

education and difficulty withPraxistest questions (Bennett et al., 2006), students at HSIs may
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have more difficulty with théraxisor other licengre exams. Additionally, HSIs may differ

from each other, in terms of trends around st
admitted to a teacher preparation program, given the diversity &t8issas a whole (fifiez et

al., 2016) and withid-year HSIs in particular (¥ez & Elizondo, 2015).

The Case for Intersectionality

Even though MSIs have made racial difference central to cultivating a diverse student
community, race is not the only lens through which diversity is forefrontdeege spaces. An
MSI designation by itself does little to indicate the demographics of the student population. HSIs
in particular may have a majority white population, others might be racially diverse, and still
others might have a high proportion of agsnethnic minority (Liu & Liu, 2012). Race, then,
cannot be the only way through which MSIs and HSIs make a commitment to diversity,
especially given the combination of the other possible experiences these students might bring
namely,membership in lowncome familiesandbr as firstgeneration college students,
admission through open enrollmergpresentation aindeserved geographic argasreover,
they aremore likely to fit the profile of nontraditional studerfége 24 or above, financially
indepenént, working fulitime, single parents, and/or or pinhe students(Benitez, 1998;
Conrad, 2015; O6Brien & Zudak, 1998) .

While students of color may not carry the extra burden of educating their peers and
sometimes faculty on issues of (racial) divigréBlake, 2017; Irizarry, 2011) at MSls and HSls,
the ways in which students and faculty in these spaces negotiate the understantiatgoibiats
of colord are not a homogenized, universal grauplargely unknown. The experiences of
students of coloare constructed through other axes of difference ithéarn, affect their unique

lived realities as people of color. A gay Black cisgender woman born in the United States and a
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straight Latino cisgender man born in South America will have differentstaaelings of social
justice and what it means to bégerson of colayin the United States. Moreover, being a
person of color does not automatically mean that one is (interested in) working toward racial
equity (Herndon, 2019; Kendi, 2019). Yet, as Ineitof these candidatescurrently the assumed
audience of teacher education curricula, diversity efforts continue to focus on a unidirectional
understanding of race and racism, thereby perpetuating only partial understandings of
subjectivity and systenwf oppression.

While forefronting race in discussing school experiences rightly prioritizes the historical
and present inequities faced by students of color (LaBdbngs & Tate, 1995), this discussion
can al so, potentiialtlrya,grifoaaqn fdli &tfe rcermh2dP@gemo r(er en
within specific racial groups, rendering an incomplete understanding of how students are being
positioned in both KL2 settings and higher education. Throughout this study, | resgtmthe
importance ofising an intersectional lens when examining diversity (Collins, 2003; Crenshaw,
1991) by utilizing Disability Studies and Critical Race Theory in Education (DisCrit) (Annamma
et al ., 2013). Understanding r aciirdensechionall abl e
framework theorizes difference at the mutual
does not exist outside of abil i 6yfForaxamdpleabi | ity
the practice of eugenics was first utilizd o | mpr ove or i mpair the rac
generations either physically oBilngsg@l,al | yo (G
p.116). Racial difference became defititoughdis/ability (Kendi, 2019). Put differently,
Awithout racialized notions of ability, raci a
(Annamma et al., 2013, p5). Similarly, dis/ability became deficit through its association with

race, or as Baynton (2001) ote Aonly disability might | ower a
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being of a B3.Mhusg dny examination of racism must also take into account
ableism, and any account of ableism must also take into account racism. Relatedly,
intersectionaliy from a critical race feminist of color perspective (Collins, 2003; Crenshaw,
1991) necessitates studying identity in relation to power and privilege. Thus, from this critical
perspective, any examination of diversity in teacher education should bedivittin working
toward equity and social justice for historically and multiply marginalized students and
communities (e.g., Bennett et al., 20K®ight, 2004;Noddings, 2005; Philip et al., 2019;
Roberts, 2010Rowan et al., 2021

Using DisCrit offeramultiple affordances for examining the experiences of a student like
Yasmeen and what a robust diversity education should entail. Dis&bildies inEducation
(DSE) woul d conceptualize Yasmeends | ow academic
problematt school environments that may not grant her access to the curriculum, rather than a
result of an individual cognitive deficit (e.g., Harry & Klingner, 2006). Critical race theory
(CRT)would emphasize that casting Yasmeen as academically deficient bbe,Uagitimizes
possible exclusionary acts of racism, such as denying her admission into a teacher preparation
program, even if such exclusion is not intentional (Bennett et al., 2006). Furthermo@RTike
(Solérzano & Yosso, 2002b), DisCrit also ackredges that other social locations, such as
gender and class, fAcontribute to cl@nPatt ructing
differently, DisCrit does not focus on race and disabibtyhe exclusionf other markers of
identity, such as geed and class (Annamma et al., 2013; Gillborn et al., 2016). In using DisCrit,
| workedto leave space to consider additional categories of difference with the understanding
that it is nearl y fdverynppssisaterdedtiandl dy[atmd Jc 0d d Gji U d thio

et al., 2016, p36). Thus, DisCrit would unravel how neither racism, nor ableism, nor other
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systems of oppression in isolation can expl ai
these systems of oppression construct and sustairoteah
Statement of Purpose and Research Questions

Given that little is known about how MSIs and HSIs are preparing preservice teachers of
color, this studysoughtto explore how teacher preparation progratisvo4-year public HSIs
are working against barriers that historically have excluded candidate®oand how teacher
educators in elementary and secondary education programsygeo public HSIs are
addressing diversity in their courses. Resehadsuggestdthat students of color have
experienced marginalization and discrimination on canputhe classroom, and in institutional
policies (e.g., Irizarry, 2011and that diversity is insufficiently threaded throughout entire
teacher education curricula (e.g., Miller & Mikulec, 2014; Milner, 2010; Whipp, 2013);
however, the majority of thestudies have been conducted at Pwls and/or with white preservice
teachers in mind (e.g., Juarez et al., 2008). Furthermore, even though DisCrit conceptualizes the
mutual construction of race and dis/abilifigjversityo in teacher education has generally
foregrounded race (e.g., Bales & Saffold, 2011; Morrell, 2010), despite the overlap in the
strategies used to prepare teachers for (racially) divets2 $€udents and for including students
with disabilities, such as the importance of positive beliefsydés, and nowleficit thinking
(e.g. Baldwin et al., 2007; Berube, 1996; Ferguson, 1995; McHatton et al., 2009). Additionally,
fAdiversityd has remained in the field of general education and dis/ability (and subsequent color
evasion) has remained in tdemain of special education (Connor et al., 2019), despite the fact
t hat K-b2dlasgr@éoms have more racially diverse students (Coebwmath, 2016; Milner,
2010; Sullivan & Artiles, 2011) and more students with disabilities (Danforth, 2017) than eve

before.
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My research questionsdkinto account th current landscaseof serving students of
color in higher education araf diversity curricula in preparing teachers of color. My first
guestion derived from an interest in the affordances and limitations of the HSI comteitity
diversifying the K12 teaching forceWithin this question, | exploreaow teacher preparah
programs at the institutional levetespon@dto barriers that have historically excluded
candidate®f color from(i.e., state licensure exana)dhow professorsat the classroom level,
utilized the promise and potential of HSIs to negotiate thgymalization and exclusion that
preservice teachers of color have experienced at Reiponding to the fact that the majority of
coll ege graduates are still white (Flores & P
and ttat many students who enroll4ayearHSIsare(academically) underserved aslR
studentgNunez & Bowers,2011) my second question derived from an interestamw
professors are teaching their students about diversity. Specifically, in unptekprgfessos 6
instruction, | utilized the lens of inclusive pedagogy, or how they take up a stance in which they
are constantly working to remove barriers to
accessible (e.g., Danforth, 2017; DudMwrling & Burns, 2014; Tobin, 2007), not only for
disabled students but for any student who is marginalized by the ability structures of schooling
(Dudley-Marling & Burns, 2014; Florian et al., 2010; Hart et al., 2007). My third research
guestion derived from an in&st in how professors are preparing their students for the increasing
racial ethnicand abi | ity dK-12dasssobmsyWitl this questibr udes the
concept of dis/ability to think not only about whether people with disabilities werelguatliin
diversity curricula, but also how notions problematized by Disability Studies/in Education
(DS/EY such as normality, capacity, and autond@nwere utilized in their thinking about other

marginalized and/or diverse groups of people (Erevelles, 28@8)tionally, this question was
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guided bya critical race feminist of color perspective (Collins, 2003; Crenshaw, 1991) (stated
earlier)of the importance of studying identity in relation to larger systems of power, privilege,
and inequityln exploring tlese ideas, designed a qualitative study (Bogdan & Biklen, 2007)
guided by DSE (e.gGonnor et al., 2008 CRT (e.g., Solérzano & Yosso, 20@D02a 2002b),
and DisCrit (Annamma et al., 2013018) methodologies that seek to better understand the lived
realities of people who, historically, have been marginalized by positivist methodologies
(Harding, 2006) and to situate their narratives within larger systems of inequity.

The following questins guided this study:

1. How are teacher preparation programs at #&year public HSIs working toward

racially diversifying the K12 teaching force?

a. How do teacher preparation programs at #aaear public HSIs account for, and
respond to, barriers that atraditionally excluded preservice candidates of color
from the profession?

b. How do two professors at twbyear public HSIs consider the marginalization
and/or essentialization of students of color in coursework related to diversity?

2. When teaching presdoe teachers of color, how do two teacher educators at two
4-year public HSIs address the diversity of student abilities in their teacher education
courses?

3. When teaching about diversity, how do two teacher educators dtyear public

HSIs engage witkhe concept of dis/ability as it intersects with race and other

categories of difference?

Significance
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While more educators at Pwls are recognizing the importance of MSIs and how they can
inform efforts at equitable education (Conrad, 2014), | carefutiyrgpted this work in the
i mportance of the space and the participants
understandings of diversity. This work was also not meant to reinforce the burden that people of
color and other minoritized groupften bear when it comes to dismantling systems of power
and oppression. Instead, this study enriches the literature on what it means to teach for equity and
social justice by focusing intersectionally on participants in a §pattelents and faculty (of
color) at HSI® and on a social location of differerdcelis/abilityd that are often neglected in
discussions of diversity in teacher education.

Conducting this study at twyear public HSIs was important because racially diverse
MSI s are fdli kedtyanoe@amadv winl |li mpurt her chal |l eng¢
institutions into neat [ raci aPR)]Addtianbllg.igwr i es o (
studies in the literaturieave addressetie role of HSIs in the broader MSI community
(Merisotis & McCarthy, 2005). Examining twé-year public HSIs shoadthe strengths within
the specific context afach individual teacher preparation program, while also suggesting how
the HSI/MSI label impacts the work of teacher educators aorstitions of higher education
(Gasman et al., 2015). Making this connection in a nuanced way informs thinking on how MSis
canstay united at her than | etting their Ari &¢3) and di v
divide themwhen facing similachallenges such as all being institutions in need of funding for
low-income students (Raines, 1998). Furthermore, this study could be utilized as another piece of
data that MSls and/or HSIs can use as they try to secure more resources, given the increased

pressureinder which they mugtrove they are improving student outcomes (Watson, 2015).
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Racially diverse spaces might provide new avenues for thinking about difference in a
way that moves the field from the placement of teachers of color to their pgrepanawever,
an intersectional framework helps to better realize this possibility. Wiglandeitheorization
of race in teacher education (Milner et al., 2013, as cited in Sleeter, 28 @&hcouraged
scholarship that purposely appl€RT to the fidd, using DisCrit expands this theorization of
race in teacher education and in higher education overall to generate more robust understandings
of diversity and difference for the benefit of those whose differences have been characterized as
deficits. DisGC i t i s an essential framework for probl e
fixed and the notion dineeds) thereby helping us understand the systemritiaable®
teachers and students of color. Furthermore, this study resghiantthe call to expad DisCrit
and use it to inform scholarship topics outside of special education (Annamma et al., 2018).

Finally, the call for more teachers of color currently presents a paradox in educational
policy: Teachers of color are needed to address the diveesis n€ k12 students, but the fact
that white faculty members may be less able to address the diverse needs of college students goes
untouched (Jackson, 2015; Talbdohnson & Tillman, 1999fsrounded in the voices of faculty
of color and from other histizally marginalized backgroundis study addresdehis
inconsistency andan helpteacher educators of all races reflect on their own stances toward
diversity, equity, inclusion, and social justice and the ways in which their stances influence their
praxis. This reflexivity can better prepare a student like Yasmeen and position her as a highly

gualified teacher in an urban school.
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Chapter2
A DISCRIT REVIEW OF THE LITERATURE ONPREPARING TEACHERS (OF COLOR)
FOR DIVERSE STUDENT POPULATIONS

At the | atest count, there are fH(2B3IhatMSI s w
remain excluded from the conversation on how to prepare teachers for dive?ssgtdent
populationsThis exclusion results in curricular objectives that continue to neglect dis/ability
as foundational to understanding diversity, despite the assertion of DisCrit scholars that
A[d]isability, I|like race, of f efr sdi[fnfoerree ncheatn]( E
& Minear, 2010, p128). In this chapter, | work to show how the ways dis/ability and race work
together to uphold notions of normalcy in discourses of difference, equity, and/or social justice
have implications for both the conteand pedagogy of education coursework addressing
diversity at HSIs and MSlIs more broadly.

| start by developing the theoretical lenses that informed my understanding of the
research inquiry. First, | discuss aspects of Disability Studies/in EducatioB)(&8x&1 Critical
Race Theory/in Education (CRT/in Education) that infedmmy thinking about preparing
teachers of color at MSis for diverselR populations. Grounded in the work of critical race
feminists of color who assedthe importance of interseotiality (e.g., Crenshaw, 1991¢rde,
1984/2007/201% | then connect these aspects of DS/E and CRT/in Education to the tenets of
Disability Studies and Critical Race Theory in Education (DisCrit). Next, | explain the
affordances of DisCrit in reimaginirgplutions to current educational inequities in both
and higher education. Finallyutilize DS/E, CRT/in Education, and DisCritteview and

examine the underlying assumptions of the empirical literatoifgow professors are preparing
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teachers fodiverse k12 populations. | conclude this part of the chapter by reviewing the small
body of literature on teacher preparation programs at MSls.
Theoretical Framework

| understand schools and society to be inherently linked, or what happens in society is
(re)produced in schools. Therefore, while Disability Studies (DS) and Disability Studies in
Education (DSE) are two separate academic fields, | discuss them together (DS/E) to show the
parallels between ableism in society and ableism in school. Simildisguss Critical Race
Theory (CRT) and Critical Race Theory in Education (CRT in Education) together (CRT/in
Education) to show the parallels between racism in society and racism in school. Acknowledging
these parallels also reifies that DisCrit can simould be applied to both-iand outof-school
contexts. | finish by bringing DS/E and CRT/in Education together in my discussion of DisCrit.
Disability Studies/in Education

In conceptualizing subjectivity and difference, DisCrit draws from DS and DSE.
DS is a dynamic, interdisciplinary field (Ferguson & Nusbaum, 2012; McRuer, 2006) that
conceptualizes disability as a fAsoci al and po
p.76). A fideli berately, 2008,phMBigng deidebgo i@Cpnaact
concern with school i nxx), pPSEschtlarsatdize dive(satiaegrétioar , 2 0
approaches (Broderick, 2010; Taylor, 2006ptshactively against the ways in which even
critical approaches to pedagogy and cutdoumarginalize dis/ability (Broderick, 2010) and
work to normalize/homogenize students (Erevelles, 2005). Both DS and DSE (DS/E) privilege
the voices and experiences of people with disabilities and understartdkbatcollectively,
they constitute a mority group (Erevelles, 2005; Hahn, 1998; Siebers, 20083). What

follows are aspects of DS/E that infadmy thinking about the preparation of teachers of color
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at MSils. Specifically, | discuss the social construction of disability, how dis/alsilét/the
center of what it means to be normal, and how ableism is sustained in schools and in society.
The Social Construction ofDis/ability

DS/E provides models, or ways of thinking, that push against the medicalized idea that
disability is an individubdefect in need of diagnosis and remediation (Ferguson & Nusbaum,
2012; Siebers, 2008). One relevant and prominent model that informs DS/E is the social model
of disability (Connor et al., 2008). In this model, disability is another socially constracted f
of human diversityQonnor, 2013Connor et al 2008) like race, gender, and other social
locations. Instead of trying fifix 0 people with disabilities, DS/E problematizes the social
contexts that disable an individdaé.g, deficit attitudes, belfs, assumptions, and policss
well as physical buildings and structures that exclude people with disabilities (Ferguson &
Nusbaum, 2012; Siebers, 2008). For example, the medical model would understand a person
using a wheelchair as disabled by theiivilal, limited mobility. The social model, however,
might argue that a person using a wheelchair is disabled by inaccessible environments that lack
ramps and/or elevators. The way in which a person using a wheelchair walks/moves through the
world is conglered part of who they are, rather than something thimiriengd with them. The
social model emphasizes that the experience of being labelled disabled is often more idnpactful
and the conditions that follow that labelling more oppressitean specific bimgical
differences that mark someone as impaired (Baines, 2014; Broderick, 2010; Linton, 1998; May
& Ferri, 2005; Thomson, 1997).

Given that the majority (85%) of students in special education have suhesd, high
incidence, subjective disabilitiegith vague diagnostic crite@asuch as learning disability

(Baglieri et al., 2011Harry & Klingner, 2006 Valle & Connor, 20119 DS/E scholars prioritize
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using the social model. Additionally, an uptake in a particular disability label might be more a
reflection of social conditions than an increase in specific biological traits. For example, Baker
(2002) attributd the learning disabilityiepidemi® to the catastrophe mentality promulgated by
A Nation at RiskBroderick (2010) similarly attributethe autisnfiepidemi®©to more public
awareness and broadening diagnostic criteria. Importantly, the medical and socialaredet
a binary or in direct opposition to each other, especially because the social model is limited in
thinking about disabilies that have medical and/or painful components (Connor, 2013; Siebers,
2008). Still, thinking about dis/ability as another socially constructed aspect of human diversity
has implications for teacher preparation, as it pushes prospective educatonsaoadescit
thinking about students in special education and to problematize disabling educational
environments.
The (Nondisabled)Norm

Left abstract and unstated, whafi®rmabis defined by its contrast with what is stated
as abnormal (Berube, 1996jtithell & Snyder, 2000). Someone is ofityormab because
someone else is considerf@bnormald Dis/ability is at the core of what it means to be normal
(Erevelles & Minear, 2010; Linton, 1998) because people with disabilities comprise everyone
whois notnormal:

Because disability is defined not as a set of observable, predictabi® tikadts

racialized or gendered featudebut rather as any departure from an unstated physical

and functional nor mét he conceptrogenéousdi sabi l

group whose only commonality is being considered abno(fiamson, 1997, [24)
Normal behavior and performance in school are defined by ndté& dad both positively and
negatively. Botfigood andfibad behavior can only exist when acknowledged and set apart

from finormab behavior. DSE scholars purposely work to unpack and analyze hdéwadhed o

student is understood in (positivist) theory, research, and practice (Connor, 2013). For example,
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even thoud discourses of scientism and objectivity fix disability labels within individual

students, DSE scholars problematizefihermab standard against which all students are

measured by taking into account social, cultural, environmental, and even edudatitmmal

t hat can e Xgbhoanabmchiavensehtiorlbehavior (Baglieri et al., 2011; Ferri &
Connor, 2006; Harry & Klingner, 2006; Sleeter

and behaviors are assumed to distribute normally on a lveé,dhhe random errors that are

required to produce a normal custatisticallyc annot expl ain fisocially m
behavi or Marling &Guch) 2619, p1 0 ) . Even i f studentsd test
curve,thisdoes not mean thatwhatdise i ng measured fAactually distr

human pop ul6almpodantly, dhe lfelb curve needs both the upper and lower scores in

order to distribute normally. Therefore, closing the achievement gap is a statistical impossibility

fsomoneds high score is defined by someoneds |
defined by someoneb6és abnormal score. For exam
not receiving A6s. Probl emati zi lrzedsttubtieeoh or ma |

schooling( Bagl i eri et al ., 2011) that depends on A

2006b). It also exposes the necessity of blaming low achievement and failure on individual
studentsé differences,edurmdaional practices@andpaidies cannotv e t h
exist without that very failure (Baines, 2014).

DSE scholars also problematize curriculum as a normalizing tool that legitimizes certain
(nondisabled) subjectivities in school and constructs disability as devimocder to justify the
exclusion of students marginalized along multiple social locations (Ere\zi@s,2011). DS/E
has been a powerful theoretical tool for examining the (mis)representation and inaccurate,

negative depictions of dis/ability in bokr12 and college curricula and in society (Erevelles,
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2005; Linton, 1998; Valle & Connor, 2011). For example, DSE might problematize how the
ways in which special education textbooks, which could be part of the curriculum at MSls,
utilize the medical moddy dedicating each chapter to a particular disability also position the
finormab childd absent from the teditas nondisabled (Baglieri et al., 2011; Brantlinger, 2006a).
SustainingAbleism
Ableism is sustained by many ideologies, beliefs,diadourses about identity, the body,
equity, and human rights that determine not only who has privilege and power, but also who is
even considered worthy of human status (Siebers, 2008; Thomson, 1997). Centering dis/ability
and disabled people exposes dieist practices that are normalized by the ideology of ability,
or societybds hpdefeadmesce {(8piFoedaniple, the 2eBebce pf p .
a student with Downés Syndrome i n g dénoreaba l edu
to utilize takerfor-gr ant ed assumptions about studentsd de
Similarly, many educational practices and policies, even at the college level, work to maintain
ableist norms in schools and in society. For example, tiodoighe of eugenics normalizes a
continued interest in testing, measurement, and diagnosis in both general and special education
across all grade levels, even though it is the practice of measuremedtiiglr than
biological differencé that socially costructs people as disabled,fabnormab (Smith, 2008;
Snyder & Mitchell, 2006).
Critical Race Theory/in Education
DisCrit also draws from CRT and CRT in Education (CRT/in Education) to center race
and ethnicity when conceptualizing subjectivity andedéghce. CRT scholars understand race as
a central organizing principle in society (Bell, 198®%lcoimX & Hal ey, 1965) tha

across c¢l ass, gender , and ot her i140pBuildm@ bl e s o
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on the work of critical ledastudies (e.g., Bell, 1992; Crenshaw, 1991), CRT is an analytic tool
for exposing the social construction of race and the oppressive effects of racism (DeCuir &
Dixson, 2004; LadsoBillings, 1998). First introduced by Lads&illings and Tate (1995),
CRTin Education is fAa radical <critique62pf both
that normalize overt and covert acts of racism in schools (DeCuir & Dixson, 2004; Ladson
Billings, 1998). What follows are aspects of CRT/in Education thatrimfoy thinking about the
preparation of teachers at MSils. | discuss the social construction of race, the consequences of
whiteness as an unstated norm, and how the ideology of colorblindness upholds racism and white
privilege.
The Social Construction ofRace andEthnicity

CRT/in Education scholars are more interested in the domination and subordination that
results from racial categories (Tatum, 129017 and t he fAsystensd we use
racgo ( Hal | , ,abdih@yrardesyp interekt@d)in concretely identifying physical
differences that reflect supposed genetic, innate predispositions (Rothenberg, 2016). The need to
interpret race, or to have racial categories, is a foundational, persistent, and fixed p@art of U
culture Bell, 1992; LadsoBillings & Tate, 1995; Omi & Winant, 1986; Takaki, 2008; Tatum,
19972017. The Lhited Stateglearly and continuously upholds the boundaries between who is
considered white and who is considered-ndnite (LadsorBillings, 1998; Tatum19972017).
Importantly, social construction does not deny real, material consequences of being labeled a
subordinate race. For example, regardless of social class, race affects the quality of medical care
one might receive (Lipsitz, 1998). Given thesearat consequences, some scholars refer to
race as a power construct rather than a social construct, thereby reaffirming that the root of

racism is power rather than ignorance and hate (Kendi, 2019).
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While racial categories are fixed, the social defimsi@nd political meanings of these
categories have fluctuated and changed over time (Hall, 1997; L-8dongs, 1998; Omi &
Winant, 1986; Tatum, 1992017). For example, when the Irish, Jews, and Italians first came to
the Unhited Statesthey were not aasidered part of the dominant white culture (Delgado &
Stefancic, 2017). Yet, citizenship laws helped the Irish elect Irish people into positions of power,
thereby allowing them to enter the middle class and gradually beaehiteo over time
(Takaki, 2008. Race, then, is a sociohistorical conéepcial categories and the meanings of
race are given concrete expression by specific social relations (Omi & Winant, 1986). Some of
these social relations are persistent, such as the legacy of slavery tehapt Blackvhite
relations in the Wited StategAlexander, 2010; Lipsitz, 1998; Tatum, 192717).

Rather than focusing on biological features, ethnicity focuses on shared cultural
experiences, heritages, and traits, such as speaking théasguage (Navarro, 2012;
Rot henberg, 2016). While raci al identity is o
(Omi & Winant, 1986; Tatum, 1992017, some people, such as Latinxs, identify more strongly
with their ethnicity. As white people sodiatonstruct racial/ethnic categories, they also socially
construct ethnic identities. For example, before the Census Burelanse director has always
been a white perséd used the terniHispani®in 1980, very few people in theniled States
thought of hemselves as Hispanic (Rothenberg, 2016).
The (Unstated)Norm of iwhitenes®

Enduring consequencesiafhited as the normalized racial/ethnic category are the
persistence of whiteness, white privilege, and white supremacy, which together work to maintain

racism and what society considers acceptable or normal cultural practices and/or beliefs. The

51 am making this claim based on the fact that the photos of all the directors from the yea281790
posted on the Census Bureaubs website appear to be of
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legal definition forming within the context of immigration and deciding U.S. citizenship

(Delgado & Stefancic, 2017), whiteness has been foundational in créaiGghite) American
subject (Kendi, 2019; Takaki, 2008) and ensuring the racial stratification of society (Buck, 2001;
Delgado & Stefancic, 2017; Ladsillings, 1998; Lipsitz, 1998). In the economic sense, for
example, whiteness is a form of propertyatks, 1993) that in and of itself affects the price of
housing, as houses in majority white neighborhoods are worth more money than houses in
majority Black neighborhoods (Desmond, 2016; Lipsitz, 1998). Moreover, capitalism itself can
be read as inheregttacist (Kendi, 2019), as Black people experience higher and kasjemg

rates of poverty and unemployment, alongside lower wages, less intergenerational wealth, and a
stronger likelihood of downward economic mobiditgll while white people armore likely to

take advantage of government aid/programs (Delgado & Stefancic, 2017; Kendi, 2019). This
extends into education, as school districts serving more students of color receive significantly
less funding per pupil than districts serving more wktudents (Kendi, 2019; Kozol, 1991

2005; LadsorBillings, 1998).

In the social sense, whiteness is a form of property that influences education by
influencing and defining what is taught in the curriculum and what constitutes high student
achievementBlanchett, 2006; LadseBillings & Tate, 1995). For example, the manifest,
explicitly stated curriculum often excludes knowledge outside of mainstream white culture
(Pinar, 1993, as cited in Erevelles, 2005). One example ofgdsscussed ilChapterl, was
of how Eurocentric content standards continue to drive the developmerithistory
assessments and teacher licensure exams (Kohli, 2014). Furthermore, the hidden, implicit
curriculum of schooling teaches all students that the correct ways tacprkdowledge and to

behave in schools are those aligned with white norms. For example, high school sttidelots
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have reported that while they feel being Al ou
smartness ¢ onst mMmuwttiansdressiod actress socia and dcadendico
expectati ons o [4F kis lkdlydhlatlths hidden@Gurricylumgollows students
of color into higher education as well.

't i s t hi afradeiand prepertftieat creates mn analgttool through which
we canunderstaqds y st ems of ] -Billngsdg Tate, 3096, pd8). @RI sahalars
assert that racism is not simply individual bias, but a de facto, normalized system built into the
very fabric of our society that grants\pleges to white peoplftom the disadvantages of people
of color (Alexander, 2010; Bell, 1992; Leonardo, 2004; Tatum, 1997/2017). As such, some
scholars in the fields of education and psychology feel that in order to be racist, one is not only
prejudicedbut also in a position of power/is a white person benefiting from the system of racism
(Tatum, 1997/2017). Consequently, this does not mean that people of color cannot act negatively
toward other people of color based on stereotypes and prejudice aatthatimes committed
by white people are any worse than those committed by people of color. The distinction here is
that the actions committed by people of color are more the result of internalized oppression and
not of benefitting from the system of ranig(Tatum,19972017). By contrast, some scholars and
historians operating within th@olicy domainwork to discern differences between racist
power/policymake® or the conditions that create and sustain racial inegditesl white
people (Kendi, 2019).Fo t hi s per specti ve, [andd iisse nipiolweursi onrgy
(p- 136) to say that people of color cannot be racist, as this ighowesome people of colare
in positions of power that are responsible for enacting racist policies and implies that people of
color are being antiacist all the time, which may not be true. Rather than focus on people,

Kendi (2019) focusgon how policies are either ragisty sugaining racial inequity or
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antiracist by working against racial inequity. Thus, racist/antiracist are not fixed identities, and
anyone (of any race) can be racist or antiracist at any given point in time.

White privilege means that white people raredlyhe t o acknowl edge t he
in | ifeds posBdlings,il998, plile)s oan(d. aadrseonconsequentl y 7
racism, until they face some test , 6 MakoindX t hei r
& Haley, 1965, p363). This is complicated by the fact that white people do not all benefit
equally from racism (Lipsitz, 1998; Tatum, 1997/2017) as they can identify with/be affected by
other subordinate identities. Similarly, not all people of color are equally targetadity as
they can identify with/be affected by other dominant identities (Tat@®72017). Still, in
addition to perpetuating the (false) belief that racially equalizing palicsesh as affirmative
action and the Affordable Care Acthat also benefit hite people are somehow amthite
(Kendi, 2019), te normalized silence and denial around (white) privilege maintain racism
(Delgado & Stefancic, 2017; King, 2015; Kohli, 2009; Mcintosh, 1989; Tatum, 1997/2017) and
white supremacy, or the belief that whjieople are inherentip et t er 6 t han peopl e
Belief in the inherent superiority of white people legitimizes and normalizes excluding people of
color.

One salient example of the ways in which whiteness, white privilege, and white
supremacy operate maintain racism in education is the persistence dfidbkievement gap
between white students and students of color. White students score higher on assessments as
students of color score lower, given the (statistical) impossibility of all studesisirg an A,
as discussed earlier in how DSE problematizes the normal éumeltitude of reasons why
students of color score lower are rooted in their schooling environment and (lack of)

opportunities (Kendi, 20194lisproportionate placement in lowigcome neighborhoods and
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schools, resulting in less money per pupil from the school district (Kendi, 2019; Kozaol, 1991
2005); overrepresentation in special education categories that legitimize low expectations and
exclusion from rigorous instruction (Fe& Connor, 2006; Harry & Klingner, 2005); and racial
bias (Crenshaw, 2015; Gregory et al., 2010) and colorism (Kendi, 2019) on the part of teachers
and administrators that lead to higher rates of suspension and exputgionly for students of
color bu for students with darker skin in particular, ultimately feeding the seiogmlison
pipeline (Fenton, 2016; Heitzeg, 2009; Hirschfield, 2008). White students score higher not
because they necessarily work harder, but because the school system isl desityed
success, and they do not face the same barriers (Kendi, 2019). Yet, the normalized belief in the
forme® combined with deficit views diurbardo studentsofcolofi . e. , t hat; t hey ar
Caraballo, 2019) and their familigsg., that they lack the ability and/or resources to be
(correcth)i nvol ved i n t h;dightfootc 20048 whadntainsawdhite supremacy mnd
white privilege. While it is important to problematize whether katgkes tests measure
liberatory learningand/orwhetherclosing the achievement gap can actually dismantle racism,
the material affordances of test scdrestich as college access and scholarship qualificétions
are also important to consider. Even if there is a disconnect between what somesna lear
college and their chosen profession, college graduates are more likely to have better life
outcomes in terms of housing, salary, health, and employment (Blake, 2017; Reuss, 2001/2016).
If white students disproportionately score higher on statedadisr have more access to
college, then they also disproportionately receive the privileges that come with these scores.
Colorblindness

People of all races might denounce the achievement gap; yet many might not understand

it specifically as racism (Kend2019) (and ableism, as | mention later in my discussion of
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DisCrit). This is because, while still rooted in the notion that racism is an act of individual bias,
many (white) people conflate being racist with acknowledging race in any way (Wells, 2014, as
cited in Annamma et al., 2018). Instead, they encourage colorblineheat®l stances to

societal issues, which mask how racism normalizes racial inequities (Kendi, 2019). (I unpack

c ol or b lsusedithedisgabildy metaphor later in my discussiof DisCrit.) For example,

race is often avoided when talking about students and schools. Black and brown students are
continuously referred to d@mt-risk,0 and schools that serve mostly students of color are called
fiTitle 10 and/orfurbard schools (Brow, 2014; Rogerérd et al., 2012) without any explicit
mention of race.

Colorblindness is a form of fse®andsm because
acknowledge race is a refusalfse® people of color and to acknowledge how they (white
people) benefifrom racism. Racism is now harderfjorovep given that there are de jure laws
that make it illegal to discriminate based on race (Bell, 1992; Lipsitz, 1998). In fact, many white
people interpret overturning Jim Crow and other de jure laws as evidence that race relations have
improved (Alexander, 2ID). Since people of color cannot (legally) attribute their problems to
racism, they often get blamed as individuals for their subordinate positions in society (Bell,
1992; Cacho, 2012; DBois, 1903; Kendi, 2019). Colorblindness also legitimizes de facial
segregation. This can happen through both liberal ddsash as overturning affirmative action
under the guise of being opeminded, tolerant, and/or inclusive and judging people for who they
are on thdinsided (Bonilla-Silva, 2001/20162003 Lipsitz, 1998; Rothenberg, 201®)and
conservative ide@ssuch as the criminalization of drug and substance abuse imémme,

Black and brown neighborhoods (Alexander, 2010; Lipsitz, 1998).
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Colorblindness normalizes racism by sustaining ideologies andsiafalso do not
explicitly acknowledge race, such as liberalism, the myth of meritocracy, individualism, and
objectivity/neutrality (Bell, 1992; Crenshaw, 1991; Lad®itings & Tate, 1995). Opposing
affirmative action, for example, reinforces the mgthmeritocracy that everyone has an equal
chance of becoming thiesb person for the job, scholarship, or other selective opportunities if
they work hard enough (Hurn, 1993). Not all racial groups have equal access to being the
fbesbd an abstract ideaet by the white dominant culture. Yet, white people continue to use the
myth of meritocracy to make colorblind statements about people oficdior j ust dondt t
hebés the besdt hoante, fwhri Iteh er gcoibsot , ar ewngroup! | I eg
interests and fAmask[s] the real it y03)Thusec onomi
while there may be good intentions behind pleas to not make everything about race, terminating
racial categories in and of itself is not antiracisd @an only happen when there is no longer a
relationship between race and economic, political, and social power (Kendi, 2019).
Disability Studies and Critical Race Theory in Education (DisCrit)

DisCrit is an intersectional framework with foundations & work of critical race
feminists of color (Annamma et al., 2018; Collins, 1990/2@083;Erevelles & Minear, 2010;
Lorde, 1984/2007/2016), which contends that a ¢ e a n dalwayapari ofamy a r e
di scussiono (Annabmao& MWownan2i0d@®&i vipdual s e x|
by the ways their various identities interlock within systems of power and privilege
|l ntersectionality i s a Acommon elwWxthatday met ap
describes the process of beingsitaneously and reciprocally shaped by multiple social
locations. Dealing with differences within groups, rather than pretending they do not exist

(Crenshaw, 1991, Lor de, 1984/ 2007/ 2016) , hel p
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(Crenshaw,291), mobilizes a groupdés power (Lorde,
mul tiply subordinated members within groups a
beneficiaries, of the civilar7).Fadrexanmple wki@dir uggl eo
members of the groufsvomerd may have had the same interest in the right to vote, women of
color were marginalized within this struggle, as white women activists utilized racism to garner
white mendés support for womends suffrage (Rot

This intercategorical approach to intersectionality binds identities to the structural
conditions and historical contexts in which they are constructed (Erevelles & Minear, 2010;
Siebers, 2008). For example, the social construction agitbenard gender canot be
conceptualized outside of current systems of privilege and power. The very traits associated with
femininityd such as beinfcompromisin@d are constructed within the historical and present
consequences of sexism and patriarchy, such as the wagbajd@ue rendered such traits
necessary. (The interpretation of this trait
identities.) Thusfrom this realist perspective (Siebers, 20@8))ceptualizing knowledge and
identity as socially constructed amd of itselfis not enough to change the material consequences
of being labelled a subordinate identity (DeCuir & Dixson, 2004; Siebers, 2008). Even well
intentioned members of dominant groups can perpetuate inequities (Roegman, 2018).

Using this undetanding of intersectionality, grounded in the work of critical race
feminists of color, | start my discussion of DisCrit by first showing how it extends the prior
work of CRT scholars who argue for the importance of using an intersectional frame when
undestanding racism. Next, | show how DisCrit extends the prior work of DS/E scholars who
trouble how dis/ability (language) is built into current conceptualizations of oppression and

liberation. Finally, | use these extensions to discuss how the tenetsQritDmformed my
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thinking about the research inquiry. | work to show how the previously discussed aspects of
DS/E and CRT/in Education relate to and inform the tenets of DisCrit tisgin thinking
about how students at HSIs are being prepared th thaerse K12 populations.
Extending CRT
CRT scholars argue that dismantling racism cannot happen without also understanding
and dismantling the ways in which multiple systems of oppression interact to position people in
society (Lorde, 1984/2007/2016;duhtosh, 1989; Tatum, 1922017). CRT, then, is an
intersectional framework that values the ways our identities traverse multiple categories and how
our experiences cannot be defined by a single type of oppression (Bell, 1992;-Bdliisgs,
2012). This stance allows CRT scholars iolgematize, for example, sexism that exists in Black
communities, while also understanding that Black masculinity is constnwitad the racist
conditions in which many Black men live and that this violence-gpted to legitimize the
unequal treatmd of people of color (Crenshaw, 1991; Leonardo, 2004; Tatum/2QD7.
DisCrit, then, is a fAtool indebted to, and
(Annamma et al., 2017, #53) by showing how the intersection between race and dis/ability has
presently and historically worked to marginalize people of color, often with violent and
disastrous consequences (Annamma et al., 2018; Erevelles & Minear, 20109 Tatleyut
explicit mentionofr ace, di s/ ability, and/ ordetrhcea spuwerop ose
Asurplusodo popul ation (Al exander , ®&tBelidealogyEr ev el
of eugenics utilizes the intersection of race and dis/ability to normalize the exclusion of people of
color through segregated settings for studeht®lor in special education (Reid & Knight,
2006); racial disparities in the death penalty (Delgado & Stefancic, 2017); the disproportionate

representation of Black afmtownmen in thel.S. prison system (Alexander, 201dalcolm X
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& Haley, 1965), the mjarity of whom have a disability (Valle & Connor, 2011); and the
overrepresentation of Black and brown people murdered by law enforcement (Kendi, 2019), at
least half of whom have a physical or mental disability, are Deaf, and/or are aRiepizna
Samaasinha, 2018).

This study, thenywasinformed by a necessary alliance between CRT and DS/E. Yet,
perhaps due to the historical legacy of other marginalized groups distancing themselves from
dis/ability (Baynton, 200D a topic | address more thoroughly in the next seéti@RT (and
other) schtars often do not recognize dis/ability as a social construction and exclude it as a
critical social location (Erevelles & Minear, 2010). Leaning on the medical model and equating
dis/ability with deficit, t-dnaygisofadicabiyasiper pet ua
intersects with race, X8.ass, and gender oppre
Extending DS/E

DS/E scholars conceptualize dis/ability as an organizing theoretical tool (Erevelles, 2011;
Linton, 1998; Siebers, 2008). DS/E is not only a theory aboability as diversity and identity
(Ferguson & Nusbaum, 2012), but a dA[di &] ablin
t hat affords deeper thinking about #Adi smant]li
oppression along multipletote r axes of i den t2l4B)yUiiliziogEhise vel | e s,
organizing theoretical tool, DS/E scholars have shown how, both historically and presently,
many marginalized groups have used dis/ abilit
(Schalk 2013, as cited in Annamma et al., 20171%8) to form coalitions. By arguing that they
are all people who aienpairedby or lacking somethingn society (May & Ferri, 2005;
Thomson, 1997), they worked to distance themsedtrasegicallyfrom disability in order to

assert that they should be granted citizenship and equal rights (Baynton, 2001; Siebers, 2008).
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For example, in addition to race, men suffragists also used disability to assert their right to
vote, arguing against claims that they lacked mental capacity (Baynton, 2001). They never
guestioned why disability justified exclusion from fire@rmab people in society (Baynton,
2001; Charibn, 1998; Linton, 1998) in a similar way that educators do not question why
disability justifies exclusion from th@imormab students in general education.

Scholars have used DisCrit to fAlay bare so
epistemologi al commi t ment s o ( A2) mardentaexgosiheaMays, 2018,
ableist language perpetuates fienognition, allows for the subordination of dis/abled people,
and misses the intersections between being socially constructed racially asttia@dthe
dis/abled p.154)1 mport antly, wuncovering these ideol ogi
l inguistic or philosophical i n natlk98gasthét 1 s
overt disability language historically utilized by mingrgroups from other social locatiahgo
both assert their rights as citizens and describe their oppressive expériemnoess real,
material conditions. For example, MagdFerri (2005)wot e t hat HfAabl ei st not.
and movement édefei nd baemrdtiimang r es i k2P)avretcte, and
noti octandiogh pd® f or onebés rights invokes a partic
to all in society. This is mirrored by the material inaccessibility of citizenship, btithse
Arights tend to be @poling pldaces,dodvn denterscceurtroans, and koo ¢ a t
forthot hat are not al ways accessible 1520 peopl e w

CRT scholars have similarly

use[d] dis/ability as a methpr for disadvantage: racism cripples, deaf to the argument

on racial injustices, and shesighted views on racial inequities. Yet, people with

physical differences experience racism; deaf people can listen to arguments; and those

who are nearsighted catill understand complex situatiarf®&nnamma et al., 2017,
p.153)
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Di s/ ability metaphor s Bkdoes attheBottom ofhe Welli c k Be l
fidisablingd e s p ai x p, (sphizepbrénia!l 6 p , iparamaad a (39), and his use

of Le Gui nos feelbleonmdedchsild toiHugtrate How tadisen bonds white people.
Cornel | We s tblindnesmotfi d leeggda | t H e r-Bilimds,i1998, p1i), dnd a d s o n

Rita Kohli (2009) wotethat it is unfortunaté h at 7 ma n yblind ® the \mag whiie ar e

0

hi story, culture, and values are prioritized,

(p. 243). George Lipsitz (1998) describeh i t e n e s s pathology n@g3uthatrhasu s
finjuredBlack f a mi [L8). Everosonjemttempts to use intersectionality to strengthen CRT
argumentdiave pushedis/ability to the margins and/or ubsit as a metaphor to describe the
experiences of people multiply marginalized. For example, in discussing haergen
complicates race, Lorde (1984/2007/2016) refgtr o mal e h disease | f1R)y as a
Thus, DisCrit builds on the work of DS/E scholars by applying the affordances of
problematizing dis/ability metaphors to the work of CRT. For example, Dis€rdlars trouble
notions of coladblindness for utilizing ableist metaphors that position dis/ability as ignorance (or
blind people as unknowing), limiting understandings of racism as only visual, and suggesting a
passive response to the unequal materiadlitimns experienced by people of color. They instead

propose coloevasiveness as a term that is not ahlsighals a more robust understanding of

race and racism as multimogalnd mor e appropriately captures

passiverefusal to interrogate racism and white privilege (Annamma et al., 2017). Importantly,
color-evasiveness is not simply problematizing and updating the language of CRT theorists, but
instead fAexpose[ s] 1tsbe (t thm)ts @dckl@abindmesstlcamsbéw a(yps
di s ma n t148% Bub differpntly, when people utilize dis/ability metaphors to address racial

inequity, they both fA[i n]Jaccurately depict
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in Annamma et al., 2017, @#53). Thus, in exposing dis/ability metaphors in conversations about
race and racism, DisCrit extends the affordances of DS/E in helping us understand how
dis/ability nomalizes the dehumanization of people marginalized along other lines of difference.
For example, in addition to the inaccessibility of citizenship from a disability perspikdtee
courtrooms and polling places without social and physical support segttDisCrit can also
expose the racial component of <citizenshipos
laws construct Black and brown peopleigiegalsd andficriminalsp thereby justifying their
dehumanizing treatment in society (Cachdl.2Massey, 2013; Ngai, 2004).
Tenets of DisCrit

In understanding race and disability as relational concepts (Erevelles & Minear, 2010;
Leonardo & Broderick, 2011), DisCrit highlights multiple points of contact between CRT and
DS (Erevelles &Mlinear, 2010) that have resulted in the following seven tenets

1. DisCrit focuses on ways the forces of racism and ableism circulate interdependently,
often in neutralized and invisible ways, to uphold notions of normalcy.

2. DisCrit values multidimensional idéties and troubles singular notions of identity
such as racer dis/ability or classor genderor sexuality, and so on.

3. DisCrit emphasizes the social constructions of race and ability and yet recognizes the
material and psychological impacts of beingelal as raced or dis/abled, which sets
one outside of the western cultural norms.

4. DisCrit privileges voices of marginalized populations, traditionally not acknowledged
within research.

5. DisCrit considers legal and historical aspects of dis/ability andardtéow both
have been used separately and together to deny the rights of some citizens.

6. DisCrit recognizes whiteness and Ability as Property and that gains for people labeled
with dis/abilities have largely been made as the result of interest conveajence
white, middleclass citizens.

7. DisCrit requires activism and supports all forms of resistgdcenamma et al., 2013,

p.11)
Here, | demonstrate how these tenets relate to the earlier mentioned aspects of DS/E and CRT/in

Education that informad my thinking about systems of inequity and the research phenomenon.
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SocialConstruction of Identity. As stated earlier, DS/E utilizes the social model to
conceptualize dis/ability as a form of identity, rather than an individual, biological deficit (e.g.,
Connor et al., 2008). Similarly, CRT/in Education scholars agree that race is a powerful social
congruction and signifier without a strong biological basis (Hall, 1997; Ladlings, 1998;

Omi & Winant, 1986). Informed by critical race feminists of color, DisCrit brings thsgects

of DS/E and CRTogether in Tenets 2 and 3 to argue that the sooratructions of dis/ability

and race are dependent on each other and work together to uphold ableism and racism. The
ideologies typically associated with maintaining ableism, such as eugenics, are inextricably
linked with race (Gillborn, 2016, as citad Annamma et al., 2013), as discusse@hapterl.

Similarly, the ideologies associated with maintaining colorblindness and racism, such as the

myth of meritocrac§ whi ch presumes that hard work, or on
the basis for theireward$® are inextricably linked with maintaining ableism. Thus, in bringing
together these tenet s, Di sCrit al sonotlonlyi | ds on
the construction of identity, buttalsdeniii hgos
(Crenshaw, 1991, 4.297).

ConceptualizingNormalcy. As stated earlier, DS/E scholars work to show how
dis/ability defines its dominant culture, nondisabled. Being nondisabled, ebbadikd/minded,
means not claiming its subordinatélisability. Just as normal cannot exist without abnormal, the
construction of théiabled body/mind cannot exist without the construction of the disabled
body/mind. Someone is crazy only because someone else is not. Someone has a limp and/or
moves/walks abnormallgecause someone else walks without a limp arftMamally O
Furthermore, as nondisabled is the norm, one impairment makes someone disabled even if
everything else in that per s oinodrab(thontsgn, and/ or
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1997). Like thenondisabled identity that depends on dis/ability for its construction, whiteness is
an unmarked, normative, yet always shifting category that cannot exist without its racial other
(Leonardo, 2004, eonardo & Broderick, 2011). Whiteness is defined by whiatriot. For
example, at a basic level, the existence iifar car® aisle and arfiethnic hair car@aisle in
many drug stores across thaitéd Stategmplies not only that normal hair care products are
those suited to white peoplebds hair, but al so
an ethnicity. This can be traced to the antebellum era when white was considered the pure,
normal raciakcategory, and any racial intermixture made soménoe-whiteo (LadsonBillings,
1995; Omi & Winant, 1986). The effects of this can still be felt today, when Barack ©@bama
who is half white and half Blaékidentities himself and is identified by others as fiinst Black
president.
Yet, an important distinction here is that whiteness is not built into the overt language
we use to describe this relationshigiraced or firaciab differencé while dis/ability is still built
into the overt language we use to désxthe relationship between disabled (normal) and
nondisabled (abnormal) people. Thus, bringing DS/E into contact with CRT might provide a
more robust understanding of normalcy. Tenet 1 of DisCrit recognizes and emphasizes the
relationship between whitess and dis/ability, or that whiteness depends on dis/ability and
dis/ability depends on whiteness in constructingfitf@mab standard in the hited StatesFor
example, Leonardo and Broderick (2011) acjueh at | i ke whi teness, fithe
smartness satur at e 221%.\Responding tp sneartnbse acathnot hapgee 0 ( p .
without a simultaneous interrogation of how whiteness constructs some students as intelligent
and how intelligence brings students of all races closer to approxgrthéfinormab (white,

nondi sabled) student subject. They have al so
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ideol ogical system of 6goodrbgsmidrinedbBwhiked er i ¢k
norms for both behavior and academic achiexafability. In relation to this study, Tenet 1 can

help the field of teacher education better understand both the racist and-thfeeledsscussed

ableist norms that shape the experiences of preservice teachers of color.

Systems ofOppression.DS/E affirms that ableis@ like racism, sexism, and other types
of marginalizatiod is a system of oppression built into the very fabric of our society that
simultaneously excludes people with disabilities and affords privileges to nondisabled people.
Similarly, the work of CRT scholars shows that the good intentions of some white people
(Bonilla-Silva, 2001/20162003 are not enough to radically alter the impacts of being labelled a
person of color in th&nited StatesTenets 5 and 6 of DisCrit bring this prigork together in
thinking about how race and dis/ability have worked to marginplizeo pl e fAcaught at
interstices of multiple di fl128kIn relationgcsthis studg,r e v e | |
these tenets unpack how policies and fizas within teacher education exclude candidates of
color and confer to white candidates race and abilitg., passing scores on standardized
licensure examéeeChapterl)d as forms of property.

Regarding Tenet 6 ,s992)aealfinterest conyergenBeerlndwdé s (19
efforts at addressing racial inequity are often only successful if they also advance the interests of
white peoplé can be applied to dis/ability. Using the social model of disability to advocate for
accessibility must ofterrdmed as benefiting everyone in order to be realized by the nondisabled
community (Annamma et al., 2013). (In fact, | use this framing in my discussion of inclusive
education |l ater in this chapter. ) Silsm | arly,
there is a substantial reason to maintain disablement as an exploitable and serviceable

commodityo (Oliver, 1 9 91%8). Oamescould use BisCrititorexp&id g | i e r
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this notion to problematize how students of color are construstiat-asko of dropping out of
school and/or ending up in prison, and therefore in need of extra séré@agssocial workers
and behavioral health prograishat, in effect, provide jobs to (white) middle class people.

Tenets 4 and 7 of DisCrit draw dmetwork of critical race feminists of color and utilize
the framework of intersectionality when thinking about how to respond to systems of oppression
t hat sustain each other. Di sCrit emphasi zes t
reinford ng é , [ thus] a political response to eachée
to bot ho ( Cr ¥833 hhasyirChapt&3)IHiscusp how | apply Tenets 4 and 7 of
DisCritin conceptualizing a research methodology that works to previlleg voices of my
participants and to resist the predominant, deficit narratives of teachers of color maintained by
the current teacher education landscape, as descrikdpierl.

Taken together, the Tenets of DisCrit can also problematize and negtagrent
solutions to inequities in school and society (Annamma et al., @0&Bjch are more likely to
affect college students of cofbt hat f#fAcontinue to rest on and re
oppressiono (Leonar2d26)bgocuBingmnrace and dis/abilkyGnl 1, p .
isolation. For example, thinking about tfiechievement gaypthrough the lens of race alone does
little to challenge the i nhe688inctategoazing ei st nor
students based on their measiachievement and leaves unquestioned why the achievement gap
between students of all races and ethnicities in general and special education (Valle & Connor,
2011) hardly receives as much attention as a social justice issue. When some scholars
conceptual ze fAmak[ing] achievement gains and exit]
p. 24) as something to which students of all races should have equal access, it reifies the

normalized assumption that students in special education are, by default, low achievers.
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Furthermore, much of the DSE scholarship focuses on subjectiveinbigencedisabilities that
are schogebased (DudleyMarling & Burns, 2014) and how those intersect with other social
locations, such as race (Ferri & Connor, 2006; Harry & Klingner, 2@@@enyeducational
opportunities tdnistorically marginalized students. $rit scholars, however, problematize
solutions to racial disproportionality in special education that suggest, either implicitly or
explicitly, removing disability labels from children of color. This suggestion is rooted in an
ideology of cure (Garlan@homson, 2013) most often generated from outside of the disability
community (Broderick, 2010; Linton, 199BYthat emphasizes the importanceéiotercoming
oneds disability eyedthdugsmmesdisabibtiasrwidl neyver gb @viay gnd
cannot e extinguished. The distinction between students who have supjeaédiological
differencedirequiringd their exclusion and those whose differences are socially constructed in
the environment reinscribes the medical model of disability, ignores tfagives effects of
labeling, and does little to chantiee status oflisability as undesirable (Baker, 2002). Put
differently, if thefisolutiord to the problem of overrepresentation is to stop labelling children of
color with disabilities, then the overagitoblem of the ways that students with disabilities are
treated in schools will remain unaddressed (Leonardo & Broderick, 2011). Yet, focusing on
problems in special education solely through the lens of dis/ability does little to take into account
how bothgeneral and special education are embedded in the institution of schooling that, both
historically and presently, has utilized the intersection of race and class to stratify students in
society (Anderson, 1988; Blanchett et al., 2009;Hois, 1903; Ladse-Billings & Tate, 1995).
Preparing (Racially Diverse) Teachers for Diverse Student Populations
As disability is a foundational and integral part of constructing many social differences

(Erevell es, 2005, Erevell es \lledw Mineas, 2010,2010) ,
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p. 133), | start my review of the literature with the field of inclusive educatwhich centers
how the ideology of ability hierarchically positions students marginalized along multiple social
locations of differena@ as it relate$o understanding the pedagogy and content of diversity
courses. Next, | utilize DS/E, CRT/in Education, DisCrit, and inclusive educatrenigw the
literature that explicitly discusses preparing teachers for diverse student populations. Finally, |
utilize DS/E, CRT/in Education, DisCrit, and inclusive education to review the empirical
literature on the curriculum and pedagogy utilized in teacher preparation programs at MSis.
Conceptualizing Inclusive Pedagogy and Preparation

The field of inclusive edud@n is relevant to my study in two ways. As related to my
first and second research questions, | am interested in whether teacher educators themselves are
adopting an inclusive pedagogy, giv@hthe marginalizatiomnd essentializatiostudents of
color have experienced in higher educatiemd(b) the factthat students at-year HSIs, in
particular, may enter college needing more academic suppaii€fN& Bowers, 2011), as stated
in Chapterl. As related to my thit research question, | am interested in lifowélusive
education and/or dis/ability is covered in teacher preparation courses for diverse populations.
Thus, | am interested in how teacher educators incorporate an inclusive philosophy/stance and/or
inclusve practices irboththe content of their diversity curricula and their own pedagogy. This
can help ground claims regarding the inclusion of dis/ability in diversity coursework and the
accessibility of teacher educatorsd instruct.i
Inclusive StancePhilosophy

Rather tharan fiachievemeritthat happens when diverse students share the same
classroom or when a finite set of skillssteeen taughtnclusion signals a realized belief thzit

students benefit both academically and socially when th@reange of abilities in the classroom
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that require more diverse approaches to teaching (Berube, 1996; Ferguson, 1995; Oakes, 2005).
Utilizing the social model to locate tifiproblen® of low achevement in the educational
environment rather than in individual students (Oakes, 2005), inclusive educators adopt an open
stance in which they are constantly working to remove barriers to learning (Danforth, 2017,
Dudley-Marling & Burns, 2014Hart et al, 2007; Naraian, 2017T,0bin, 2007). Inclusive
educators work to Apresume competenceo (Bikle
to understand studentsd perspectives on their
ableist, interpretatius. Still, the work of inclusion is messy (Danforth, 2017) and limited in a
society in which the world outside of schools has yet to be inclusive (Linton, 1998). Thus, an
inclusive philosophy in and of itself is not enough to make inclusimrk.o It mustbe realized
with the enactment of inclusive practices, made possible by supportive school contexts (Baines,
2014; DudleyMarling & Burns, 2014; Tobin, 2007).
Inclusive Practices

There is a growing body of theoretical and empirical literature on specific practices that
can help educators more fully realize the goals of inclusion. Many of the following tenets of
accessible instruction align with the literature on culturally respereid sustaining pedagogies
(LadsonBillings & Tate, 1995; Paris & Alim, 2014) and how to teach (racially) diverse students,
as | discuss later. Accessible instruction often reinforces strengths of all, not just some, learners;
allows for changes inassignent s, eval uations, and/ or assess!I
and strengths; takes place in a positively managed classroom community; expands beyond
whole-class instruction by utilizing individual instruction and flexible grouping strategies; gives
students consistent feedback; positions students as the experts of their learning; fosters

collaborative problem solving; differentiates instruction based on student learning profiles;
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establishes routines for higjuality discussions; offers students aw®s; and integrates

multimodality (e.g., Hart et al., 2007; Lotan, 2006; Oyler, 2001). Universal Design for Learning
(UDL) is the main framework in the field of inclusive education for considering these tenets of
accessible instruction (Dudléylarling & Burns, 2014). Instructors utilizing UDL work to

provide multiple means of representation, engagement, and expression in their lessons in order to
achieve accessible goals (Hitchcock et al., 2002; Jackson & Harper, 2006). While leaning on
interest convergencéhis aligns with théenet in thesocial model of disability that when we

design (educational) environments for everyone, social contexts are better for all people. A
student may ndineed another instructional method, but it certainly may allow theapde
engagement with the lesson (Tomlinson & McTighe, 2006).

In addition to realizing accessible instruction through careful planning (Valle & Connor,
2011), another important practice is prioritizing the voices of students and families (McCloskey,
2011).This is especially important in a society in which nondisabled people continue to believe
they know what is best for disabled people and to make decisions on their behalf (Biklen &
Burke, 2006; Danforth, 2017). Finally, the literature suggests that inelpsactices are realized
in successful ceeaching relationships in which general and special educators can each
contribute their own, different perspectives on student learning (Jackson & Harper, 2006) and
can straddle both general and special educates/identities (Naraian, 2018017).
PreparingInclusiveEducators

While the empirical and theoretical literature supports the strategies and practices that
cultivate inclusive classrooms, there is not as much research on pogptye preservice
teacherdo be inclusive educators (Allday et al., 2013; Florian et alLQ2dagona et al., 2017).

Furthermore, there are three gaps/areas in the literature that my study addHieststhere isa
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continued focus on inventories of the types and number of inclusive and/or special education
courses being offered (Allday et,&2013; Harvey et al., 2010), rather than on deeper analyses of
course syllabi, content, and instruction. This does little to tdlbugteacher educators are

addressing inclusive education and/or disability. For example, in their inventory analysis of
tacher education courses, Allday et al. (2013)
0l inguisticallyd diverse popul ationsébecause
di sabi 1303). Yet many @Sk scholars believe timatusive education is not just about
students with disabilities, as the ideology of ability works to reinforce many exclusionary
mechanisms that affect students marginalized along other social locations, such as race,
language, or ethnicity (DudleMarling & Burns, 2014; Florian et al., 2010; Hart et al., 2007).
Importantly, as inclusive education is not solely about disabled students, inclusive practices such
as UDL can, and should, be used in conjunction with other social justice pedagogies such as
culturally responsive and sustaining pedagogy (Kieran & Anderson, 2018). Thus, even though
Allday et al. (2013) claimdt hat A mi ni ma |306} io teacherepreparaton prognams
addresssdisability, it is possible that courses excluded from theirntwy are addressing

inclusive practices and/or fostering inclusive beliSscond, when studies looked across

multiple teacher education programs, researchers tended to categorize institutions by geographic
location (Allday et al., 2013; Gehrke & CoccleHda, 2013; Harvey et al., 2010; Voltz, 2003),

rather than by Pwl and type of MSI. The literature on preparing inclusive educators might be
another example in which MSlIs remain invisible and/or unrepresented. Third, in addition to
examining an underreprasted research site, my qualitative study makes a different contribution

to the literature by focusing more deeply on the lived experiences of a smaller sample of teacher
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educators and students, as many of the studies | reviewed werenmeieadds (e.g., iday et
al., 2013; Cooper et al., 2008) and focused on trends across large sample sizes.

As many Astudents enter teacher educati on
oppressive conceptions of disabilitwpd2) Vall e
teacher education programs have been insufficient in adequately addressing inclusion and
preparing their preservice teachers to take up an inclusive stance, especially their general
education majors (Allday et al., 2013; Cooper et al., 2008; Dém2017; Lombardi & Hunka,
2001). This is evidenced in both special and
prepared to individualize instruction and provide accommodations for students with disabilities
in inclusive classrooms (e.g.agona et al., 2017). The type of program in which preservice
students are enroll@dspecial education, general education, elementary, secoadargp o
also influences how prepared they feel to be inclusive educators, with special educators generally
feding more prepared than general educators (Gehrke & Cocchiarella, 2013) and secondary
teachers feeling the least prepared and holding fewer positive beliefs about inclusive education
(Cooper et al., 2008). Many DSE scholars have argued against the n@digparation of
general and special education (Connor, 2013; Florian & Linklater, 2010; Oyler, 2011), as it
reifiesthe need for separate teachers and separating students. They believe that one way to
address the complexity of inclusiamore thoroughlys to offer more integrated programs
(Harvey et al., 2010) that have been found to be more successful in teaching specific, inclusive
practices (Lombardi & Hunka, 2001), such as howateachsuccessfully (e.g., Arndt & Liles,

2010, as cited in Allday etl., 2013).
Empirical research has demonstrated, ttasome extent, coursework on special

education, inclusive education, and/or students with disabiitesimprove preservice
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candidatesd preparedness f or idfffevenae,sotdeficitand un
(Gehrke & Cocchiarella, 2013; Parker et al., 2014; Zagona et al., 2017), which is a more
humanizing view of people with disabilities (Bogdan & Taylor, 1989; Connor, 2013) as agentic.
Yet, while preservice teachers can confidendfirte inclusion, as it is presented in their
academic coursework (Gehrke & Cocchiarella, 2013), they struggle with recognizing inclusive
practices in their field work that Areach bey
educat i on 2BeQ@then studjes lave(algo. noted the need for a more explicit
connection between coursework and field placements, or theory and practice (Brantlinger,
2006a; Florian et al., 2010; Naraian & Schlessinger, 2017). For example, in their qualitative
studythate ami ned preservice teachersd understandir
(2014) realized that:
While the field provided a context for applying coursework, we naively assumed that
the very act of pairing the course and field would befecgnt vehicle for scaffolding
preservice teachersod beliefs a.filTthemeeradt ruct
of placing of students in the field did not prompt them to actively pursue opportunities to
connect back to the course contépt 148)
The literature highlights several strategies to help preservice teachers make these connections.
First, several studies suggest the importance of helping preservice teachers develop positive
attitudes and beliefs regarding disability that can tiedn develop an inclusive stance and feel
prepared to teach in inclusive classrooms (Florian & Linklater, 2Bafker et al., 2014;
Silverman, 2007). Giving preservice teachers multiple opportunities to reflect on their practical
experiences can foster neanclusive, positive attitudes and beliefs about students and their
families as they make sense of their particular school/classroom contexts (Florian & Linklater,

2010; Naraian & Schlessinger, 2017) and the tensions that arise when the thebgy and

Ainstructional puri tyo ( 98xaadfiaclusive eddcatiSrechursework i nger |,
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do not fully align with state and/or national

practi ceso ( Da rtheiopersohal exgletdcdslilassraomsd(Nacaian &
Schlessinger, 2017). While teacher educators should prioritize an understanding of their
studentsé6é beliefs and knowledge of societal
also take into account that preservice teacheildtiey learn best from hands experiences,
such as developing Individualized Education Programs (IEPs) and working directly with students
(Lombardi & Hunka, 2001; Van Laarhoven et al., 2007; Zagona et al., 2017). Just as positive
beliefs are limited ithey cannot be translated into practice (Coci8anith et al., 2015)
coursework that makes central connections to the field has been found to foster inclusive
attitudes and beliefs for both general and special educators (Van Laarhoven et al., 2007).

A second importaréd and often insufficiently addressed inclusive skill in teacher
preparation (Van Laarhoven et al., 2007$ successful collaboration and/orteaching
between general and special educators. Even as more general education programs are offering
extended coursework on inclusive practices, researchers are continuing to find that special
educators have more focus on collaboration in their coursework and recommend that general
educators also need these opportunities (Harvey et al., 2010; Zagbna@&t4d. Addressing
collaboration as an inclusive skill in coursework is important because preservice teachers feel
less prepared to work with educators who hold different philosophies-t@aching, disability,
and/or inclusion (Zagona et al., 201 7urfhermore, while inclusion is becoming more widely
accepted, the specific roles that general and special educators are supposed tarakssme
clear (Allday et al., 2013; Cooper et al., 2008). One way to addrdsgaciing that has received

positiveattention in the literatufe despite inherent institutional challenges to its implementation
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(Cooper et al., 200&iarvey et al., 2010Yoltz, 20039 is for faculty across departments to
model ceteaching in courses for preservice teachers (Cooper et @8; 20l1tz, 2003).

The dominant approach that general education programs use to teach about disability
and/or inclusion is through a separate, focused course (e.g., Harvey et al., 2010). Yet, Gehrke
andCocchiarella (2013) stalehe importance of presentig i ncl usi on as a fAcom
concept that may be i mplemented i n v2i5),yi ng de
rather than Afragment e d215¢ padallysafdoessadtaerabstieex per i e n
coursework. The latter reinforeg¢he technicist notion that teaching is a discrete set of skills that
can be easily transferred from one school context to another, which does little to privilege the
skills that teachers may bring outside of this set that can also foster inclusiveatassr
(Brantlinger, 2006a; Florian & Linklater, 2010; Silverman, 2007). Thus, a third strategy for
developing inclusive educators could be infusing disability throughout the entire curriculum,
rather than leaving it the subject of a separate special estucatirse (e.g., Voltz, 2003). This
strategy helps preservice teachers understand disability as something integral to all aspects of
their teaching, rather than as an -anfdto already established instructional strategies (Voltz,
2003). Yet, some studentselementary and secondary general education programs that are
infusing disability throughout the curriculum have repofiele el i ng nei t her comp
confident to teachéstudents [with disabilitie
p. 192). This finding led the authors of the study to suggesth at a new cour se de:
specifically for general educators be developed rather than attempting to use current special
educat i on 1%pruaddsess@inclugive education. Taken togethese somewhat
divergent views in the literature might suggest that general educators need both a separate special

education and/or course on disability, as well as disability infused throughout the entire
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curriculum, to address the complexity of inctusiand to understand disability as
diversity/identity,in addition tothe specific practices and strategies for teaching in inclusive
classrooms. This suggestion aligns with the <c
threaded throughout the currionh or addressed in a separate course, as | discuss later.

A fourth important skill for inclusive educators is positioning disability as a form of
diversity and agency (Baines, 2014)aootheri ¢ u I-btouurned, physi cal ly just.
(Thomson, 199, p.5), rather than as a deficit (Oyler, 2011). This can include more accurate,
humanizingisimulatiord exercises, such as boycotting inaccesgldeesrather than
fpretendin@ to be disabled for a finite amount of time (Valle & Connor, 2011). Relatedly,
course assignments and activities should be informed by the voices and experiences of people
with disabilities (Brantlinger, 2006a; Florian & Linklater, 2010). Finally, whilelents report
that lecture and class discussion are the most frequently used modalities to teach about disability,
special education, and/or inclusive education (Lombardi & Hunka, 2001), some literature
suggests that preservice candidates enjoy multiptialities for engaging with the material,
such as group work, project presentations, an
as practical examples (Gehrke & Cocchiarella, 2013). Thus, while some scholars believe
preservice teachers are nogpared for inclusive classrooms because they are not taking enough
coursework related to students with disabilities and/or inclusive education (Allday et al., 2013), it
seems what is even more significant is the way all courses, taken together, adtrgissinc
Teacher Preparation for Diversity, Equity, and Social Justie

In using DisCrit and inclusive education to review the empirical and theoretical literature
on preparing teachers for diversity, | work to show how the assumption of a white preservice

candidate attending a Pwl and forefronting race and racism results in particular content and
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pedagogy for teaching preservice teachers about diverse student populations. Here, | focus on
how/if the strategies researches/esuggested intersected with gieviously mentioned
strategies for preparing inclusive educators. | also focus on the accessibility of these strategies.
The AssumedPreserviceCandidate and nstitution
The majority of the studies that explicitly address teaching diverse spmjauiaitions
reinscribed the normalized assumption that preservice teachers are white women attending Pwls
in one of a few ways. Significantly, the analysis | provide aligns with Coe¢hnami t h et al . 0 s
(2015) literature review on teacher preparation foitggund social justice:
[Tleacher candidates from dominant groupseéh
di ffered from the mainstream, an.Tlesesumpti o
studies framed helping future teachers examine and alter their afmws diversity as a
fundamental problem of teacher preparat{pnl114)
First, many studies explicitly described their participants as majority white women. Many
researchers legitimized this focus by saying that their sample was representativeatibttes n
teacher population and could therefore be more informative when conceptualizing the
preparation of teachers of diverse student populations (e.g., Kahn et al., 2014; Waddell, 2011).
Yet, a CRT lens might conceptualize the abundance of researchitermwwmen preservice
teachers as interest convergence, or how the needs of divé&stifdents only seem to be
relevant when they converge with the interests of a predominantly white teaching force that is
becoming increasingly aware that they cannottmed hei r st udent sdé needs (
Relatedly, if the authors did not explicitly state that their participants were white, they
nonetheless conducted their inquiry at Pwls (e.g., Juarez et al., 2008). Some mentioned this

explicitly in the descriptionfo t heir research sites. I f they di

work demonstrates that even if unstatef;azeleseg participant and/or university is most likely
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white, as white people often do not see themselves as racial and/or ethnic (Mclr@8sh, 19

Tatum, 19972017). (See the earlier discussion on normality andittzer car@ aisle example.)
Researchers also reinscribed this assumption when they discussed that the goal of

diversity education is to help (whitgomen) preservice teachers underdtthe systems of

oppression that impact their prospective students (e.g., Ellerbrock et al., 2016; Gay, 2010; Miller

& Mikulec, 2014). In fact, Juarez et al. (2008) explicitly tied the goals of diversity education to

white preservicecheaomerfor f#dli e®clsent y@l).séj ust

Rel atedly, researchers also discussed how tea

resistance and defensiveness when teaching about social justice, diversity, and/or equity issues,

sincet hi s might be the first time studentsd core

Pohan & Mathison, 1998; Ukpokodu, 2003). While one could argue that not all people of color

think deeplyabout their beliefs regarding racial diversity, CRT theorists remind us that economic

and social systems in the United States are designed so that people of color have to develop

Araci al awar enkzs3), (Breld b AdaowPBos, pad),okshow ousnes s

white peoplebs perceptions of them shape thei

preservice teachers of color will be defensive or resistant to social justice topics if they already

had to develop even an implicit awarenessrafqual systems that continue to be confirmed in

the literature (Kochhar & Fry, 2014/2016; Lipsitz, 1998). While white people are becoming more

aware of the ways in which racism puts people of color at a disadvantage, there is less

acknowledgment of the wa in which they beneffromthose advantages (Mcintosh, 1989). It

would make more sense to assume that the preservice teachers resisting curriculum that exposes

this inherently, unequal dacto system would be white. Preparing teacher educators for this

resistance, then, means preparing them to respond to their white preservice teachers.
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Both Wiedeman (2002) and Trent et al. (2008) discussed the gap in the literature on how
teachers of color came to understand diversity in their teacher preparaticanpsog few of
the studies | reviewed did focus on preservice teachers of color and/or MSIs; however, none
seemed to focus on preservice teachers of etlendingMSls. The studies that focused on
preservice teachers of color were those attending Pwlif@n their voices were silenced and
marginalized (e.g., Jackson, 2015; Knight, 2002). Additionally, some of the studies that
examined racially diverse institutions did not seem to take this into account in the way they
reported the findings. For exampiehile King and Butler (2015) examined the exposure to
diversity curricula at nine majority white teaching programs and five majority Black teaching
programs, there did not seem to be a significant relationship between the raciaimudkbe
university aad whether/how they offered diversity content. This was evidenced both in the
guantitative data the authors presented as well as a lack of focus on this possible relationship in
their discussion on the inconsistent delivery of diversity/multiculturalaueiacrossll teacher
preparation programs they examined. Similarly, while Enumah (2021) mentioned that three of
the 16 teacher educators in her study on how teacher educators balance pedagogical tensions
when teaching about race taught at an HSI, stheali account for this institutional context in
the presentation and discussion of her findings. Taken together, this evidence suggests the
overwhelming presence of whitenessboth teacher education and research (Sleeter, 2017).
First, the lack of disa@sion on the part of the authors is also an effect of whiteness and/or
interest convergence, as focusing on racially diverse institutions might be absent because it does
not benefit white students and teacher educators. Second, the reported insuffictevessiby
curricula at teacher preparation programs serving racially diverse students suggests that even

MSiIs can be influenced by the ideology of whiteness, especially if their status as an MSI came
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after years of being considered a Pwl. This mightyes enore likely for HSIs. UnlikélIBCUs
andTCUswhich were developed for the explicit purpose of meeting the academic and social
needs of African and Native American studergspectivelyHSIs developed circumstantially
due to a large number of Hispassitidents living in the area and attending the college (Gasman
et al., 2015; Merisotis & McCarthy, 2005).
ConceptualizingDiversity, Equity, and/orSocial Justice

When reviewing the literature for how diversity, equity, and/or social justice pedagogy
areconceptualized, | decided not to tease apart these terms in my search and review. Most of the
studies, either explicitly or implicitly, addressed one or two ofaliesns when talking about
the other. Put differently, the majority conceptualized the importance of successfully teaching
diverse k12 populations as a social justice and/or equity issue. Here, | use DS/E, CRT/in
Education, and DisCrit to discuss the doling in relation to teaching diverse R students: the
importance of a caring stance, relating diversity to equity and justice, the identities and
experiences that are centered in current diversity curriculum, and the kinds of teachers that the
field corceptualizes as most equipped to address diversity, equity, and/or social justice.

Caring StanceRelation. There is an abundance of literature on the importance of an
ethic of caring that recognizes the wholeness of the child (Knight, 2004}uehts (and
people) as both individuals and as members of larger groups in the context of schools (Collins,
1990/2003; Noddings, 1998005). An ethic of caring is relational, rather than an individual or
collective virtue or behavior (Knight, 2004; Nadds, 200520123 2012b), and is integral to
the success d@ll studentsbut particularly multiply marginalized studenBe@ubeu-Lafontant,
2002; Valenzuela, 1999ptudents in urban middle school classrooms redtnat care is an

important aspectfdeacher quality, even if they never felt they had a caring teacher (Alder,
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2002). In her work with immigrant and U-Born Mexican high school students, Valenzuela
(1999) similarly found that Astudenaral view ca
I e ar ni79).qRelatignpl caring moves beyond passive empathy through mere exposure to
othersé stories (Boler, 1999) and instead arg
(Collins, 1990/2003)attentive, respectful listening (Bolel999; Collier, 2005; Noddings,
2012b) and motivational displacement, or seeking to understand whiabttineo is going
through (Noddings, 20020123 2012b; Zembylas, 2015) or how they formed their ideas
(Collins, 1990/2003), rather than how we might feel in the same situation (Boler, 1999;
Noddings, 2012b). Put simply, treat others as they wanted to be treated, not how you want to be
treated (Noddings2012a). An ethic of caring also emphasizes reciprocity (Noddings, 2012b;
PiepznaSamarasinha, 2018)he caredformu st per cei ve t he caregiver ¢
to complete the caring relation (Noddings, 2@ 2 2012b; Valenzuela, 1999).

While teachers have the responsibility to both create and maintain caring relations with
their students and to model to their students how to develop the capacity to care (Knight, 2004;
Noddings, 2005), the situation and context of particular schools andlischimpact whether
relational caring can happen (Noddings, 2005; Valenzuela, 1999). Thus, when students
demonstrate resistance, it is often to these schooling processes rather than to education
(Valenzuela, 1999). From a culturally relevant, Black hustgrerspective, Knight (2004)
further refers to this as fAdegrees of <caring,
depending on the context of the school, teachers, and students. Caring ethics emphasizes the
i mportance of diffeeepcescQoliing, d99&%/2008 dNeddings, 2005) and parents
and students determining their own needs (Collier, 2005; Noddings, 28®y 2012a;

Noddings & Brooks, 2017), in dialogue with their teachers (Philip et al., 2019), including
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whether they wartraditional or progressive practices (Noddings, 2005). Within an Afrocentric

feminist epistemological perspective that pus

knowl edge validati on p#A9 atensvaued irf{ bOtb#2andrhiger 19 9 0/

education and in which Aconcrete, b4))Colined expe

(1990/2003) articulatka n et hi ¢ of <caring in which Apersonaea

uni quenée2s)s,0 f(tph.e appropri gtuemneZ)p,.odne mod e walso p

capacity f o6r3)e napraet hitycoe n(tpr.al t o t he62knowl edge v
Whil e coercing students to engage in any Kk

goodo may be i ncomp aWNdaddingsel199vj Noddings & Braoks| 20ky; st anc

Valenzuela, 1999), it is also important that the teacher not neglect aspects of education to which

all children should be exposed (Collier, 2005; Noddings, 12005; Noddings & Brooks, 2017)

and which connectwittt udent sé6 i dentities, experiences,

2017; Valenzuela, 1999) and target instruction accordingly (Alder, 2002). Put differently, caring

does not neglect academic achievement (Alder, 2002; Noddings, 2012a; Roberts, 2010;

Valenzuela, 1999). Rather, a caring stance questions the curriculum on which such achievement

is premised (Noddings, 2005; Valenzuela, 1999). Valenzuela (19®ardistinction in her

work between amaesthetid or m of caring, Apr enor@aetdesthat ¢ o mmi -

purportedly | e a6@l)anadaraatiehticieny o caing thab emphasizes a

reciprocal, caring relation between teacher and student. When teachers insisbondher

Acaring about scrheoloat i@ ot h(ep ea brseesnwclet oifs of t en

schooling that emphasizes fAculétlfod,adcitedimd | i ngu

Valenzuela, 1999, % 2) v i a a[thadfdstudents] perceéive as uninteresting, irrelevant,

andtesd r i vet2)o (p.
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Thus, within the current structures of schooling that often work against this relational
type of care (Fisher & Tronto, 1990, as cited in Valenzuela, 1999; Noddings, 2005), many
students feel their teachers do not care (Alded22¥alenzuela, 1999), thereby severing the
caring relation. Alder (2002) thus recommedthat teachers and students talk together about
what care means in their classrooms. Relatedtlisability justice perspective on care further
affirms care as a delctive responsibility, access as a procasgthe need for the carddr to
consent to the caring relatiomoreoverdisability justice does not often fit into many traditional
structures and movements toward justice (Pief@araarasinha, 2018)

Relating Diversity to Equity and Justice.DS/E, CRT, and DisCrit are critical theories
that assert the importance of addressing issues of equity and social justice in relation to diversity
(as discussed earlier). In other words, difference is significant beitasiggherently tied to
unequal power relationia both school and society. From this critical perspective, teacher
education requires a foadgooted in the knowledge of local school communities (Zeichner,
20199 on the larger sociopolitical context angstems of equity and justice that form the
backbone of education and schools (Meyer & Leonardi, 204@nzuela, 199% embylas &
Papamichael, 2017). Commitments to equity from a critical perspective can beddeafistus
on use of language and beligisringing about changeealist/economic determinigtsor focus
on structural change and material conditions in relation to larger systems of inagdityr
middle grouné or consider both cultural and structural forces in social justice work (Bemnett e
al., 2019; Delgado & Stefancic, 2017). For example, researchers in the idealist or middle ground
camps may push back agaifigtacticebase® pedagogies that have a history of seeing
culturally sustaining pedagogies as only relevant to certain aspects of instruction (Brown &

Br own, 2019) and are often Arooted in cl assi
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because they distractusbm speci fying and addressing conti
al., 2019, p8). Realists/economic determinists might argue that straying too far from practice
and advocating for equity and justice through (academic) language alone runs the risk o
ignoring i mmediate ways of OomaegapneedsdBeh, 996, o st ud
Delgado & Stefancic, 2017).

In their narrative literature review on how white privilege is addressed in teacher
education, Bennett et al. (2019) found that tlegamity of studies were idealist, focusing on

changing beliefs of white preservice teachers in relation to privilege in order to combat racism,

Awith no explicit goals provided to motivate
structuralcha g e 0900).9i. mi | arl 'y, in their systematic rev
education research frafiskt he chal l enge of preparing future

(p.112), Rowan et al. (2021) utilized an idealist stance in examining specifidatiyher and
how diversity is linked to equity and/or social justice. Of the 209 studies that met the criteria for
the review, they claimed that only 40 specifically addressed equity and/or social justice. They
characterized t hésdevet sadtrigrsedlaathdis btacc htimmegg af f or
teacher education as a political project in the identification, contestation, and/or denaturalization
of narrow, reduct i ©4é)abow diversitpnorkimglagamdt divbreity dse f s 0 (
something to simply be acknowledged and celebrated. Studies within this strand emphasized the
importance of intersectionality, challenging the construction of identities, and

requirin[g] teachers to develop very particular eomations of theoretically informed

knowledge and skills, all of which rest upon supported and structured opportunities to

learn how to recognize, make visible, critique, and work against traditional operations of

power (p. 141)

Rowan et al. (2021) suggedcritical theories should inform teaching for diversity, such as
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antre s s e n t[anayisdapdf geder that draw upon feminist or profeminist theory,
analyses of race that draw onépaodktcol oni al
[analysefof disablity that acknowledge the differences between medical or social
models (p. 139)
They classified 190 of the studies in their review as teadbogtdiversity, as they addressed
the fineed to provide preseabwidé¢ & etr skB@),pmlr § pwi t h
187 of the 190 asateringtod i ver si ty, as they emphasized dpr.i
cateringtod i ver se l1l8®&rnerSsawd(ip.s in these two group
learners with consistently evidenced educational problems that preservice teachers need to know
about in order to be ef i3)anditheresuggestadcpbdagogcali nt o
approaches in order to meet their needs. Thus, without an emphasis on (critical) theory and
language, Rowan et al. (2021) did not conceptualize these 190 studies as emphasizing equity

and/or social justice.

Care can/should also be a vehicle for equity awibs$justice in k12 schools, as it

Ashould transform schools and, eventu&%.y the
Put differently, a caring relation must al so
p.182) i n t e aprédece setier ge@dectiZens@dequately prepared for a place in

partici pat or yl62d63)nandpeoplewhg, in (efbepting upon their own lives
(Mintz, 2013), both ficare for those they enco
distmc e 0 ( Nodd i3y Fhis ne2zadsltdles a rpckoning with the tension around the

fact that there exist varied understandings around the purposes of education (e.g., academic,

moral, social, political, spiritual, etc.) (Noddings, 192@18) and théact that some students,

teachers, and/or educators may not agree with this relationship between school and a democratic

society.
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From Black feminist, womanist, and culturally responsive perspectives, care must be
related to an intentional, collective effort in working toward social justice and dismantling racial
inequities(Beaubeu-Lafontant, 2002; Knight, 2004; Roberts, 2010} tlarks against the
ideol ogy of capitalismds emphasis on the indi
2004; Noddings & Brooks, 2017). Anchored in the experience of an African American
preservice teacher, Knight (2004) spedifi’e themedrom which teachers can draw
connections between culturally diverse theories of care and being change agents: engaging in
culturally affirming practices of multiple cultures, emphasizing fortitude to persevere in the
midst of adversity, having the ability tecognize and willingness to address difference and
inequities, emphasizing the importanceatewhole child, andeing abldo see oneself as a
teacher engaging as part of a collective in challenging inequities. Roberts (2010) found that
African Americm t eachersdé6 definitions and perception:
intersected with CRT. In particular, two themes emerged: political clarity/color talk with
studentd around their beliefs that Black students need Black teachers to help thestamdier
academics as a pathway to equity and to advise them on the increased challenges they are likely
to face as members of marginalizedgréupsn d r oot i ng t heir practices
futures beyond school a s oftrabigmyandcdhegeniopicirfluemcest h it
i n Amer i c a A62)s\mlenzuela (1999) 6imilarly arglihatauthenticcaring
(mentioned earlier) i s 1M c a :ns dirma ki utngrots chuwfo
institutions for membersdafi st ori cally oppressed subordinate
(P-2109) and must be ndi nf ULle)eMbrespedfitallypteathers, i ¢ a | cl a
administrators, and school staff must fAbring

focusd09)p; nAabandon -blideurricwwumiara neutcafassanilation | o r
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proceg®6)(pand fully engage in understanding
sociocultural, and structural barriers that obstruct the mobility of Mexicangouth09), rather

than holding individual students and familsdelyresponsible for changing their

circumstances. In examining the pedagogy of exemplary Black women te &darbeuf -

Lafontant (2002) used a womanist perspective to frame care asgbaldtivism.Working

toward social justice and change, these Black women teachersnmi t ment s t o fAcont
societal stereotyp&dandtopetievecirdandoerpeat dgreiathedsrfrerm 0 ( p .
Black children is, in and of itself, a politicatt.

Identities and ExperiencesCurrently Centered inDiversity Curriculum. In assuming
preservice candidates were white women attending Pwils, the majority of studies centered race,
ethnicity, and/or racism when talking about preparing teachedsviersity, equity, and/or social
justice. Some studies stated this explicitly. For example, Juarez et al. (2008) emphasized the
i mportance of preservice teachers responding
soci al j21).90ther tudied did thgs. implicitly by linking social justice and/or equity
education to that which is integral to teaching studenfiarinaro areas (Bales & Saffold, 2011;
Waddell, 2011; Whipp, 2013). Sometimes race and class came as a joint issue when preparing
teachers to address diversstyccessfullyn their classrooms (e.g., Amatea et al., 2012; Morrell,

2010), which makes sense given the continued overrepresentation of people of color-in lower
income brackets (Lipsitz, 1998) (discussed earlier). For exanvpkn Cochratsmith et al.

(2009) analyzed interviews with preservice candidates for social justice themes, they had a code
for Arecognizing inequities, o which included
Abreaking down mrmaa3b@@Evenifracedndiracsm wesemat itheefocus,

they were still mentioned. Authors who wrote about other social locations of difference did so
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only with the acknowledgment that race has generally dominated conversations of diversity and

for thatreason, they were going to discuss a social location that was not receiving as much

attention in |Iiterature (Hughes, 2010; OO6Har a
Some researchers, however, expanded their definitions of diversity to include other social

locations, such as gender and sexuality (e.g., Ellerbrock et al., 2016; King & Butler, 2015). Yet,

even when offering an expansive list, race, ethnicity, and/or combatting racism as a goal of

diversity education were often listed first (e.g., Spalding.e2010; Whipp, 2013).

Furthermore, many times these expanded conceptualizations did not include disability (Leonard

& Leonard, 2006; Miller & Mikulec, 2014; Waddell, 2011). If disability was included, it was

often not explicitly stated. Rather than reiieg to disability as a form of diversity, researchers

used descriptors such as AdivedBam | earner so (

Aexceptional i t-Gomezp20Qke Thegfact thatsuhblarsin theea@zademy have

stayed somewhat silenh@onsidering dis/ability a form of diversity in curriculum (Biklen &

Kl'i ewer, 2006; Erevelles, 2005) is I|likely bec

(Biklen & Kliewer, 2006,p1 77) , or an fiideol ogical eterstem at

of schoolingo (Leon221% and ighds edacdtermr thatldgitimizzdtiel , p .

knowl edge they produce. Smartness,K 220voRever , 0

example, tracking students by ability also ends up trackirdgsts by race and class (Oakes,

2005). Thus, including a nonracialized conception of dis/ability in the curriculum might not be

enough to combat the social, economi c, and ma
Some scholars, however, did inde disability in their expanded notion of diversity (e.qg.,

CochranSmith et al., 2015). Yet, Kahn et al. (2014) limited their discussion of disability as

diversity to focus on t he speealellcatippmeand h eorfs di c u |
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(emphasisdded, p61). Relatedly, GaandMager (2011) forefronted disability in their

definition of diversity; however, they were purposely examining an inclusive education program.
Thus, dis/ability, even as a form of diversity, remains the domain of special andusive

education (Baglieri et al., 2011). When diversitgs in fact, infused in special education

programs, race and ethnicityerestill forefronted (Trent et al., 2008).

The Kinds of TeachersM ost Equipped to AddressDiversity, Equity, and/or Social
Justice.Outside of the literature that explicitly discuspeeparing teachers for diversity, equity,
and/or social justice, the literature on the preparation of teachers of color is also relevant to this
discussion. The preparatiohteachers of color in and of itself is often conceptualized as an
issue of diversity, equity, and/or social justice (Kohli, 2009). Race is also forefronted, then, in
conceptualizing thgypesof teachers that are more equipped to teach for social jastite
dismantle inequities. While inclusive education of students with disabilities is also
conceptualized as an issue of social justice, the preparation of disabled teachers is an area of
scholarship that has yet to even be realized. There are hardly, gtadies that call for disabled
teachergwhether they have a schewmhsed or noischootbased disability)discuss the
preparation of disabled teachers, and/or position disabled teachers as necessary for combatting
inequities and promoting social justin K-12 schools. Put differently, the literature seems to
suggest that students of color (and white students) need teachers of color and that disabled
students need inclusive, but nondisabled, teachers. This speculation is also supported by the
takenfor-granted assumption that we have official designafiagsneral vs. special educator
that segregate students by ability; yet there remains no official distinction between teachers of

white students and teachers of students of color.
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This isespecially problematic, given that people with disabilities stegistically the
largest minority group facing social and economic oppression in the United States (Belt, 2016;
Erevelles, 2005; Siebers, 2008). The economic sphere/pool of eligible teachers became
increasingly inaccessible to people with disabilities after the InduBevolution ushered in an
ideology of capacity alongside the ideology of capitalism (mentioned eadi¢hat normalized
the assumption that ttibbesd workers are those who are completely autonomous (Garland
Thomson, 2013Hahn, 1998Linton, 1998; Thanson, 1997). By this logic, people with
disabilities and/or people who need supports to work are conceptualized as burdens.
Unsurprisingly, because the independent, autonomous subject is deemed best suited for work,
employment ighebiggest area in whicthe Americans with Disabilities Act has not succeeded
(Davis, 2015; Valle & Connor, 2011). An ideology of capacity, then, masks the inherent ableism
in not recruiting disabled teachers and/or not implementing supports for disabled people who
would like tobecome teacher$he arrent case law makes it difficult to change thisschools,
the ideology of capacitgimilarly normalizes the logic that including students with disabilities
will somehow put a drain on the system, due to tfidiminished capaciy, and will deprive
finormalp nondisabled studentd the resources they need (Naraian, 2016).
Content andPedagogy oPreparation Courses

Like the literature on preparing inclusive educators, the literature on preparing teachers
for diverse populationsngphasize the importance of field experiences; however, | purposely
focused on strategies developed during coursework, given the scope of my research questions.
Similar to the discussion of whether/how to infuse disability throughout teacher education
curricula, tlere is considerable discussion in the literature on the importance of purposefully

infusing diversity (e.g., McHatton et al., 2009). Even though many teacher education programs
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proclaim a commitment to social justice, equity, and/or diversity in theiionissid/or vision
statements, there is still considerable variation in the delivery and content of diversity curricula
and implementation of social justice strategies across teacher education (King & Butler, 2015;
McDonald, 2005). This might be becausectesx educators ay not know how to enact social
justice pedagogy themselves and/or teach it (Galman et al., 2010, as cited in Spalding et al.,
2010).

Similar to the discussion on how to address disability and/or inclusive education in
coursework, many rearchers have demonstrated that a stdode, separate course is
ineffective, and that diversity, equity, and social justice need to be threaded throughout the entire
teacher education curriculum in order for students to link these ideas more purptiseiy to
practice (e.g., Leonard & Leonard, 2006; Miller & Mikulec, 2014; Milner, 2010; Wiedeman,
2002). Threading diversity throughout the entire curriculum can help preservice teachers
understand that social justice is not jusfiaddono to academic coent areas (Jackson, 2015;
Lazar, 2016; Spalding et al., 2010) in a similar way that disability and/or differentiation is not
something to add on after planning a les$anthis threading to be successful, faculty need to
haveashared, clear commitmert social justice (Jackson, 2015; Lazar, 2016)amnd
understanding of how, as a department, they are going to spiral the diversity curriculum in a
coherent way throughout teacher education programs (Guti@oewrz, 2002; Whipp, 2013).
This shared commitnmé and understanding can be cultivated in caegsartmental meetings,
working together to design rubrics, and discussing and designing ways of assessing the explicit
diversity dispositions they expect students to develop upon graduation (e.g., Lazar, 2016
Without this purposeful infusion, students have reported that the discussion of diversity topics

have felt redundant in their programs (Whipp, 2013).
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Some researchers, however, have noted that
diversity are incomlete without a separate, staatbne course (e.g., Steve8mith et al., 2014).
For example, McDonald (2005) found that without a separate course, students had a hard time
pinpointing exactly what they had learned about various systems of oppressiormahys,
schools of education are working to weave diversity throughout the teacher education curricula
while also offering a separate course (Gay, 2010). In developing a separate diversity course,
teacher educators need to make sure the objectives aralalighehe needs and current
knowledge of their students (Morrell, 2010).

Within the context of still figuring out the best way to deliver diversity content, scholars
have documented several strategies for preparing teachers for diverse populations. thiess/
strategies are similar to those recommended for preparing inclusive educators and incorporate
aspects of a caring stance/etmentioned earlier. | discuss here the following strategies: the
importance of developing positive beliefs about stusldmiw to link theory to practice,
modelling culturally responsive practices, and emphasizing critical thinking in difficult
conversations about equity and social justice. | conclude with barriers and challenges teacher
educators may face when employinggsh strategies.

DevelopingPositive Beliefs aboutStudents. Many studies have discussed the
i mportance of developing preservice teachersboé
populations, as well as the importance of removing barriers to studéentl e ar ni ng and/ o
positioning them in deficit ways (e.g., Baldwin et al., 2007; McHatton et al., 2009). One strategy
teacher educators use to foster positive beliefs is assigning reading and/or research about
multiple categories of diversity, powendprivilege. In order to foster more inclusive class

di scussions, ObHara (2006) worked to make thi
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strategies that students were to use in their written homework to better understand the reading:

AUndeand/ner highlight the text. Respond in the

own words, discuss two or mor eld)dAnothérstatagy conce

was by centering class conversations on various topics, sometimes by idividrge faculty

members and/or guest speakers who could share their personal experiences (e.g., Waddell,

2011). It is important to note, however, that incorporating disability into these conversations has

been more difficult. For example, McDonald (200&)rid that while preservice teachers

recognized larger systems of inequity regarding race and class, conversations around disabled

students ended at individualizing instruction for their individual needs rather than broader

conversations about mainstreamargl inclusion. A third strategy, also similar to preparing

inclusive educators, was building time into class to reflect on course content and field

experiences. Relatedly, engaging students irssetfy of their own diverse heritage and beliefs

hasalsbheen shown to help preservice teachers dev

experience as diinsidelo of a marginalized group can be used as a strength in helping them

develop positive diversity dispositions (Jackson, 2015; Kohli, 2009;drdafa Leonard, 2006).
Positive beliefs were found to help preser

teaching diverse student populations across different social locations. Specifically, Stel/ens

Miretzky (2014) found that teacher educatoetieved that focusing on broader skills for any

student mar gideagl, bengseéifefredive @rml treateng sbudents fairly and with

respead versus focusing on skills for specific marginalized gréupsy., strategies for racial

minorities, stategies for gender minorities, é&tcwas more beneficial. Reflecting an

intersectional approach to difference, some of the reasons they gave for this included: diversity is

dynamic and evolves (i.e., Rothenberg, 20fl&re is diversity within groups amadividuals
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(i.e., Crenshaw, 1991; Lorde, 1984/2007/201l&gre are commonalities across groups
marginalized along different social locations (i.e., Annamma et al., 2848)t is more
practical. This finding further supports the case for how preparing teachers for inclusive
classrooms and for diverse populations intersects.

Guided by positive diversity dispositions/beliefs, these transferable skills mirror the
earlier aescribed definitions of an inclusive stance and an ethic of care and include:
individuali zing |l essons to meet studentsd nee
believing they can all learn; emphasizing critical thinking in lessons; treatidgrds fairly and
with respect; caring for all students and wanting to help them succeed; and being an activist
and/or advocating for diverse students (e.g., CoeBraith et al., 2009; Gay, 2010; Lazar, 2016;
Leonard & Leonard, 2006). Despite the oveiltapclusive strategies and strategies for
(racially) diverse student populations, which makes sense given the overrepresentation of
racial/ethnic minorities in special education, many teacher educators still believed focusing on a
singl e gr o dg whenaeachifigaboutdhe special needs of certain groups, most
commonly ELLs and students with 4b) Bvenlthough t i es o
many teacher educators have challenged teaching as a set of discrete skills that can be easily
packaged and delivered successfully to any student population (e.g., Bales & Saffold, 2011;
Philip et al., 2019), disability has yet to be considered outside of this teatiowal
conceptualization of teaching. Put differently, teacher educators miggndoéhat teaching
diverse populations is dynamic and complex, unless those students have a disabilitydJackson
(2015) analysis dhe experiences gireservice teachers of colmight legitimize this
speculation when she wrote of a need for presergieet her s t o fAunder stand t

di fferences between [culturally responsive pe
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instructiond or uncritical 2383 NdianlgwasJacksont eac hi n
(2015) excluding disability from diurally responsive teachingvhich has generally been an

espoused social justice methdout her analysis neglestithe fact that differentiating

instructioncanbe critical if enacted from a DS/E and/or inclusive stance.

Linking Theory to Practice. Even though there is not as much research on the specific
strategies teacher educators use to prepare teachers for diverse populations (Ellerbrock et al.,
2016), the literature has highlighted some strategies that teacher educators have used to help
studentdink the theory they are learning in their courses (that affects the development of their
beliefs) to practice (Ellerbrock et al., 2016; Mensah, 2013; Milner, 2010; Spalding et al., 2010).
These strategies generally addressed culturally responsive ilmstalitéchniques or
family/community practices. Teacher educatmasealso builtin time for students to practice
teaching strategies and get feedback (Mensah, 2013; Whipp, 2013). Furthermore, many teacher
educators required that students develop lessdforaunit plans that purposely incorporate
diversity and/or social justice (e.g., Gay, 2
Yet, even as they described the necessity of this, teacher educators continued to isolate disability
as something thaequires a different consideration. For example, McHatton et al. (2009), wrote
A s t u derenekpected to develop lesson plans or instructional units that clearly demonstrate
culturally responsive methods, including accommodations for studentd wite a b i 1180).i e s 0
Here, considering disability is positioned as an-addvhen incorporating diversity and/or social
justice. This is further mirrored in the literaturgthe lack of studies on how special education
programs infuse diversity (Treat al., 2008). This gap warrants attention, as special education
majors have reported less comfort with racially/ethnically diverse students (Dee & Henkin, 2002,

as cited in Flores & Smith, 20Q9his gap and lack of comfaateproblematic given the
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overrepresentation aftudents of coloin special education. Thus, when general and special
education remain separated, so too do Adivers
diversity remains in the domain of general education, and disability remahns domain of

special education. Fusing these conversations could provide deeper tools for researchers to

analyze their findings (Blanchett et al., 2009). For example, in their study on attitudes and beliefs
toward different types of disabilities, Gaod Mager (2011) found that preservice teachers had

the most negative attitudes toward students with behavioral disabilities. Yet, they did not analyze

the inherent racism in that label, as children of color are more likely to receive this diagnosis
(Blanckhett et al., 2009).

Some of the strategies used to develop culturally responsive family/community practices
include: using activities that help students practice collaborative problem solving with families;
tutoring fiat-risko students and other servicerigiag projects in the community; helpistudents
practice how to introduce themselves to families; and unpacking family, student, and/or
classroom case studies and strategizing solutions to potential challenges (e.g., Bales & Saffold,
2011; Ellerbrock eal., 2016; Juarez et al., 2008; Lazar, 2016). A DS/E, CRT, and DisCrit lens
on some of these family/community strategies exposes the ways in which they could be
problematic or exclusionary. For example, several researcheesuggestdsimulations that
help them understand being poor and/or from a minority group (McHatton et al., 2009; Waddell,
2011), such as a Afood stamp challengeo in wh
(Amatea et al., 2012). Given the relationship between race asxl(elg., Kendi, 2019)
discussed earlier, a CRT perspective might problematize the inherent whiteness in this challenge
that seems to assume there are neilm@me students in the class who might already live on

food stamps. Additionally, DS/E scholars/egroblematized disability simulations for
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positioning disability as something additive that can be easily removed (Valle & Connor, 2011).
For example, having nondisabled people use wheelchairs temporarily cannot give them a true
sense of whatit meansloe di sabl ed, as they cannot fully g
knowl edge contained i n di s3a7h Ifdisiabilgywerel ent i t i es o
considered a form of diversity in these courses, perhaps the problematics of these diversity
simulatong that might suggest one can understand what it means to be poor by living on food
stampsforaweegkwoul d be revealed sooner. One study e
representative of a cultural c&8i2hopraticecati on st
communicating with families. A CRT lens might argue that this could essentialize certain groups
and position alternate forms of communications as deficit.

Modelling Culturally ResponsivePractices.Similar to preparing inclusive educators,
the literaturenasalso emphasiztthe importance of teacher educators modelling culturally
responsive practice with preservice teachers (e.g., Ellerbrock et al., 2016; Gi@Giemez,
2002; Whipp, 2013), as well as sharing stories oflifsakcenariogrom their own teaching
experience (Mensah, 2013; Pohan & Mathison, 1998). Despite a current scarcity in the literature
regarding how teacher educators themselves use the culturally responsive pedagogy about which
they teach preservice teachers (CoctBaiith et al., 2015), some strategies have been discussed.
In particular, it is the responsibility of teacher educators to provide a safe space to have difficult
conversations regarding diversity, equity, power, and privilege. In line with UDL, this can be
done by: providing online environments/multiple platforms to continue class conversations
(McHatton et al., 2009); utilizing a cohort model so students feel comfortable with each other
(Waddell, 2011); establishing guidelines and ground rules with studentsspectful class

conversations (e.g., Gutierr€omez, 2002; Leonard & Leonard, 2006); promoting cooperation
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and collaborative learning activities to help students build relationships with each other
(Ellerbrock et al., 2016); and not famg (outward)participation during open discussion
(Noddings, 2018).

't should be i mportant to note here, howev
and learning has been critiqued by critical race feminists of color. Challenging the status quo of
current irequities is not supposed to be safe or comfortable/will not happen if students (and
people) are comfortable (Davis & Steyn, 2012; Kumashiro, 2015; Mintz, 2013; Ng, 1997, as
cited in KnightDiop & Oesterreich, 2009; Zembylas, 2015). Additionally, not allehts have
the privilege of feeling safe both in and out of school. For example, in their feminist critical
classroom, KnighDiop and Oesterreich (2009) theorized the role of emotion as necessary for
social change and f ou n dtheir éneotionsshiftediependingdn e ngag e
their intersecting identities and understandings of power and privilege.

The concept of fAsafe spaced has al so been
learning in higher education. Some faculty are perplexedt hyd e nt sé requeésts for
or fAplaces on campus where they can be sure t
(Noddings, 2018, 8350 gi ven t hat, A[w]ithout controversi
nonexi stent or, g2006hmE)k WMoreoveretlze naed t6 Reepdstddemsdappy
reinscribes the logic of the student as a consumer of education (Amsler, 2011).

Emphasizing Critical Thinking about Equity and Social Justice.Preserviced a c her s 0
critical t hi nknursg &leo wtui dievde rbyi tay mor al commi t
2017, p.7) made possible bynaauthenticrelational, interpersonal ethic of caring (Beaglfo
Lafontant, 2002; Collier, 2005; Noddings, 202012k Valenzuela, 199%etween

professor/teacher educator and student/preservice teacher. From this moral perspective, rather
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than affirmatively resolving equity and social justice issues, students should learn how to think
through all sides of politically contentious issuesti both historical and current perspectives in
ways that catalyze fAmoral ly | uBX3R)iThisperdpecivied s 0 (
necessitates an understanding that <critical t
(Noddings, 1998p.483). However, it works againekternally imposing (critical) beliefs about
social justice onto students (Amsler, 2011; Noddings, 1998; Rodgers, 2013; Zembylas, 2015) or
structuring classes in wanysagfihat godiimgnsd) sal ¢ Nbe
Brooks, 2017) or fdAbe[ing] 83).Sudhexternal gnpositios i d e 0
cuts of communication in classrooms (Noddings & Brooks, 20} the risk of reducing
students6é individual ex pmdichitheinidertittes drecsituatéle | ar g e
(Giroux, 1997), fAsometi mes displaces 34),e | ust
and works against a democratic educat®imdux, 1997 Noddings, 2005). As such, professors/
teacher educators have a rasqbility to emphasize dialogue across different perspectives
present all sides of politically contentious issues (Noddings, 2005, 2008; Zembylas, 2012)
and respondensiti\ely, positively, and empathetically to all students, including those who
express unacceptable, immoral, or offensive views that seem to be working against justice
(Noddings, 20052010; Zembylas, 2012). By assuming the best of all students (Noddings, 2010)
and responding in ways that maintain the caring relation (NoddingsaR&t@dents are
encouraged to come to their own conclusions about diversity, equity, and social justice (Davis &
Steyn, 2012; Rodgers, 2013; Tejeda, 2008) rather than pressagr@¢outwardly with certain
(critical) perspectives (Noddings, 2018).

A caing stance toward critical thinking should not be confused with endorsing

problematic views (Noddings, 2010; Noddings & Brooks, 2017; Zembylas, 2012). Rather, it
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encourages professors to fully engageodowith st
through inclass questioning and encouraging students to continue to unpack the roots of their
beliefs (Amsler, 2011; Rodgers, 2013; Zembylas, 2012; Zembylas & Papamichaefj 2017)
rather than simply write off certain students as bad people (Noddings & B&idKs,
Zembyl as, 2012). This engagement also teaches
or rejected whol I54),dherébi)mamgtingisgudents t@ éh@gage,withopmore
complex and nuanced views on diversity, equity, and socia¢ust

Barriers and Challenges.The literature also cautions against potential barriers to
student learning in diversity courses. Similar to teacher educators addressing inclusion, teacher
educators have also noted lack of planning time and profession#bpleeat as a barrier to
teaching about diversity (McHatton et al., 2009). New faculty without tenure may feel worried
about how the content will affect sitfacdent sdé e
of color may worry that students will meive their teaching as racially and/or politically
motivated (Ukpokodu, 2003and white faculty may not have enough experience to speak to
issues of marginalization and/or inequality (Gutiet@amez, 2002; Noddings, 2006).

Additionally, faculty must caend with how to engage student resistance (mentioned
earlier). In recognizing that students of different races have different needs, the teacher educators
in Enumahdés (2021) study who taught about rac
Aknowi mgt ovwimeas m&t whi t e s t10)dTbey tec@nized thereveas an c e 0
a fine line between providing the context for resistant students to learn something new and
pushing them too hard that they shute d&ovanc,e owlhf
students who might be the target of resistant

in the moment demonstrates a possible pedagogical stance toward diversity, equity, and social
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justice as topics around which learning cannot@nstiould not happen within the short

temporal confines of one college semester (Meyer & Leonardi, 2018; Rodgers, 2013), but is

possible in the longer term (Zembylas, 2012; Zembylas & Papamichael, 2017) if students

continue to reflect on whattheylearrmch c e t he semester 1 s over. I m

6not engagingodo; imwwWwlictte gstesdesrntancengageodtEbha

p.31). Yet, if professors respond to this resistance with empathy, positivity, and sensitivity in

order to maintain the caring relation with the student (mentioned earlier), they run the inherent

risk of having students leave their classrooms with problematic and deficit perspectives toward

historically marginalized students and communities still intaea(b@u-Lafontant, 2002;

Tejeda, 2008Zembylas, 2012; Zembylas & Papamichael, 2017) and unequipped to work toward

social justice (Knight, 2004; Noddings, 1998; Noddings & Brooks, 2017; Roberts, 2010).
Finally, teacher educators have reported that it is difficult to assess cultural sensitivity

and how beliefs change practice (e.g., Leonard & Leonard, 2006). Given the inherent power

dynamics between students and professor (Giroux, 1997; Rodgers, 2013; Zembylas, 2015),

students may write course reflections and assignments based on what thécthitgkvant to

read (Tejeda, 2008; Zembylas, 2015), which gives little indicatidrow they will apply what

they have learned to their teaching (McHatton et al., 2009). Relafisdgessand other data

in this literatureareoften selfreported by peservice teachers and/or teacher educators, not the

families or the students themselves, so it is hard to know iffilieyko (e.g., Bales & Saffold,

2011; Cochrarbmith et al., 2009; Flores & Smith, 2009). Finally, addressing diversity, equity,

and socibjustice without sensitivity and care runs the risk of inducing what Nod@inds

Brooks (2017) refeedtoasi 6 educat ed despairdé6 with respect t

90



groupds var i oug9) This despairgandengpslessness maynjvate teachers
toward socially justice teaching.

The literature also suggests (unintended) consequences when strategies for preparing
teachers for diverse populations are likely developed for white preservice teachers at Pwls and
center race and/orleticity. If strategies are developed with white preservice teachers in mind, it
comes as little surprise that teachers of color tend to report that diversity is not addressed
sufficiently in their programs at Pwls (Jackson, 2015). For example, Africaniéanestudents
inJonesetadh.6§2002) study Areported that O6the instit
diversity but acted minimally toward creating a culturally diverse, tolerant and sensitive
envi r on m8)nSimianly, tudents of colorihacksonds (2015) study r
Athe faculty seems to have |ittl e23)andual expe
professors i we32pwhehistaderitshrought epacultrally responsive teaching.

Thus, as aligned with thedlusive education literature, researchers have suggestedaung

across content areas in order to address some of these barriers and more purposefully spiral the
diversity curricula (Ellerbrock et al., 2016; King & Butler, 2015). Additionally, thelfmsa

previously demonstrated might suggest that the literature on inclusive education also assumes
white women attending Pwindcouldthereforebenefit from a DisCrit approach.

Preparing and Teaching Preservice Teachers (&olor) at MSIs

There seems to be a gap in the literature on what constitutes relevant diversity curricula
for preservice teachers of color at MSls, as asihclusive ways of teaching that can make the
curriculamore accessible for multiply marginalized students. &tter is important to consider,
given not only the previously mentioned likelihood that students atteAdiegr HSIs have

been academically underserved agXstudentsNufez & Bowers,2011), but also thatn
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increasing percentage of college student®laadisability (Valle & Connor, 2011). Yet,
f{collegd graduation rates fdcollege students with disabilities]e mai n | owo ( Lombar
Lalor, 2017, p107). Still, | found a small body of work that does report on the content and
instruction of teacher education programs at MSIs.
TeacherEducationPrograms at MSls
Ginsberg et al. (2017) wte that MSlIs recognize the kinds of supports and curricular
oppot uni ti es that need to be fiembedded?24)tot o cou
prepare diverse preservice teachges there seems to be little in the scant literature that
supports this claim. For example, one college in their review proededninar series for
faculty on pedagogical strategies for diverse stugdgetshere was little indication whether this
seminar was effective and/or required. The literature continues to highlight programmatic inputs
to increase the recruitment and rei@m of teachers of color at MSls, such as mentoring, greater
access to financial aid, flexible class schesludehort models, and other strategies to help them
overcome the likelihood of being a nontraditional student (Ginsberg et al., 2017; Goings et al
2018). The literature also emphasiiee various community engagement opportunities for
preservice teachers at MSls, such as multiple opportunities for clinical/field practice, due to close
relationships with |locall schowlcampgas; chael dicm:
the same school site where preservice teachers teach; and incorporatinglesamicg
opportunities (Ginsberg et al., 2017; Goings et al., 2018). Paradoxically, the literature also calls
for more resources to supporeparing for the state licensure exams (Ginsberg et al., 2017,
Irvine & Fenwick, 2011; Will, 2017), the preparation for which is likely not connectéteto
field experiencethat may attract students to MSRelatedly, IrvineandFenwick (2011)

recommendd that the evaluation of teacher education programs at HBCUs should take into
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account i f the ways they address fAcontent kno
knowl edgeo ( Sstitedl imlaving & F&ndvik7 201p, 202) and implement supgo
programs for students are being infor2026d by t
Yet, a CRT Il ens highlights that most educati o
and centers the needs of white women teachers attendingaBwlismonstrated earlier. A

DisCrit lens further problematizes their recommendation in two ways. First, Irvine and Fenwick

(2011) citel Lee Shulman, a white man, as an example of a scholar who has produced the best
research, rather than a scholar of color. This aligns with the current landscape of teacher

preparation, as discussedGhapterl, in which white people define high qualitycan ief f ect i v e
teaching. Secondrrvine and Fenwickidn ot consi der professorsé i mp!
and/or culturally responsive/sustaining pedagogies in their recommendations for teacher

preparation programs at HBCUsghich might make the conteaf teacher education programs

more accessible.

Thus, the examples the literature provides to demonstrate the ways in which MSls are
adequately preparing their teachers highlight community and classroom/teaching opportunities in
culturally diverse school€Ginsberg et al., 2017) rather than coursework. Some hask
suggestdthat coursework might actualhinderteacher preparation at HSIs. For example, Nieto
(1999) found that few faculty at an HSI infused diversity and culturally responsive pedagogy into
their curricula, had very little knowledge of the cultures of their students, and considered these
secondary aspects of planning (as cited in Brooks et al., 2012). Conversely, and more recently, in
their literature review ofiservingnessat HSIs, Garcia al. (2019) did find some (22) examples

of culturally relevant curricula or pedagogical practices at HSIs. Thus, while MSls are important
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and promising sites to prepare teachers of qoloustly ear |l y research on t he
S pecul ansberg et al., 201G, @5).
Pedagogicatrategies forTeachingDiverseStudents at MSls
Given the increased need for faculty to develop their teaching at MSlIs (Will, 2017) and
the importance of understanding the diversity across MSI designations (débBaage, 2009),
| focused my review on pedagogical strategies used atbhé¢Sise¢his wasthe context of my
research sites. The lack of a historical root across HSIs as compared to HBAWX =nd
(discussed earlier) for meeting the needs of theirestisdnight explain why there is less
research and/or consensus on what constitutes appropriate, successful instructional pedagogy
(Garcia & Okhidoi, 2015; Hubbard & Stage, 2009). This is important because without explicit
attention to race, even educatibpeactices and teacher education programs with a commitment
to equity and social justice can perpetuate racism by reaffirming existing institutional structures
that privilege whiteness and grant advantages to white people (Tolbert & Eichelberger, 2016).
Answering HubbardandSt ageds (2009) <call for more qua
unpack and explore how faculty attitudes influence their instructional practice, Nufiez et al.
(2010) conducted a study on At heagonw@x(tg.ons
As a group of three femal e pril80) & andH8irtleey wi t h At
found that reflecting on their own biographies helped them challenge assumptions about their
student s. P o s i thiaocnkignrgo utnhdesi ri asst urdeesnotusri®3g s r at he
they also developed instructional activities to help students consider how their own identities
relate to their communities and the broader society along the social locations of gender,
racelethn ci ty, «c¢l ass, nati onal origin, and sexual:]

|l ess recognized, such as natl84y whilésudenptalzagee, st a
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reported that these activities are helpful, disability is not imead at all in their work. Their
activities that posit-tcoe@tdoss udfenksowalsedaggent
citedin Nufiez et al., 2010, 484) and overlapped with tenets of UDL included: exploring
understudied communities, helpingdents make salient connections to the lessons by utilizing
course readings that relate to studentso6é pers
Spanish, utilizing multiple types of assessments, and facilitating conversations that adtiress bo
the power dynamics and available agentic opportunities embedded within the institutional
structure of schooling. Along with Goings et al. (20M)fiez et al. (201(lso worked to show
care and concern for their students by checking in with thiéeyrecognized that they served
as role models for their students, given the lack of Latinx representation in higher education.
They discussed how coming together as members of a marginalized faculty community helped
them share pedagogical strategies and cothkaofterreported isolation of academia.
Moreover, they mentioned the i mportance of f a
rel evant s harle7y of wHich dishhility tvas nohicludeghin their list.

GarciaandOkhidoi (2015) gavewo recommendations for better serving the needs of
diverse populations at HSIs. First, they sugegsmbedding Chicano/a and ethnic studies into
the fabric of the university by making it a fdledged department that also houses general
education coursésr students across all majors. Yet, students agreed with faculty perceptions
that this was the only department offering culturally responsive curricula, thereby aligning with
Jacksondés (2015) obs ademomstraieoltorally relevaat pguagoggin a ms r a
content areas other than English/Language Arts and/or social studies. Second, they embedded
their Educational Opportunity Program (EGRyhi ch was originally creat

students with financial, social, and academic advisédnesithin the institution and now use it
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as a model to advis#l students. This is similar to an inclusive stance that prioritizes making

supports available fall students, even the ones whordi fineed them. Furthermore, and

possibly as a way of noeparating culturally responsive pedagogy (diversity) and the needs of

students (dis/ability), they suggedthat HSIs privilege the ofteneglected voice of

underrepresented groups in higher education when evaluating both the course content and the

wayss$ udents are evaluated to ensure studentsodo
Both studies also commented on not making deficit assumptions about white students,

faculty, and/or administrators. One of the authors in Nufiezée€20.10) studycommented how

her own biography surfaced assumptions about a white male student when she was surprised that

he made thoughtful comments about nontraditional research methodologies.aGd€@ididoi

(2015) also commented that while administrators ofrcolof wo u | d B58), thegfeuad 0 ( p .

t hat the provost, a white man, was fAdeeply co

(p. 354). Given the overwhelming focus on white students, faculty, and administrators in teacher

education research, | hesti¢ to include this commonality. Yet, it suggests that these researchers

are either not making deficit assumptions about students of color, or they might feel that

reporting these deficits would reinscribe the

teachers of color discussedGhapterl. Both possibilities demonstrate the need for research that

focuses on curriculum at MSls (Hubbard & Stage, 2009; Irvine & Fenwick, 2011).
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Chapter3
METHODOLOGY

Ginsberg etal. (2017) assedlt hat Avery |l ittle r-igorous, qu
institutional research exists on the impact, or potential impact, of M8lerpanding] the pool
of qualified and c¢ o mnb). Thisequhlitafive gumlcrésponded tothis c ol or
gapby exploring the potentiabf HSIs toserve college students of color aadially diversify the
K-12 teaching force, and by examinipgdagogy and curriculum education coursework about
K-12 studendiversity. The following questions guided this study:

1. How are teacher preparation programs at twedr public HSIs working toward
racially diversifying the K12 teaching force?

a. How do teacher preparation programs at twaedr public HSIs account for, and
respond to, barriers that have traditionally exctudeeservice candidates of color
from the profession?

b. How do two professors at tweykar public HSIs consider the marginalization
and/or essentialization of students of color in coursework related to diversity?

2. When teaching preservice teachers of color, how do two teacher educators at two
4-year public HSIs address the diversity of student abilities in their teacher education
courses?

3. When teaching about diversity, how do two teacher educators atyear4pulic
HSIs engage with the concept of dis/ability as it intersects with race and other
categories of difference?

Informed by the epistemological and ontological commitments of intersectionality (Crenshaw,

1991) and DisCrit (Annamma et al., 2013) (see Chapler and a Atransf or mati v
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practi ce [thphsreaedki[gsié a soci al Nuobegétal @5, ppgl®nda f or
11), I discuss the following in this chapter: the research design, research context, and data
collection methods; my pilot study that utilized the data collection methods; methods of data
analysis; limitations of the study; attte organization of theemainderof the dissertation.
Overall Research Design

As the current literature on HSIs, and MSIs more broadly, has utilized mostly
guantitative and/or mixethethods t udi es, thi s stwudy wutilized qu
theory is embedded in the formulatonf onedés research g3y ti ono (L
designwasalso grounded in how Disability Studies/in Education (DS/E), Critical Race
Theory/in Education (CRT/in Education), and DisCrit conceptualize identity as it relates to the
production of knowedge. Put differently, DS/E, CRT/in Education, and DisCrit have not only
made possible the research questiartsoketo ask, but also the methodologies and methods that
are most appropriate in answering those questions (Annamma, 2018). Thus, the distusgio
overall research design begins by explicating a DS/E methodology, a CRT/in Education
methodology, and a DisCrit methodology as it relates to my research questions, research design,
and the Auniqgue assumptions regaydiagdaxi ol og
met hodol ogy o ( Me r NGez st al, 2215, pID), thateclsaractarizea d i n
Atransformative research and 1) rirelicetwithcDS/Epar adi g
CRT, and DisCrit methodologies, | also include a positionalétement that explains how | was
embedded in this study and how that affected the types of data | collected and the knowledge |
produced (Annamma, 2018; Saldafia, 2015).

DS/E Methodology
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While DS/E welcomes a variety of approaches to research (Connqra€Qd), the field
works to challenge methodology that has historically and presently marginalized people with
disabilities and has left unquestioned the societal practices that construct disability categories as
fixed and/or deviant (Connor et al., 20@8jdley-Marling & Gurn, 2010; Garlan@homson,
2013). By questioning the foundations of educational practices that marginalize people across
multiple social locations (Connor, 2013), a DS/E methodology is rooted in both the rights of
disabled people and tlafordances of a dis/ability analysis in furthering our understandings of
teaching and scholarship (Garlafidomson, 2013). A DS/E methodology informed my research
design by providing the conceptual tools to problematize pathologizing identities,ze atili
standpoint approach to better understand the experiences of others, and to conceptualize
knowledge as socially situated and identity as socially constructed (Siebers, 2008). These
conceptual tools also align wiredfredituni que assu
( o nt o INOfgzyetab2015, pl0) within a transformative research and practice paradigm
for studying HSIs. Given the history of research that has warkg@ther tharwith, people
with disabilities, my research was designed BS4E methodological stance that positions all
the people in my study as Adinformed pdd8).ticipa
CRT/in Education Methodology

It is my hope that explicating a CRT/in Education methodology reflects thatylaisea
scholar, | am continuously working to read broadly about how issues of race and racism affect
educational research, especially work conducted by white scholars (Roegman, 2018). The legacy
of biological sciences includes methods that have worked ittaimaracist structures in society
and methodologies that discount the experiences of people of color by relying on standards of

objectivity, rationality, and generalizability (Harding, 2006;&pano & Yosso, 20012002b).
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In order to work against thlsgacy, | utilized CRT as ammportant intellectual and social tool
foréthe deconstruction of oppressive structur
and construction of equitable and socially just relations of pp{kedsonBillings, 1998,p. 9).
While CRT scholars encourage multiple theoretical and methodological stances (Crenshaw et al.,
1995), in designing my studiydrew on the tenets of a CRT/in Education methodqglagy
articulated by SolérzanandYosso (2002b) who defiddt as
a theoretically grounded approach to research that (a) foregrounds race and racism in all
aspects of the research processé[and] al so
gender, and class by showing how these three elements intersect to affect iea@gpe
of students of color; (b) challenges the traditional research paradigms, texts, and theories
used to explain the experiences of students of color; (c) offers a liberatory or
transformative solution to racial, gender, and class subordination; afuti{des on the
racialized, gendered, and classed experiences of students of color. Furthermore, it views
these experiences as sources of strength and (e) uses the interdisciplinary knowledge base
of ethnic studies, wo me manisies, andithd lavets hettes oc i o |
understand the experiences of students of c(go24)
CRT/in Education theorists have focused on activism and social change (DeCuir & Dixson,
2004; LadsorBillings, 1998) and have asserted the importance of margingdeggale naming
their realities and lived experiences through the process of storytelling (Bell, R&3ne,
2014;Solérzano & Yosso, 20020023 2002b). In working toward social justice by responding
to oppressive societal structures (Sol6rzano & Ya3801), a CRT methodology utilizes the
counterst ory as fHa method of telling the stories
t o I(Sbldrzano & Yosso, 2002b, B2). Similar to how the exclusion of some (disabled) bodies
can nddi s plgaoefideology and expoke itrio critique and the demand for political
changeo (Si &8phtheceuntes2t000r8y, ips. al so Aa tool for ex
chall enging the majoritarian storie3)of racia

Importantly, countes t or i es fineed not be created only as

st or i 3)sfor this wauld position their existence as possible only in relation to mainstream
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discourses. These simultaneous emphases of centering the ebmeople (of color), as well as
political change and challenging inequities,
and val ue sNufeaetal @015 plY))ofaa trdnsformative research and practice
paradigm for studying HSIs, in whi¢ihesearchers assume respect for the cultural norms of
di verse communities in connection with a soci
research that advocate farproving the conditions of marginalized communibigs. 11).
DisCrit Methodology

Intersectionality does not suggest that being subordinated along multiple lines of
di fference in and of itself is a sangular, un
hierarchical organi zation of race, gender, se
p. 212). Put differently, Black women and white disabled women do not experience oppression
in the same way, even though both occupy subordinate pwsiibhin the categorfiwvomano
Intersectionality gives us a frame for understanding how Black women can participate in ableism
and how white disabled women can participate in racism. It also advocates for placing another
system at the center of unpackimgr experiences so that we can understand our participations in
other systems of oppression, even as we are oppressed along another social location (DiAngelo,
2006/2016). Aseferencedn Chapter2, white disabled women can benefit from using race to
analyze their experiences being disabled women and to better understand how they participate
in racism. Similarly, Black women can benefit from using dis/ability to analyze their experiences
of being Black women and to better understand how they participatdeism.

My research design moved beyond a Ali mited
1989, as cited in Annamma et al., 201715%2) by placing both race and dis/ability

simultaneously at the center of my analysis (Annamma et al., 2018) tlkmagh mainstream
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discourses of disability remain in the field of special education and diversity in the field of
general education, | demonstratecCimapter2 how the ways in which race and dis/ability
mutually construct each other result in severar@aps in the literature on preparing teachers for
inclusion and preparing teachers for diversity, equity, and social justice. A DisCrit methodology
provided a conceptual framing that made visible how focusing on the preparation for inctusion
multicultur al i sm/ di versity, in isolation, can Aprot
(Baglieri, 2016, p175). Thus, | understood the mutual construction of ableism and racism as
central to the production of knowledge for preparing teachers for diverseapiops!
Additionally, a focus on how Aways of knowing
posi ti oNMigerata,POAs @l 1() and Arecogni z[ing] power r
broader historical, economic, and stehalt ucent
of knowledge and the relationship of tll)e rese
inherent in transformative research and practice paradigm for studying HSIs.

Li ke DS/ E and CRT, a DisCrit methodol ogy a
direct testimony of the lived realities of individuals who are multiply oppressed in terms of race
and dis/ability, along wit h 59)tUtlengmilapiek er so ( A
methods for data collection and analysiich arefurther outlined later in this chapter) to
understand those direct testiomeniregaaldi gg® awip
met hods of systemat iNGhezienafj2015rpy0O)ifherentiteo d ol ogy ) 0O
transformative research and practice paradigm for studying HSIs. Attending to the direct
testimonies of my participants through multiple methe also a form of intellectual activism
because it presumes competence of people on the margins to tell their stories (Annamma et al.,

2018). Thus, I worked to engagedavithimyol i ti cs o
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parti ci pant sccourgabilityfianditheueadgnitibpnyof common interests as the basis
for relationshi ps amad)negen itheir perspeetives pusheduagainsti e s 0
tenets of DS/E, CRT, and DisCrit.
Positionality

As a researcher, li chgldliyd J]o untosti dset atnhde ment gaupihr
p.24). Rather, | was built into the very fabric of the research phenomenon (Annamma, 2018;
Emerson et al., 2011). The research questions | asked and the methods | utilized influenced my
relationships with my articipants, which in turn affected the knowledge that resulted from my
data collection and analysis (Annamma, 2018; Luttrell, 2009eklet al. (2010) framed the
importance of their se§tudy on pedagogy at an HSI around the fact that throughoutyhitster
majority of claims about MSIs have been authored by people outside of these colleges and
universities. While technically | was not a complete outdigerausé have worked at aHISI
(that was also one of the research sjtesps still an outsider in the sense that my position as a
white, nondisabled woman grants me privileges that students and faculty of color may not be
granted.

Understanding subjectivity as embedded throughout the entire research process (Bogdan
& Biklen, 2007; Peshkin, 1988), | articulate my positionality here as part of the ongoing
reflexivity (Dyson & Genishi, 2005; Emerson et al., 2011; Erickson, 1986) that | needed to adopt
in utilizing DisCrit methodology, as my experiengddskely shaped by dominamarratives of
whiteness and smartnésfluenced the philosophical, epistemological, and ontological
assumptions | made about my research phenomenon. For example, | am separated from students
(of color) at HSIs who did not have the privileges of white@@sssmartness as bolsters in their

education and who might have been constructed as unintelligent in their previous school contexts
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(Annamma et al., 2013; Milner, 2007). My class postianother strong predictor of academic
achievement (Kendi, 201®)alsoseparated me from students (of color) at HSIs, as many come
from lower socioeconomic homes (Garcia et al., 2019). This meaeded to work even harder
to factivelyeéunderstand part i848),especiallythase spect i
that didnot initially make sense to me due to my positionality. For example, when | reviewed
writing submitted to the online portion of one of the courses | observed, | worked against using
my own writing as an undergraduate or maststudent as a comparisonDAsCrit

methodology helped remind me that my writing was not inher@éh#itero Rather, whiteness

and smartness worked together to deem my \pot&ntiallymore rigorous and/or advanced to
people in positions of authority in higher education. Additignaily writing was also a

reflection of the fact that attending2? school in a wealthier neighborhood provided me with
more educational resources/property (LadBdlings, 1998).

Utilizing Milner 6s ( 2gpo§itionalityf luradenstawdb r kK f or r e
Aresearching the self, researching the self i
representation, and s B9b)fadintegrgltofcanductingsethitaf t o sy s
gualitative research that works against fragnny participants in deficit terms and other
Adangers seen, un s388. hacknaviedye therlimitatiore efeng positior( ag .

a nondisabled, white/Jewish, middikass, cisgender, nonqueer wontamn in the United States
(second generatidin relation to my research participants, especially those who are people of
color, disabled, and/or hold other marginalized identities. My positionality affects what | see and
foresee andn turn, what | do not see, as well as how | interpret theseedsui@oegman, 2018).

The more privileged | am in relation to my participants, the more likely | may misinterpret their

perspectives. Thus, as | write my researcher
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to the questions [l ask of myself abauyself] may change, but the charge to question...remains
t he s a386.denfitpwork is ongoing rather than a finite achievement (Villenas, 1996).
Thus, | engaged in ongoing reflection on my positionality throughout this study and not just in
this setion of the dissertation (Roegman, 2018). | worked to consider how the ways in which |
situated myself both shape and are shaped by others (Débgadm, 1993, as cited in Villenas,
1996) in the context of my research.

Il n conceptual iazi rce nipd cesxi tainan a Initteyr sect i onal
p.837), | position myself/am positioned as a nondisabled, white/Jewish, relddie cisgender,
nongueer womahorn in the United States (second generatidhgre is no linear relationship
among these pdsins. Whichever is dominant at a given point in space or time is dependent on
the context. Audre Lorde1984/2007/2016specifically caledattention to the fact that those
outside of the Amythical nor mo of ieP)eamdt i f y one
fiassume that to be the primary cause of all oppression, forgetting other distortions around
di fference, some of whi ch 61k Bengraisceébyawhite may be
woman who came to understand her gender identity during thet loéidfe second wave of
(norrintersectional) feminism, | was consistently taught throughout my childhood how to
identify and understand sexism on both a personal and systemic level. | was tofimaes
and could do anything that a man could do. | was encouraged to work, to vote, and to fight for
gender equality, the latter two of these encouragements reflectinglawopbelief in politics
and policy as levers for change. When my mother had my smstena attend multiple protests
of the I rag war in 2003, she wutilized the slo
on her protest sign. While this might have implicitly called attention to the fact that the frontlines

of ourmilitary industrial complex a often poor people of color, it explicitly utilized gender
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equalityd that the young Bush women were just as capable as yourdl) tnelenounce the
presidential administration at the time.

| must actively work, then, to use other lenses outside of my marghaocial locations
of iwomard andiiJewo | did not learn | was white until | started teaching in North Philadelphia
in 2009, in an alBlack school, when | was only 22 years old. Given my lack of cultural and
racial awareness and understanding, | feahnis day that the person who learned the most when
| was a k8 teacher was myself and what it means to be white in the United States. As being
dominant in one soci al | ocation can fAmedi at e
| ocat i ogem®006/IML6AMB3), | understand that my whiteness mediates my
oppressive experiences as a woman and as a Jew. For example, if | experience violence at the
hands of cisgender men (or anyone for that matter) of any racial/ethnic background, | am more
likely to have my case heard in court and receive support services and resources (Crenshaw,
1991). Similarly, as the granddaughter of Holocaust survivors, | am hyperconscious that my
relatives could not pass as white in the way | do now, especially dies#tdte to take up
Judaism in my religious beliefs and reject it almost completely in my outward appearance: | wear
pants, have multiple tattoos, and underwent rhinoplasty when | was 21. Moreover, | do not
experience racism in the way that Jews of cdtotoday.

Aligned with critical race feminist scholars who have argued that intersectional work is
political (Crenshaw, 1991), disability studies scholar Linton (1998)etrh at A[ s] t at i ng
position relative to the subject matter is of theoreticglartance, and it is also of political
i mpor t alhl). &dr exdmple, explicitly stating that | am nondisabled and white calls
attention to the i ab[andpeopleofedlpineschaarshigands abl ed pe

illustrates that the reader maynake the[normalizeda s sumpti onét hat the wri
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nondisabledand whitgo  (53). It also calls attention, implicitly, to (racist and ableist)
political structures and practices that keep this norm intact, such as the standardized test scores
and licenste exams that exclude students of color from college and/or teachinghi@eterl).
My positionality also has political affordances and consequences. The majority of
educational problems are researched by white people, including problems specifidempeop
color (TalbetJ ohnson & Til |l man, 1999). This could re:
that white people feel they are more equipped to talk about race and racism (Bell, 1992). It also
could reflect that white people tend to be overregreerd as faculty members in schools of
education across the country that are conducting this resdaras(et al., 2002; Sleeter, 2017).
Where they are represented, professors of color are more likely to have higher service loads on
and off campus as cquared to white professors, especially in advising/mentoring college
students of color (Talbetohnson & Tillman, 1999). This inherently limits their time to devote
to research. It is possible that people/scholars of color are researching/talking abatibealu
inequities that are facing students of color as much as white people. Yet, perhaps they are more
likely to use nondominant methodologi€ollins, 1990/2003p ut si de fAt he maj or it
epistemologies in the U.S. [that have] come from white c i a | hi story®&37, Roegma
which are less likely to be recognized as legitimate in acad@olbns, 1990/2003)Finally,
scholars of color may not want to research race and racism, as they may want to work against the
notion that theonly thing they are equipped to research is rdadolm X & Haley, 1965).
Thus, my positionality as a white person in academia and higher education runs counter
to the ideals of representation in teaching and higher education. For this reason, ltatiyelgn
position myself as a critical scholar and teacher/educator. (I use teacher/educator to indicate that

| understand my prior experience as-& keacher in North Philadelphia as embedded and
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inseparable from my identity as a teacher educator armhtmboth within and outside the
formal spaces of schooling.) Villenas (1996) eched | swort hés (1989) criti
pedagogyds emphasis on dialogue that HAassumes
if we were not raced, gendered, f@ld ] , and c | @8).Givgneny multipleslayery op .
privilege, | hesitate to claim a critical position as a teacher/educator and/or scholar, given the
social capital it affords me in some (usudilifperalo or fprogressive) spaces (Schwitzman,
2018). For example, being perceivedia®mked about race in my context might liken me to
beingfismartd while Black bodies are still dying at the hands of the police. Still, | understand the
itensions that en3eOr6ge o r(oMi |fnteerkuttioavd es7dlgntipesy
and positions that researchers and r36asarch p
productive and powerful tools for social change.
Research Context

HSIs are the most recent, fastest growing classificafiéiS) and make up the majority
of MSils in the country (John & Stage, 2014; Wolanin, 1998 majority of HSIs are
community colleges; howevet;year degregranting institutiond such as the research sites in
this study) do exist (Benitez, 1998; Merisotts McCarthy, 2005Nufez et al., 2016)
Historically st udent s have chosen to attend HSIs due
support o ( CaoM and the clo0etsof the pniversity to their homes and families
(Gasman et al., 2015;(Rez & Bowers, 2011). They have often attended a higbdavith a
higher percentage of Hispanic or studesftsolor (Benitez, 1998; Flores & Park, 2014; Gasman
et al., 2015) and/or a high school that is less oriented toward a egbeggculture, rendering
them less academically preparedifidz & Bowers, R11). HSIs enroll almost 50% of all

Hispanic undergraduates and 25% of all undergradoétador (Benitez, 1998; Conrad, 2015;
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FIl ores & Park, 2013; O6Brien & Zudak, 1998).
MSis for funding, with some sayg HSIs might be on the frontline of federal budget daiksrés

& Park, 2014 Gasman et al., 2015). This tension may have been exacerbated in the Fall 2019
semester (during data collection), as mandatory federal funding for MSls lapsed during this time

( BookerurgeSe nat eo, 2019; Schwarber, 2019) .

While many MSIs have a commitment to serving their local communities and have
produced many teachers (Ginsberg et al., 2017), each type of MSI has a unique history, purpose,
and set of common goals. As discusgeChapter2, unlikeHBCUs and TCUsHSIs developed
circumstantially in areas with increasing Latinx populations asserting their civil right to a college
education, rather than for the explicit purpose of educating a specific racial group or righting a
historical wrong of educational exclusion (Benitez, 1998; Flores & Park,, 2013; Merisotis
& McCarthy, 2005; O6Brien & Zudak, 1998). Giv
requirements for HSI statspecifya full-time undergraduatélispanic populatio of (only) 25%
and a lowincomeundergraduatpopulation of 50% (John & Stage, 2014; Wolanin, 1998). HSls,
then, vary in their degree of racial diversity and percentage of students of color across campuses
(Liu & Liu, 2012). In fact, HSIs are considered some of the most diverse schools in the country
(Conrad, 2015; Gasman et al., 2015).better understand the diversity across HSigez et
al., 2016fidentified six types of [HSIs]: (1) Urban Enclave Community Colleges, (2) Rural
Dispersed Community Colleges, (3) Big Systeméeér Institutions, (4pmall Communities 4
Year Institutions, (5) Puerto Rican Institutions, and (6) Health Science Sapdg). As
explained furthebelow, both research sité@swhile still noticeably different from each other

(Nufez & Elizondo, 2015) fellintothe thirdcad gor vy, ABiYe a3y dtnesrhd t4dit i on
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As HSIs were not developed explicitly to meet the needs of a specific racial or ethnic
group, an HSI designation in and of itself is not enough evidence to indicate how welcoming the
university environment is fatudents who have historically been underserved in higher
education (Hubbard & Stage, 2009). Some HSIs have even been shown to be more similar to
Pwls than other MSIs, in terms of meeting diwv
& Stage, 2009)In this case, some scholars believe these HSIs might be more appropriately
thought of as Hispanienrolling (versus-serving) institutions (Gasman et al., 2015). However,
more recent research has argued against utilizing a Hispamniimg and Hisparierrolling
binary, as an AHSI 6s organizational &andture ¢
can serve their students in a variety of ways.
Research Sites

The HSI designation signals that an institution of higher education might be working
differently than traditional Pwls to meet the social and academic needs of historically and
multiply marginalized students (s€hapterl). Yet, some dathave suggestaedh at At her e i ¢
consistent negative (or positive) effect on college completion andShdédsignation alone after
taking into account student characteristics a
p.261). As such, | utilized two research sites to garner a more robust analysis when discussing
the affordances and limitations of the HSI contexdenving andgreparingpreservicdgeachers
(of color) and whether/ how tattiees. ivlwasismall | uenced
enough number to permit a deeper examination of the characteristics of these two institutions,
beyond those that simply designated them HSIs.

Within the state in which the study took place, around 35% (or 5/M44yeér public

universitieswereHSIsin 2019(when data collection took placeh 2019,all 17 of the MSIs in
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this state were HSIs, with two also being labeled Predominantly Black Institutions (PBIs) and
onealsobeing labeled aAsian American Native American PacifisidnderServing Institution
(AANAPISI) (Rutgers Center for Minority Serving Institutions, 202t0us,| utilized the
affordances of purposeful sampling (Bogdan & Biklen, 2007; Maxwell, 2005) and convenience
sampling (Marshall, 1996) to select twyear ublic HSIsin the same state in tmertheastrn
United Statesin addition to institutional characteristics of each research site, here | also detail
how | gainednitial access, eveas | understandccess as a complex negotiation that happens
throughout the entire research process (Bogdan & Biklen, 2007; Erickson, 1986).

Eastern City University (ECU)

| used purposeful sampling (Bogdan & Biklen, 2007; Maxwell, 2005) to select ECU, as |
am also an adjunct professor who teaches a diversity coffesed in a department outside of
the College of Education (COBs indicated inChapterl, it was in this context that | started
exploring diversity curriculum and pedagogy in the HSI contaxtlized the affordances of
being in this position to gaiaccess to the site, as | was able to recruit eligible participants via
my ECU email account. | wadsoable to apply for ECUnstitutional Review BoardRB)
approval as an adjunct faculty member.

Based on available data from the Hispanic Associatid@otleges and Universities
(HACU), ECU is a publigl-year institution that has been designated an HSI for at least the last
12y ears. As such, it works to Aprovide a diver
educati ono ( ECU webarsareg, during the 20882Q sehdol yegghea n u
university served just under 8,000 students, about 75% of whom were undergraduates. The
majority (81%) of undergraduates were ftithe students. The undergraduate racial

demographics during the 202820 stool yead 39% Hispanic/Latino, 19% white, 8% Asian,
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24% Black or African American, 0% Native Hawaiian or Other Pacific Islanders, 0% American

Indian or Alaska Native, 3% Two or more races, 5% race/ethnicity unkraanwd2% non

resident alien (National Cesrtfor Education StatistigdlCES], 2021y made ECU a fimaj o
HSI 0 -HMA) at the time of the study, or an fAi ns
maj ority among all race gr @8).pvhile mkimefacoltp us o ( Li
made up oly a small percentage of the instructional staff (approximately 30%), as of the 2018

2019 school year, they were mostly white: 57% white, 11% Black, 9% Hispawit/% Asian.

Voted the best public school in the state for ethnic diversitg.(Newsnd World Report2015

2016 ascitedn ECUwebsite and t he 7t h /b avaghingbon Manthlf or your
2015 as citedn ECU websitebecausdts tuitionis the lowest offered by a-year public

university in the state, ECWas established in ¢h1920s initially as a training school for

teachers. Todayhe school is composed of four accredited colleges and offers multiple

undergraduate and graduate degree programs.

Northern State University (NSU)

In order to find anothet-year public HSI irthe same state, | used convenience sampling
(Marshall, 1996). To gain access to NSU, | emailed two professors who were editors of a book in
which | had ceauthored a chapter. They put me in touch with the chair of one of the education
departments and anmachistrator in charge of Hispangerving initiatives, who helped me
recruit eligible professors. The administrator was also able to secure permission for me to
conduct the study at NSU.

Like ECU, NSU is also &-year public institution; however, the cangpis significantly
larger, both in terms of geography and student enrollment. During the2ZB@0%school year,

the university served approximately 21,000 students, 80% of whom were undergraduates.
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Almost 90% of undergraduate students weretiole. Slicht | y mor e of NSUOGSs gr ¢
population was futtime (36%) compared to ECU (21%). The undergraduate racial

demographics during the 202820 school ye&r 30% Hispanic/Latino, 40% white, 6% Asian,

14% Black or African American, 3% Two or more ract%, race/ethnicity unknown, 2% non

resident alien, 0% American Indian or Alaska Native, and 0% Native Hawaiian or Other Pacific
Islander8 c har act er i zed -iNapolity Hispania Sefving Instaution (MyMA

HSI )o0o at the timel ofhabhefibasdg, Hospanschpopul
al so the |l argest minority 8) bkegCUfalltincedasuttyu s 0 ( L
at NSU made up a small percentage of the instructional staff @d&taught approximately

half of the coursegust under 60% were white, askedll 2018.Seven percent of fulime

faculty were Hispanic, 12% were Asian, and 6% were African American (NSU Institutional

Report, 2019).

Also ariginally a training school for teachers, N$adlayoffers over300 majors, minors,
concentrations, and certifications across eight colleges/schools, and as such, NSU ranks as one of
the fAibesto universities in the state (NSU web
being ranked in the top 200 national umsrges in the country in 2020, #23 in Top Performers
on Social Mobility, and #79 in Top Public Schodls$. News & World Repgras cited in NSU
website). In 2019, three separate publications included NSU in its list of colleges that offered the

bestvalue in terms of tuition.
Sideby-Side Comparison

Both ECU and NSU, like many HSIs, were working with limited financial resources to
support their students (Hispanic Association of Colleges and Universities, 2012, as cited in

Nufez et al., 2015) and had similarstate and ouwbf-state tuition during the 2012020 school
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year! when the data arecollected NCES 2020) However, they differed in terms of
demographics and other institutional factors, reflecting the diversitystd bls a whole (ez

et al., 2016) and the diversity withdiryear HSIs, in particular (fWez & Elizondo, 2015), as

shown in Table 1

Table 1

Research Site Data

Eastern City University (ECU)

Northern State University (NSU

HSI status Has been an HSobr at least 12 | Became an HSI in 2016, after n
years longer requiring the SAT/ACT
for admissions
Location Urban Suburban
Total Enroliment, Approximately 8,000 students, | Approximately 21,000, 80%
20192020 school year| 75% undergraduates undergraduates

Undergraduate Racial
Demographics, 2019
2020 school year

AMaj ority HSI O
2012): 39% Hispanic, 19%
white, 8% Asian, 24% Black, 39
Two or more races, 5%
race/ethnicity unknown, 2% ner
resident alien

AMi ndfaijtoy i ty H
Liu, 2012):30% Hispanic, 40%
white, 6% Asian, 14% Black, 39
Two or more races, 4%
race/ethnicity unknown, 2% ner
resident alien

Pell Grant Recipients, | 65% 44%
20172018 school year
Acceptance Rate, 2019 95% 76%

2020 school year

Retention Rate2018
2019 school year

73% for fulttime, 11% for part
time

80% for fulktime, 42% for part
time

Overall graduation rate
within 6 years, 2018
2019 school year

41%

67%

Students formally
registered with office o
disability serviceg
20192020 school year

4% (which was reported at 3 ou
of the 134-year public
universities in the state)

3% or less (which was reported
at 7 out of the 13-year public
universities in the state)

Source: National Center for Education Statisti®¢CES) U.S.

nstitut.

onods

website.

disability accommodations (e.g., Office of Specialized Services). | decided to keep the language uniform throughout

News & WorldReport and each

1 If institutional information on an aspect of the university was not yet available during the22pa9
school year, | utilized the most recent publicly available information in the tables throughout this chapter.
2] recognize that institutions majjfferentially namethe office on campus that works with students around

the dissertation fofa) clarity and(b) making sure | did natompromise the identities of the participating
institutions.
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At each research site, both undergraduate students whedtpphe COE and graduate

students who received their bachelorés degree

teaching certification are inaiied in the overall group of students admitted to and graduating

from each institutionés COE. (Throughout the

undergraduate and graduate students seeking ¢

informaion from Data USA and Title Il report$ables 2 and 3 compare the racial demographics

of the undergraduate and graduate populationcampus with those of preservice teachers

Table 2

Comparison of Racial Demographics at ECU Between Presefaaehers and Institution
During the 20172018 School Year

Combined Undergraduate an Population of (Undergraduat
Race/Ethnicity Graduate Population on and Graduate) Preservice
Campus Teachers
white 25.3% 32.0%
Asian 7.62% 7.5%
Two or more races 1.77% 1.7%
Hispanic of any race 36.4% 32.0%
(including white)
Amgrlcan Indian or Alaski 0.338% 0%
Native
Black 21.4% 19.0%
Table 3

Comparison of Racial Demographics at NBétween Preservice Teachers and Institution
During the 2018019 SchooYear

Combined Undergraduate an Population of (Undergraduat
Race/Ethnicity Graduate Population on and Graduate) Preservice
Campus Teachers
white 46.0% 64.0%
Asian 6.0% 5.4%
Two or more races 3.0% 2.7%
Hispanic of any race 28.0% 15.0%
(including white)
Am_erlcan Indian or Alaskz: 0.0% 0.0%
Native
Black 14.0% 5.0%
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The combined undergraduate and graduate population figures in Tables 2 and 3,
compared to the undergraduate demographics of each institution in Table 1, demonstrate that the
majority of graduate students at both institutions are white, even as bottiorstitare
designated HSIs via their undergraduate demographics. Additionally, white students are
overrepresented in the group of HApreservice t
population, and Hispanic and Black students are underrepreséhésg. demographics are
further described i€hapter4.

Participants

As access is built on trust, | worked to be as explicit as possible with my participants
about the purpose of my research and what | was doing in the setting (Bogdan & Biklen, 2007,
Erickson, 1986) before, during, and after data collection. | selected two professors as focal
participants at each research &it decision also grounded in the possibilities presented in the
literature reviewed i€hapter2 on pedagogical strategies for temchdiverse students at HSIs.

Of the tworelevant studieghe aims of Niiez et ald €010) study were similar tminein

focusngon professorsé6 pedagogy. They studied thre
two research sitder this studythus exendsNufie z e tvorka Additirsally, limiting focal

participants ta total offour professors allowed more-ttepth data collection and analysis, as it

wasonly one more focal participant thanNufiez et al This addresskthe scarcity of literature

on indepth explorations of diversity curricula and pedagogy at HSIs and MSIs more broadly.

Professors were invited to participate if they were teaching a course that had an overt
commitment to addressing diversity. To@mmiiment to diversity could be expressed either in
the course catalog description, the course syllabus, and/or any other medium used to describe the

aims of the courseds obj e dheicoursescouldbecani vi ti es,
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introductory, foundatioal course focused on educational theory or hi§tagen to any

undergraduate student, in any major, who might have an interest in téachmiagnethods

cours@® open only to admitted preservice teachers (graduate and undergraduate students seeking
certificaion). The course could be in any elementary or secondary program.

At the beginning of the 2012020 school year, | used my ECU email account as an
adjunct in another department to send individual invitation letters to professors who were
teaching coursethat were eligible, based on descriptions in the university catalog. Of the four
who responded, two were available and agreed to participate in the study after an introductory
meeting. One was teaching an introductory course and one a methods coursé, Asaight
an introductory and methods course at NSU. At NSU, the chair with whom | was put in contact
was teaching an introductory course and agreed to participate in the study after an introductory
meeting. The administrator in charge of Hispasgcving initiatives put me in touch with the
chair of another education department, who recruited a fourth faculty member teaching a
methods course on my behalf. This fourth faculty member agreed after an introductory phone
call. The relevant demographic desailf each focal professor (as described to me) and the
courses they taught in Fall 2019 as part of the study, are shown in TAsléndlicated in
Table 4, three of the four professor participants were people of color, and all four were from
multiply mamginalized backgrounds. Annamma (2018) wrote:

Methods also signify the relationship we strive to have, and what actually occurs, with
our participants and others at the sites where we do research. Erickson (2006) noted we

can study down, up, or side biges and each of these choices affects our deeper
commitments. (p. 167)
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Table 4

Focal Professor Participants and the Courses They Taught as Part of the Study

ECU NSU
Introductory | Professor Anderson Professor Ruben
Course African American male Latino, Jewish male
Age: Late60s/Early 70s Age: Late 60s
AChall enges in |[AHi stori cal Foung
25-30 students enrolled Educationo (sec+ti

semester freshmen only)
25-30 students enrolled

Methods Professor Ocampo Professor Abbott

Course Hispanic male Black female
Age: Late 40s Age: Mid 50s
ACl assroom ManafiSoci al Studi es ¢
Assessment 06 (hyEl ementary Cl assr
12 students enrolled 9 studentenrolled

While | stoveto studymy participantsideby-side, in some ways | felt | was
simultaneously studying downas a white woman born in the United States, in relation to my
participantsod raci al , 0 antdtudying ypas a dodtdrad studemtat i on a |
25-35 years younger than my participants. | feel it is important to note this here, as these
dynamics inherently impacted this studyds fin
| used convenience sampling (Marshall, 1996) and invited every student to participate in
an individual interview, with the goal of interviewing32students in each courseX8 total), via
an announcement during class and a recruitmen
grades, as professors did not know which students voludtegable 5 shows the student

participants and the identities that surfaced in their interviews
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Table 5

Student Participant Information

Name Identities Year/Status in Institution Course
School
Ameerah| white appearing? Undergraduate, ECU Dr. Ocampo/methods
Muslim female senior
Roberto | Hispanic male Undergraduate, ECU Dr. Ocampo/methods
senior
Adam white appearing, Undergraduate, Dr.
Hispanic male who | transfer student Anderson/introductory
S ECU
had an IEP in high
school
Allison | white female from Undergraduate, ECU Dr.
suburbs transfer student Anderson/introductory
Ben Hispanic male Undergraduate, ECU Dr.
transfer student Anderson/introductory
Amanda | white appearing Graduate student NSU Dr. Abbott/methods
female seeking certification
Cara white female Graduate student NSU Dr. Abbott/methods
seeking certification
Amy white appearing Undergraduate, Dr. Ruben/introductory
female first- semester NSU
freshman
Liana Hispanic female with | Undergraduate, Dr. Ruben/introductory
alearning disability | first- semester NSU
freshman
*I f they did state their race, | noted it
| did not need to apply further selection criteria for student participants, as only two
students volunteered in Dr. Ocampods, Dr.
students volunteered i n Dr. Antehneewswene gsedto As
contextualize the observations and interviews of the focal teacher educators.
Data Collection Methods: Instruments and Procedures
As a qualitative researcher offrawodata ok t he

(Charmaz, 2006; Emngon et al., 2011; Erickson, 1986; Marshall & Rossman, 2011) waiting for
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me in the field, Auncontaminated by 2Zruman t ho
Rather, the significance of whafifoundd depended on how | interpreted the way it fitwather
data within the context of my study (Freeman et al., 2007). However, to the extent that | could, |
engaged the field as if | knew very little about my participants and diversity curricula at HSIs
(Bogdan & Biklen, 2007). Additionally, | understowadhat my participants shared as not only
potential data but as a gift (Saldafa, 2015).

In line with that understandingficollected the following: interviews with professor and
student participants; observations of the courses taught by the profesiegrgrds; public
profile and scholarship data about the professor participants; curricular documents/artifacts
related to the courses; institutional and programmatic documents; state documents regarding
teacher employment/licensure and information otitigons of higher education in the state;
and a trail of virtual and physical materials that helped me understand the impact of-campus
wide incidents/events and the current sociopolitical climate on the work of professors and their
students. Collecting aitiple types of data at different levels (individual, classroom, institutional,
state federa) (a) helped steer me away from privileging a certain way of producing knowledge
and instead kept me grounded in working to understand iy t i ci pant s6 perspec
& Frey,2005(Mb) fArefl ect[ed] a commitment to under st ¢
affect each ot he18d),inrdatian tomher@search Quésiarsd(p helped
me Af ocus anrthebedwdp HIHAsdmade] sense of their roles, responsibilities,
organi zational c¢halNouBeneg & 2015, pl2)dn aevaywhatdid motu t i on s O
position these two institutions in deficit ways (Garcia et al., 2Bi@ez et al, 2015). Bken
together, these three groundings and commitments helped me engage in data collection (and

subsequent anal ysis) t haNUidzetmala20ls, pf2L he compl ex
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Additionally, my chosen data collection instruments and procedures aligtiethe literature
on what constitutes credible qualitative research (Brantlinger et al., 2005).
Interviews

The interview method aligns with qualitative research, as the goal is to better understand
peopl ebs stories and t livedeseriances (Bbgdam § Bilden,e mak i n
2007; Seidman, 2013). | conducted satnuctured interviews (Bogdan & Biklen, 2007) that
were ficonversational and narr &6).iTweg whilenl st yl eo
prepared an interview protocol, | tted my participants as experts and let their responses shape
the direction of the interview (Bogdan & Biklen, 2007). Even as | collected multiple types of
data, | gave the most weight to the intervidgsausehe professors were the main focus of my
reseach questions. Observations, curricular documents/artifacts, public profile and scholarship
information about the professors, institutional and d&atel data, and materials generated in
response to the sociopolitical climate were used to inform theviexnes and help me
contextualize stories that, from my perspective, seemed to either diverge away from each other
or from my own understandings of diversity and/or curriculum. Additionally, | audio recorded
and transcribed all dheinterviews myself (Bogdan & Biklen, 2007; Seidman, 2013). This
allowed me to revisit the interview data, especially the nonverbal aspects of the interviews
(e.g., sighs, pauses) and important contextual information (e.g., if someone interrupted us). |
transcribed the entire interview and not only sections that | deemed important in order to avoid,
to the extent that it is possible, imposing my own frame of understanding onto the data before
undertaking irdepth analysis.

In conducting interviews with mparticipants, | adopted an empathetic stance to

interviewing (Fontana & Frey, 200Saldafia, 2015 Understanding that it is impossible to be
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neutral when interviewing someone, t hl8)s fimet h
assertstheimportaac of t aki ng anlldedtdignswithaBsCitnceo ( p.
methodology in several ways. First, it prioritizes, through adwficit lens, the lived
experiences of my participants overll8fiany theo
Secondjt emphasizes that both my participants and | are involved in the interview exchange
and the material conditions that shape our understandings of the world collectively create the
interview. This meant understanding that my positiondliggpecially alonghe social locations
in which | hold a different position than my participarnight affect how my participants
interpret this stance. For example, if my participant is a person of color, then perceiving me as
authenically invested in a conversation aboate might have been more difficult, given the
ways in which racisi a system that benefits white pedaplevorks to make inaccessible the
stories of people who oppose it (Tatum, 129717 and to keep people of color in subordinate
positions in society (Aleender, 2010; Bell, 1992). Third, this stance encourages the researcher
to work as an advocate aagartner with participants from marginalized groups and to use
research to create more socially just policies often advocated by DisCrit scholars and those
working from a fAtransformative r es &dezeta,b and pr
2015, p.10). This meant being open to changing my understanding of what is even considered
social justice, as this understanding has been developed from mysvatbjective positions in
society andtherefore might be different than what my participants understand as equitable
higher education praxis (Roegman, 2018).
ProfessorfeacherEducator|nterviews

As professors were the main focus of my studysl e d Sei d ma-depte, ( 201 3)

phenomenol ogi cal | y 15 ta soeddct threetseparatei intewiews.gJdiliziigp .
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Seidmandés notion of interviewing also provide

consistency across all three interviesugjgests that participants have been honest in telling their

stories.The first interview protocol focused on their life histories and teaching philosophies.

second interview protocol focused on their instruction and was guided by the literature on

preparing teachers for-K2 diversity (Cochratsmith et al., 2015), the literature on preparing

teachers of color (e.g., Kohli, 2009), and the literature on inclusive pedagogy (Valle & Connor,

2011) (outlined irChaptersl and?2). In other words, | asked thequestions about both the

curricular content and accessibility of their courses. The final interview asked them to reflect on

the semester and was also guided by the literature on HSIs, where | asked them questions about

how they felt the institution waserving its students (Garcia et al., 2019)e protocols for the

three professor interviews can be found in Appendikaso left time during the second and

third interviews to ask any followp questions about prior interviews and what | observed in

their classes and/or at the institution. In this way, | worked to engage data collection and

preliminary analysis that was fongoing and it

data, considered a range of possibilities, collected more data, andithessed the data with the

[ professor] o (IB8.namma, 2018, p.
Seidman(2013)suggestdthat each interviewe 90 minutes. However, in practice, each

professor interview lasted between@® minutes, as some professors were more available

and/ortalkative than others. While Seidman also sugghbtat spacing interviewd days to one

week apart is ideal, this structure can be adjusted as long as patrticipants feel they can both

reconstruct and reflect on their experiences. Given that my studyrmastiound by the

temporality of one semester (as the courses were ak@mestelong) and | wanted to

incorporate questions based on what | was observing in their classes throughout that time period,
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| adjusted this structure and interviewed thenhatkieginning, middle, and end of the Fall 2019
semester. Al of the interviews took place in
Dr. Andersonés third interview, which took pl
constraints. Table 6rpvides more details on the professor/teacher educator interviews

Table 6

Professor Interview Details

Length of

Professor Participan Interview Date and Time Interview

(in hours)
Dr. Ocampo (ECU) | Interview #1:Monday 9/16/19 at 12:00 pm 0.65
Interview #2: Monday 9/30/19 at 12:00 pm 1.0
Interview #3: Monday 11/18/19 at 12:00 pm 1.0
Dr. Anderson (ECU) Interview #1: Tuesday 9/17/19 at 2:15 pm 0.75
Interview #2: Tuesday 10/22/19 at 2:30 pm 1.0
Interview #3: Wednesday 11/13/19 at 9:00 & 0.75
Dr. Ruben (NSU) Interview #1: Thursday 10/10/19 at 1:00 pm 1.5
Interview #2: Thursday 11/7/19 at 1:00 pm 1.1
Interview #3: Thursday 12/12/19 at 1:00 pm 1.35
Dr. Abbott (NSU) Interview #1: Wednesday 10/23/19 at 4:00 g 1.0
Interview #2:Wednesday 11/13/19 at 3:00 pi 1.0
Interview #3: Wednesday 12/11/19 at 2:30 g 1.0

Total = 12.1 hours

Studentl nterviews
As student interviews were used to contextualize the professor interVignes; on
Spradley (1979) to conduct one-88-minute interview with the student participants, toward the
end of the semester after | had gained their trust (Bogdan & Biklen, 2007). Aligned with the
literature inChaptersl and 2|1 startedvi t h A groamdi etsdu ons t hat were
endedabout their experiences in their preparation programs as whole (or education courses, for
those students who had not yet been admitted) as well as about what they were learning in the

course | was observingthen f ol | owed these questions with A
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smaller units of experience. Here, | asked them questions about specific assignments and
activities wutilized in their courses. tFinally
that they described earlier in the interview. | also included questions that were specific to each
instructords course and t hus addpdofessorintarview® s pons
observations, curricular documerasd so onFor examp, Dr. Ocampo shared in his second
interview that the students | earning about th

highlight/ moment of s

c

ccess. Thus, I asked th
useful did you find learning abodite si x soft spots?0 to help fur
understand Dr. Ocampods interview response. T
in Appendix B.

In total, | spent 4.4 hours interviewing the students. At ECU, interviews took place in my
adunct office. At NSU, interviews took place in the student café. | offered to buy students a
snack and gave them my contact information in case they wanted to fqilaxth me about the
study and/or their future teaching careers.
Course Observations

Asgd udent and professor experiences are an i
al., 2019) andgjiven my awareness how my positionality as a white, nondisabled researcher
could impact the data in ways that decenter their voices (Roegman, 2018)atbss were
used to contextualize student and professor interview responses and thus were not considered
main data sourcefbservations took place over the duration of the Fall 2019 semester, which
was the length of each course in the study. For eaxfbgsor participant, | conducteeb4

observations of their course. At the beginning of the semester, | met with each professor
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individually to decide together what course sessions would be best to observe, in terms of
curricular objectives and activitietapned for that session.

I n conducting observations of the teacher
of the Asensitive ethnod9apnhwlero opriEmmeirtsionetp at
concerns and privil engle £ ait ®igrogii kesr @ veas dmygdt iow
(p- 29). Understanding that fieldnotes create, rather than record, reality (Emerson et al., 2011), |
took both descriptive and reflective fieldnotes (Bogdan & Biklen, 2007). Using specific details
and languageajescriptive fieldnotes included: portraits of my participants, description of the
physical setting (with accompanying photographs), accounts of events, reconstruction of
dialogue, description of activities, and my own behavior as an observer and holit henig
been influencing my data collection (Bogdan & Biklen, 2007). As reflection improves fieldnote
data, reflective fieldnotes included: reflections on analysis, or what | was learning and/or
possible connections to other data/information; methodolbigatiactions; reflections on ethical
dilemmas or conflict in the field; reflections on how my own beliefs might have been influencing
data collection; and any points of clarification (Bogdan & Biklen, 2007). Reflective fieldnotes
took the form of observaromments throughout the descriptive fieldnotes as well as longer
memos at the end (Bogdan & Biklen, 2007; Emerson et al., 2011). | also wrote reflective
fieldnotes before entering the setting to surface my own assumptions and expectations about the
obsenations (Bogdan & Biklen, 2007).

While my notetaking strategies shaped and are shaped by the setting (Emerson et al.,
2011), in the beginning | took more notes because | was new to the setting (Bogdan & Biklen,
2007) and had a broader understanding of whght be relevant data and/or information

(Emerson et al ., 2011) . I started descriptive
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the setting, including specific sensory details as well as a general sense of feeling and emotion
(Emerson et al 2011). Then, | focused on what seemed to be significant, unexpected, or

exceptions to people in the fielas well as everyday aspects of the teacher education classroom
(Bogdan & Biklen, 2007; Emerson et al., 2011). After leaving the field, and asasqmossible, |
turned my Ajottingso into more detailed field
Emerson et al., 2011). Each set of fieldnotes concluded with a summary commentary on a

separate page (Emerson et al., 2011).

As | conducted observatiomsf t he courses, the professor/t
charactero of my observations (Emerson et al
Thus, | was minimally focused on the students. Dr. Abbott put it well during our first observation
when she told the students, AShe is here to w
moments where | felt | had to take more detailed notes on the students, given how they were
impacting the classroom dynamicsaadu b s equent |l y, t h.elTheperextthessor 6 s
details were evident in my fieldnotes in two ways. First, in addition to the students | interviewed,
there were some students who | named (and then gave pseudonyms) because they spent a lot of
time outwardly participating and/or the profesand | spoke about their participation in our
interviews. wost udents in Dr. Andersonds introductor
are referenced i@haptercomet t hese criteria. Second, |l note
race, gender, diability status, age, and/or other identities if | fals was relevant to what | was
witnessing. (This applied to both named and unnamed students in the fieldnotes.) For example, |
included Hillarybés race (whi tsg andnagoeaitder ( f e ma
(Australian) in my fieldnotes as | fattwasimportant to note these aspects alongside observing

her views on the hijab as oppressive Ghapters).
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t

Toward the end of the Fall 2019 semester, | reflected in my researcher jouwtamim

he semester

I conducted

each professordéds obs

analysisDifferent time periods in the semester tend to elicit different responses from students

and faculty. It is possible that had | observed profasaba different point in the semester, |

might have noticed different things. | do not suspect that the professors would be radically

different, but I do think the students might have been in significantly different mental spaces at a

different pointint me .

Table 7 shows

when in the semeste

course. Taken from my researcher journal, Appendix C details how that might have impacted

at different points in the semester.

Table 7

Course Observation Details

what | observed, and how what | observed might have been different if | visited theszootesssr

Professor Participant Observation Dates and Timg Length of Observation (in hourg
Dr. Ocampo (ECW | Thursday 9/3/19 at 9:55 am 4.0
Beginning of semeste] Monday 10/28/19 at 120 pm 2.0
*Dr. Anderson Thursday 9/17/19 at 4:25 pm 2.0
(ECU)I Mostly Thursday 10/3/19 at 4:25 pm 2.25
beginning of the Thursday 10/10/19 at 4:25 pn 2.25
semester Thursday 11/21/19 at 4:25 pn 1.0
Dr. Ruben (NSU) Thursday 9/26/19 at 11:30 an 1.25
Throughout the Tuesday 10/15/19 at 11:30 ar 1.25
Semester Tuesday 10/22/19 at 11:30 ar 1.25

Tuesday 11/19/19 at 11:30 ar 1.25
Tuesday 12/3/19 at 11:30 am 1.25
Thursday 12/5/19 at 11:30 an 1.25
Dr. Abbott (NSU)i Thursday 10/24/19 at 8:30 an 2.5
End of the semester | Thursday 11/7/19 at 8:30 am 2.5
Thursday 11/14/19 at 8:30 an 2.5
Thursday 12/5/19 at 8:30 am 2.5
Total = 31.0 hours

*Dr. Anderson sometimes let the students out early, which is why his observagensot all
the same length.
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Curricular Documents and Artifacts

| also collected curricular documents and artifacts (Bogdan & Biklen, 2007) from each
professords course to help me better understa
commitments. These documents and artifacts included: course syllabi, phosogndptopies of
PowerPoint slides used in class, readings assigned and/or referenced in class, worksheets
accompanying classroom activities;dlass examinations (in the case of Dr. Ruben), project
rubrics (in the case of Dr. Abbott), and photos of studemk constructed both during class and
at home. These documents and artifacts were used to contextualize interviews and observations
and were positioned as dAtri gg4é6)mthdrthanat el | i ng
significant focus of the ee ar ¢ h . For examp]leoficedthattierewaséanb b ot t 6
explicit commitment to inclusive education and disability throughout her syllabus (image of a
wheelchair; inclusion of disability in her diversity, equity, and inclusion statementlisatuility
integrated into studentsdé assignments). Thus,
experience with students with disabilities and/or inclusive education.
Professorsé Public Profile and Schol arship

In the Spring 2020 semesterdllected additional, publicly available data about the
professor participants as a way to supplement what | learned about them through the interviews,
observations, and curricular documents/ artifa
profl ed6 (to the extent that this was possibl e)
videos they may have authored or in which they were fegtaned searchedroundfor
whether they had a strong social media presence. For example, | fairaf eidleos and blogs
in which Dr. Anderson was featured as a Vietnam veteran. This information was used to

supplement what he shared in his first interview, which centered on how his experience in
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Vietnam brought him to education (S€kapters). Similaly, when | first met Dr. Ruben, he
shared a blog post in which he was featured around his role as a Latino profesddSinTais
hel ped me better understand Chapgerd)vi ews on fAser
| also reviewed and read the scholarshipaxfh professor, even though at the time of the
study, they had varying degrees of continuing to carry out writing and research. Given that |
asked all four professors about their experiences as doctoral students, | started with their
dissertations and themeated an annotated bibliography of some of their work since graduating.
This helpedof urt her contextwualize how research did
teaching. While the direct findings frometbedata are nogxplicitly stated inChapterst and5,
professorsd schol ar s h ieeimgogahtpoendlude inthdsestveon c e wh a't
findings chapters, given that | had deepened my knowledge about their practice.
Institutional and Programmatic Documents
As | sought to understandatv students (of color) at HSIs who wish to be teachers were
Aservedo (Garcia et al ., 2ledadihed extenal documentsh e Sp
(Bogdan & Biklen, 2007) about each institution as a whole, as well as documents about the
teacher prparation programs at each institution. Institutional documents included: student and
faculty demographics and other relevant statistics (graduation rates, acceptance rdke etc.)
mission and organization of the universityiversitywide accomplishmea and achievements
student testimoniajgnd the history of the institution. | also looked for whether and how the
uni versityds website shared/ mentioned that th
teacher preparation programs at each institytivith an eye towardaequirements for admission
to teacher preparation programs, supports for standardized licensure exams and other barriers to

the profession more likely to be experienced by students of color, the number and types of
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programs,themisson and phil osophy of each institutior
the success of the COEOGs graduates.
These institutional and programmatic documents helped contextualize student and
professor interviews around what it was like to be a membdedhstitutional community.
They also helped me better understand the dif
relation to those of the institution as a whole. (These points are further expla@ieajiterd.)
State Documents Regarding Teadr Employment/Licensure and Higher Education
During the Spring 2020 semester, | collected two types of state documents to further
contextualize and understand the institutiona
requirements for seekingtification and employment as a teacher. This helped me better
understand the COE admissions requirements for each institution and how they integrated the
statebds requirements. (Chaptady wi | | be further e
Next, in order to understandetandscape of higher education more broadly in the state
in which the study took place, | conducted an informal review of statistical data from a sample of
15 colleges and universities (including ECU and NSU), using publicly available and institutional
data from the 2012018 and 2012019 school yeaésthemost recent available data at the time
of collection (Spring 2020)[o conduct this informal review, | selected 15 colleges and
universities that refleetithe range of institutions in the state in whibk study took place.
Included in the sample werfaur public 4-year HSIs, including ECU and NStyo private
4-year HSIs, one of which was also a P#Ip public 2-year HSIs, one of which was a
community collegefour public 4-year Pwistwo private 4year Pwls, one of which was an Ivy
League school; anohepublic 2year Pwl, which was a community college. For each school, |

used theJ.S. News and WorlBeportto find its endowment in 2018. | then used data from the
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NCESto gather the follomg for each schoofall admissions requirements, acceptance rates,
graduation rates and outcomes for-tithe and partime studentsand gaduation rates and
outcomes by race and ethnicity. The information used for this informal review can be found in
Appendix D, and the findings from this informal review are present&thapter4.
Materials Generated in Response to Campus and Sociopolitical Climates

How a university responds to the current sociopolitical climate naigbthave
implications for how pofessors and students engage with the topic of diversity. If the university
issues a campuside statement of solidarity and support in the wake of the announcement of a
political policy that targets immigrant families, students may feel that, at leashqgpus, they
can share theimmigrantidentities. The same goes for how the university responds to campus
wide incidents and events. During my pilot study, | kept track of email announcements and

statements to get a sense for how ECU respbtedcampuswide and societal current events

during the Fall 2016, Spring 2017, and Fall 2017 semesters. The President of ECU affirmed the

universityds commitment to diversity and incl
and the Executive OrdendACA was first announced. Yet, | also received emails in response

to campus robberies that were racialized (Ken
Adasrkki nnedd suspects. The juxtaposition of the

messages regarding which racial/ethnic groups are welcome on campus.

Thus, in my dissertation study, | kept a trail of physical and virtual responses from the
university to both campuwide current events and the sociopolitical climate. At ECU, this took
the form of emails sent to my faculty account and/or flyers posted on campus. At NSU, | could
only include the latter, as | did not have access to these email announcements. Additionally, |

kept a running log/journal of current events that were happenihg Wnited Stategand
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globally) duringtheFall 2019 semester, when | was collecting interviews and observational data.
At both ECU and NSU, | included questions about these events in my interview protocol with
the professors. Furthermore, this runningf/journal of current events that were happening off
campus acted as a consistent, constant aspect of the setting across both research sites, thereby
strengthening my research design. For example, after collecting media about the Global Climate
Strike and Wited Nations Meeting in September 2019, | then kept an eye out for asamgus
initiatives around climate change. (I noted a Clean and Sustainable Energy summit at NSU in
Chapter4.) While the relationship between professor pedagogy and specific cewearisis not
the focus of the findings in this study, the interview questions about the current sociopolitical
climate, in relation to oigampus and classroom interactions, influenced the data presented in
Chapterst and>.
Credibility of the Data

Luttrell (2009) wote,Ai Knowi ng why we make the decision
research val i di4).yhraughdut titerdatadcollection pracess, reflegtive
memos grounded my research decisions in prior research, DisCrit, and otlieatbtallected.
Within these memos, the detailed description of the setting, participants, and complexities of the
field lent credibility to the analysis | engaged after data collection (Emerson et al., 2011).
Furthermore, my analysis process was batattive (Annamma, 2018) and took into account the
biases | brought to the data collection and why | may have disagreed with my participants
(Saldafia, 2015). For example, in conducting my pilot study, | learned that one bias | brought
wasthe understandingf the teacher/professor as an expert on both the contergratea
understanding their students. Prior to one of my student interviews, my professor participant

describedne studenas ready for graduatevel content. In reviewing th@memo,| wrote after
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the interview, | feel now that my impressions were highly influenced by this assessment. | also
realize that | likely held this bias because whjiteness and identity as nondisabled have allowed
the institution of schooling to work for ménereby instilling certain (positive) beliefs about
teachersSecond, the professor was a white man, thereby holding dominant subjective positions
that likeredhim to being knowledgeable and smart.

| also used several credibility criteria for qualitativeearch. First, | was able to
triangulate my data, as | collected multiple types and vidiveahthrough three theoretical
lenses (DS/E, CRT, and DisCrit) (Bogdan & Biklen, 2007; Brantlinger et al., 2005; Marshall &
Rossman, 2011). Second, focusing my olest@ns on both everyday aspects, as well as
exceptional events, allowed me to collect disconfirming evidence (Brantlinger et al., 2005;
Erickson, 1986). Third, focusing on writing memos helped me engage in researcher reflexivity
(Brantlinger et al., 2003;uttrell, 2009). Fourth, | engaged in member checks with my
participants to get a betteenseof how my understanding of diversity curricula akgiwith
theirs (Brantlinger et al., 2005; Freeman et al., 2007; Marshall & Rossman, 2011), as well as how
the stories they told me about their life histories and teaching philosophies aligned with their
experiences (Polkinghorne, 2007). Member checking occurred during the Fall 2019 semester, as
| used the second and third interviews to ask clarifying questionsg @revious interviews and
observations (mentioned earlier). These membe
process itsel fl@7). DWBirglthe Spfireg 202@senieSter, | gonducted another
round of member check whichthe professors shared feedback on narratives | had written
about their courses, after | had engaged in medepth analysid worked to continue to ask
guestions and share any concerns throughout the research process in order to work against the

Aunsegaer dan( Mil ner , 2007) that my positionalii:
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to my understanding of the data (Roegman, 2018). Fifth, | engaged in peer debriefing with my
sponsor, second reader, other knowledgeable colleagues, and a diverse group oft i cal f r i
(Bambino, 2002; Dingus, 2008; Horvat, 2013) to see if my data collection and beginning
interpretations seemed credible (Marshall & Rossman, 2011). These debriefing conversations
helped me see things in the data that my positionalitypand experiences prevented me from
initially noticing and/or understanding (Roegman, 2018) and allowed me to further refine my
analysis and interpretation throughout the Fall 2020 and Spring 2021 semesters. Finally, in
Chapter6, | described how Ilworked hr ough t he fiethical and mor al
p.61) in utilizing observational data in research with professors and in only conducting one
interview with the students.
Pilot Study on Data Collection Methods

During the Fall 2017 semester, | clutted a pilot study utilizing some of the data
collection methods | previously outlined to provide an example for conducting my dissertation
study (Marshall & Rossman, 2011). This pilot was shaped by my work in Dr. Michelle Knight
Manuel 6 s q boadcoursa. t obserged twe teacher educators at ECU and interviewed
four students at ECU wheere education majors. The data | collected included: fieldnotes from
course observations, transcripts from the formal student interviews, curricular documnts fr
both courses, reflective memos, and a trail o
on and off campus, as described earlier. Here, | reflect on what | learned from my observations
and informal conversations with one professor and the studentiews and how this pilot
study informed the design, data collection, and analysis of my dissertation study.

Professor Observations
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In my professor observations, | sat in the back row of the class and used my laptop to
type my fieldnotes. While thigractice could be critiqued for positioning me as even more of an
outsider than | already was, | was sitting among students who were also taking notes on their
| aptops. Thus, I f eel my observational edata ¢
flow of daily event s o0 209Yaypisghaiad helpedmerRapsuie maren, 20
word-for-word dialogue and observational comme@iven that my dissertation research
context was similar, | wrote my fieldnotes in the same way.

My observations and informal conversations showed me the importance of using multiple
data sources (Bogdan & Biklen, 2007) and lenses to interpret parti€ipaqise r spect i ves.
viewed the professorés class solely through t
the complexity of what was happening in the classroom. For example, from an inclusive
pedagogical stance, he might have been discrimppatjainst students without the prerequisite
reading skills and abilities when he told me, outside of class, that he was not interested in
students participating if they had not done the reading. (Importantly, perhaps our shared position
as white professois students of color influenced his choice to share this opinion with me. It is
possible he thought | could understand where he was coming from and/or that | held a similar
belief.) Yet, he also told me that some of the reading he selected was plarimggewitent of
preparing his students for graduate school, which might not be a stance taken up by professors at
a school serving traditionally underserved students. It seemed, then, that this professor was
taking up the notiomsqfo lwdhli cihngdg hfglaslaa h eerap aiq tea
important aspect of teaching diverse students (e.g., Co8midth et al., 2009; Gay, 2010).

Interviews with Four Preservice Teachers at ECU
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One professor | observed paired me with three education majors iruhée ezhom |
could interview. Before meeting with them, | tested my interview protocol with one of my
former students who was an education major. In my reflective methodological memo | wrote
after our interview, | noted that our conversation seemed someiubidt In addition to how a
student of color might have responded to being interviewed by a white professor/person in a
position of authority, | also wondered if the way | framed the questions made it difficult to ask
follow-up questions. Additionally,wondered if we were missing some sort of shared context
around which we could center our conversation. After my interview with her, | updated my
protocol to include questions that related more to things that happened during the course sessions
| observedAligning the observation and interview in my new protocol helped me revise the
guestions in a way that allowed more robust conversations with the students in the course |
observed. Thus, in my dissertation study, | worked to include our shared contextotitse
with the students | interviesd (see Appendix B) rather than solely asking them broad questions
about diversity, equity, and/or social justice. Additionally, | found that audio recording and
transcribing the interviews myself allowed me to fdese to the data and engage in a deeper
analysis. Thus, as described earlier, | followed this procedure in my dissertation study.

Aligned with my literature review i€hapter2, all threestudentparticipants§rom the
professor 6s cfdredranted race whanttadking/ abcitvdieedsity; however Blaek
race specifically was central in our discussions. All three identified asBla@Rk) racial/ethnic
minorities; yet, when talking about the marginalization that people of color face, they all used
examples of Black peopleds experiences. They
a people of color. This could be attributed to the prevalent Bidmte binary used to describe

racial relations in the United States (Ancheta, 2010; Koh092Qt is also possible that they did
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not share painful experiences with me because they had just met me. Thus, my interviews with
the three students from the professords cl ass
students in my dissertatiatudy toward the end of the semester, after | have become (a small)
part of their classroom context and when tiveye more likely to trust me (mentioned earlier).
Additionally, in reflecting on these pilot interviews, | feel my impressions of these ssudlere
influenced by comments from people outside of my pilot study. Thus, during my dissertation
study, | heeded BogdamdBi k1 ends (2007) advice on not talk
field before | could record it and kept thoughts on participenisyself before recording
fieldnotes and memos.
Methods of Data Analysis

In line with a DisCrit methodology, | was interested in both the particular aspects of
participantsd individual perspectives as well
perspectives were embedded. As such, | utilized both inductive and deductive approaches to
analyzing the data (Annamma, 2018; Bogdan & Biklen, 2007). While | present here the distinct
phases of analys@swhich| engaged, | also conceptualize analysia asnlinear, iterative
ongoing process that happens throughout all parts of the reseatrfiist after the datare
collected (Annamma, 2018; Emerson et al., 2011; Horvat, 2013; Marshall & Rossman, 2011,
Miles & Huberman, 1994)Vith that conceptualizeon in mind,| discus herethe following
phases, or tools, of my data analysis: memos, coding and categorizing, and playwriting.
Memos

| wrote memos and kept a researcher journal before, during, and after data collection as
well as during the analysisid writing phases of my research (Bazeley, 2013; Charmaz, 2006).

These memos included questions about what | was learning, points from discussions with
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colleagues about the research phenomenon (after writing my fieldnotes and memos), and my
daily feelingsabout how | was encountering the work (Bazeley, 2013; Saldafia, 2015). My initial
memos were used to try to find general patterns in the data (Emerson et al., 2011). Subsequent
memos weras follows:theoretical, and explored more deeply how my emerginlyses
connected with my theoretical framework and literature review (Emerson et al., 2011; Marshall
& Rossman, 2011); thematic, which helped me think about the patterns and narratives that were
emerging from the data (Marshall & Rossman, 2011); and métigidal, where | kept notes on
my role as a researcher, any dilemmas that occurred during data collection, and reflections on
analytic technigues (Marshall & Rossman, 2011). | brought my initial, theoretical, thematic, and
methodological memos together Wyiting analytic, integrative memos (Emerson et al., 2011)
that furthered these connections.
Coding and Categorizing

Coding and categori zinaerbbokhctnvotgocéhAnna
2018y e.q., individual, classroom, institutional, stdezleralcontext® in relation to answering
the research questions. Codes and categories were generated from the interviews and utilized to
analyze the observations. These caulas$ categories were then compared across institutional
and programmatic documents, state documents regarding teacher employment/licensure and
hi gher education, curricular documents and ar
information, andnaterials generated in response to campus and sociopolitical climatéser
words, institutional, programmatic, state, and fedknatl documents were used to deepen my
understandings of the interviews and observations.

Interviews
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As professor interviews were my primary data source and student interviews my
secondary data source, and in line with Tenet 4 of DisCritGeapter2), | started with an
inductive analysis (Bogdan & Biklen, 2007) of the interviews. Descriptive codesuasdquent
categories were generated from each interview (Miles et al., 2013). In line with analytic coding
techniques that A[open] wup av é&muldrstengdgedinnqui ry
open coding of the interviews, in which | workedgenerate as many codes as possible
(Charmaz, 2006; Emerson et al., 2011; Marshall & Rossman, 2011) that reflected the concerns of
my participants and how they negotiated their particular contexts and made sense of diversity
curricula (Childers, 2014; Emson et al., 2011; Saldafa, 2015). | paid particular attention to the
topics that seemed significant to my participants and on which | had collected substantial data
(Emerson et al., 2011). In line with an inductargalyticapproach, when | went to categing
the various codeshe categories that | constructed were from the tsaselvegSaldana,
2015). Where | could, | used ideas explicitly stated by participants in creating categories.
Importantly, | remained open to allow coding categories toghairing this phase of analysis
(Marshall & Rossman, 2011). Additionally, in utilizing a DisCrit methodology, | kept in mind
that the distinctions | made between categories and the characteristics of the data | deemed to be
significant were reflective ahy positionality and prior experiences that | brought to the data
(Freeman, 2017)nstitutional, programmatic, state, and feddeakel documentsvereused to
supplement my understanding of the codes and categories generated from the interviews. For
examp e , I kept the category of nAideol ogical s | e
interviews (se€hapters4 and5) in mind as | reviewed the institutional and programmatic
documents from NSU that explained the social justice and diversitytive8aon campus.

Observations
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As the observations were a tertiary data source, | analyzed them deductively (Bogdan &
Biklen, 2007) using the codes and categories from the interviews. This allowed me to see how

topics that were important fmarticipants (Emerson et al., 2011) were emerging in the

observations. For example, after sever al code
practical o in Dr. Ocampobds interviews, Il t hen
he and/or thetudents wei@ or werenod e mp hasi zi ng Indtiutioaat t i cal i ty. o

programmatic, state, and fedelavel documentsvere used to supplement my understanding of
how the codes and categories generated from the interviews related to the observations. In
keeping with the same exampl e, | al so noted fp
Ocampob6s course, such as where practicality w
PowerPoint slides he used in class.
Institutional, Programmatic,State, andFederalDocuments

To better understand fAser vi nBaeseaas@uaestiqnGar ci a
1 (which guides the findings presentedCimapterd), | then compared the analytic codes and
categories generated from the interviews and substantiated by the observatistisitional,
programmaticstate and federalevel documentsiata sources. For example, | compared the
several codesinDr. Ocam@® s a nd (Aisnstudentinterdiesvs that led to the category
Adi ffi cBraxtsgx @amhh ashea barrier for students bei ng
raci al demographics of the students in Dr. Oc
relationship between race and standardized licensure exam scores, Sthizotanl),
programnatic documents on the COE admissions policies, and state documents regarding

employment/licensure
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| then compared analytic categories between ECU and NSU and between course type
(introductory or methods). This allowed broader, thematic categories tgefnem the data
that demonstrated differences in practices and policies between institutions and course type. For
example, the theme of #fAdifferentiation as <cha
courses at both institutions (taught by Dnd&rson at ECU and Dr. Ruben at NSU). | related
these themes that emerged across research sites and course type to programmatic and
institutional characteristics that relate to DisCrit. For example, | analyzed the theme of
Adi fferenti at ineatioratstheaudargrddeate caciah dgrdographics (Table 1)
and noted that did not come up in the less racially diverse (as indicated in Tables 2 and 3)
methods classes. As will be showrhapter4, | related this comparison to the higher education
context, overall, at the state level.
Playwriting

While coding and categorizing generally prorapésearcher to focus on commonalities
across pieces of data and how they can be grouped together (Freeman, 2017; Marshall &
Rossman, 2015aldafia, 2015; &kman, 2013), | stilengaged, yet did not seek to resolve,
participant narratives that told truths that seemed to be in conflict with each other (Emerson et
al., 2011; Erickson, 1986). This was especially important in analyzing the professor interviews,
student interviews, and observations across all participants, in relatReséarciQuestions 2
and 3, which prompted a deeper |l ook into the
course (and guide the findings presente@hapter5). (Given his deeper look, data sources
outside of the interviews and observatiorese not a substantial part of the analysis in relation to
ResearciQuestions 2 and 3.) Thus, | took up another mode of analysettier understand both

the human connections acrdear very different people and the curricular connections across
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four very different courses and instructional techniques (Bazeley, 2013), without pitting
professors with different philosophies against each other or positioning one of their perspectives
as better than others.

In line with critical race theorists who utilid@llegory and storytellinge(g, Bell, 1992
1996), | put the interview and observational data together in the fofam a@nagined)
conversation, or play/script, between me and the four focal professor participants, where | started
by asking the professors how they teach about diversity in thpgatge courses. | answered
this question using the dateemselveswhicharepresented throughout the script as unitalicized
text. This question allowed me to follow multiple avenues within the data; however, there were
moments whe | added interpretivé e xt t o Af i | | in the blanks to
hi dden meani ngs 62)dndthus iddic§teahow |2v@siInaking sense of the
connections across their different perspectives. | presented this interpretive text as italicized in
the script to indicate these words did not occur in my actual conversatiornhevjglofessorer
in my observations of their teaching

The full script can be found in Appendix E. Similar to my approach with the interview
data, Ifirst coded and categoridehe script. | then placed the categories into larger thematic
buckets. This allowed three analytic themes to emerge, whicleddha basis for the
presentation of the findings @hapters.

Limitations

Understanding that it is my responsibility as searcher to identify and explain the
limitations of my data collection and analysis (Freeman et al., 2007), | utilize DisCrit to think
about how my study was constrained by its design and implementation. | believe my

positionality as a nondisabled whiterpen who has not attended an HSI was a vulnerability as a
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researcher and a limitation in my study. As | expressed earlier, this might have been a limitation
in my pilot study ané reasorwhy the students may not have shared their vulnerabilities with
me.While | was transparent with my participants, worked to build relationships with them, and
included them in the data analysis, the lack of this important shared experience still influenced
how | interpreted their stories (Roegman, 2018). Relatedly, therbe multiple interpretations
of the data | present, and the reader may und
(Emerson et al., 2011). This can also be a limitation if the reader interprets these stories in ways
that position my particignts and/or members of marginalized groups in deficit ways (i.e.,
Roegman, 2018) and would work against the politics of solidarity (Mohanty, 2003) | tried to
engage with a DisCrit methodology.
Severalimitationscan alsarise with qualitative research.hile these limitations could
not be fully resolved, | worked to keep them in mind as | selected which stories | presented in the
findings of my study. First, there are |ikely
not share with me (Clandimj 2013). Some stories may not be shared because people cannot, or
do not, always provide an explanation for the events that happen in their lives (Saldafa, 2015). |
worked to account for this limitation by leaning on the affordances of ethnographicailmserv
in contextualizing the interview data. Second, tiveasthe chance that | interrupted and/or
di srupted the meaning of my participantsdé sto
represent them, which is ultimately from my perspective as the researcher and not as someone
who has lived them (Clandm 2013; Emerson et al., 2011). As Roegman (2018) learned in her
work as a white research member of a racially diverse team of practitioners, it is important to
combat against this unforeseen danger by asking participants for feedback on how | am

interpreing their stories early and continuously in the research process and not at the very end,
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right before the dissertation is submitted. Thus, as described earlier, | engaged in multiple forms
of member checking to work against this limitation.

Third, Freema (2017) waredt hat @At he stories that get cir
often those that reinfor cd3).Putdiffetely,theéshnaen r esi s
dominant norms that have framed people of color in deficit ways also influenoaits that
narratives are told. To truly practice solidarity (Mohanty, 2003), researchers need to push against
these norms and make sure they present partic
complexity of an i ndsvVviaddad).dlsus bued BisCgittoo up 6s un
prioritize and (re)present counternarratives that can not only stand by the@sedvesot only
in relation to the dominant narratig@entioned earlied) but also push against stock stories
(Delgado, 1989) dhistorically marginalized people. However, utilizing critical theories like
CRT and DisCrit run the risk of only reading the data in relation to the tenets of these theories
and thus presenting findings that confirm what the faldadyknows about divesity, equity,
and social justice in teacher education. In order to combat against this limitation of a critical
inquiry, | engaged in multiple modes of analgsis particular, playwrighting that sought to
prioritize partici paodfthetiieoripsahatgudedthissiyapdto I ndepe
present findings that complicate what the field knows about critical theories in teacher education.

Organization of the Remainder of the Dissertation

Neither ECU nor NSU had an explicit mission statemenenfisg Hispanic students,
which is not uncommon for many HSIs, given their historical development (i.e., Gasman et al.,
2015) (discussed earlier). However, Aservingn
researchers i n the leicamplicated than ean lmemevedl&dlinsa mésiod | s

statement or websi 26.dob(eGdir mite ndti oala.l ,0 2 M1 F,c om
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it means t ol),lbarciaenal. itestifien fogr themes in the current literature on
HSIs3 outcones, experiences, internal organizational dimensions, and external inflddhees
together comprise a Amultidi mensional concept
Thus, lutilizelGar ci a et al . 6s fr ameiwarakn,své eebeamchgursdi d e Di
practice par adi gNafetebal 2045, pld)yoipresent tHefindings in(
Chaptersiand5 Thi s Arepresent|[ation] [of the] data
2018, p.188) to recognizéq) theimportance and complexity of meeting the needs of multipl
marginalized students within the HSI context specifically (Garcia et al., 2df@zNt al,
2015, and(b) the factthat students of color aret a monolithic group and bring a variety of
identities and experiences to their teacher education (Annamma et al., 2013).

The findings presented Bhapter4 are guided byResearchQuestion 1, which is
concerned with how HSIs are working against barriers to racially diversify-tti2t&aching
force.As auch,Chapter4 utilizes all four themes of Garcia et@l§2019) servingness framework
to obtaina comprehensive understanding of how students who wish to be teachers are served at
these two HSIs. Alongside the demographics of each institution, thepdiescaf the first theme
of Garciaetab 6 r amewor k, Aoutcomesodo (e.g., graduati o
within the broader context of higher education in the state in which the study took place. Thus, |
utilized the findings from thénformal review of state documents and statistical data from a
sample of 15 colleges and universities (mentioned earlier) to put these figures in context. In
describing the secondedonbetmstudent@ars faqguityrexperiences,s , 0 |
utilizing both interview data and institutional and programmatic documents.

The third part ofChapter4 focuses on part of the third theme of Garcia é £2019)

framewor k, Ainternalobrigdhs zawhiool| iidnomlewnde oin
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and decision making as well as curricula, ©pro

(p. 18) that are within the control of the university. Three subthemes within this theme include

Al eader s hi makeg cultuthléy celevamt pedagogy and curriculum, and culturally

rel evant @A8).dJglizirg m&itditior(alpand programmatic documents alongside

professor and student interviews, | desdithee curricular foci within each COE more broadly.

This description falls into the third subt heme
| concludeChapter4 by focusing on the fourth theme of Garcia eb §2019)

framewor k, fAexternal i nfl ue nficeexst,er mehli cfha crtedfresr

affeded the development and growth of HSIs including decisions and policies of the local, state,

and feder al 1g4o)v,e ransmewetlol (aps. Aif actors bEByond t

Thusfar, literature within this theme has focusedsorh aspcts aghe development of the

federal legislation that established HS#g( Valdez, 2015, as cited in Garcia et al., 2011

advocacy work of the Hispanic Association for Colleges and Universities (HA€3) (

Calderon Galdeano et al., 2012, ascaiin Garcia et al., 201,9ndtheanalysis of financial

investments and resourcesd.,Ortega et al., 2015, as cited in Garcia et al., 2019) at the federal

(Mulnix et al., 2004, as cited in Garcia et al., 2019) and state (Martinez, 2015, as citedan Ga

et al., 2019) levels. I@hapter4, for two reasond, utilize state documents regarding

employment/licensure, alongside professor and student interviews, to describe the impact of

more stringent state licensure exam and employment requirementexsraal influence that

affected the enroll ment of admitted students

ARexternal i nfl uenceso waso geeview oftheldesatureone pr esent

Aservingnesso at imddstithese palicees have brethe alility of facuktyaand

staff to meet studeris n €NgIfees& Bowers, 2011; Mfez & Elizondo, 2015). Second, given
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that many students | interviewed attended ECU and NSU specifically for their teacher
preparation programghestate policies for becoming a teacher may impact the growth and
development of HSIs.

Chapter V utilizes mostly interview and observational data to present a rraeptin
examination of the diversity cur clasgguitledllg and p
ResearchQuestions 2 and 3. Asuch, this chapter continues the conversation of the third theme
of Ainternal organizational dChapterdbyg focosmgan ( Gar ¢
t he s econ dultsallybelevastpeslagly and c ur r i[which] lakes]intoor At h
consideration the racial and cultural ways of knowing and learning of students from minoritized
backagr od9).dsfacusingpon themes across four classrooms in two different institutions,
this chaptecontributes to the literature on the internal organizational dimension of culturally
relevant curriculum and pedagogy, as the majority of studies within this subtheme in Garica et
al.6 eeview focused only on one classroom.

Chapter6 concludes the disdation by discussing three larger analytic themes across the
findings presented i@hapterst and 5and presenting implications for practice and policy and
suggestions for future research in both teacher education and higher education. In articulating my
positionality, explaining my theoretical and ontological commitments, and being transparent
about my data collection and analysis processes, | present and discuss my findings with the goal
of helpingthe reader understand the roots of my inferences, assvetw | arrived at them.

Given that my goal is neither generalizability nor representativity (Brantlinger et al., 2005;
Emerson et al., 2011), | understand that my data and subsequent findings are one version of a
truth (Bogdan & Biklen, 2007; Ericksof,9 8 6 ; Mi f sud, 2016) and do nc

(Sal daf¥fa, 2015). Yet, by wutilizing 20),inferent.i
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which | worked to make fAcareful c20)ppmesents ons a

my findings, | dwelled in the tension of qualitative research that seeks to explain a larger context

by examining individual cases (Erickson, 1986). Combined with utilizing detailed description in

my data collection and analysis, this tension might have alsala#fad fApar t i cul ari zab

(Brantlingeretal., 2005, 01) , or an opening through which

of transferability20)o their own situationso (
Regarding the language of Hispanic and Latino/a/x throughout the disseltatarked

to stay close to what the datvealed For example, my source for enroliment datesented

as Hispanic/Latino. Therefore, | kept this languag€limmpter4 when reporting tbsedata.

Similarly, Dr. Ruben specifically referred imself as Latino, and we talked specifically about

why he did not use the term Latires such, | refer to him as Latino. When the data did not

specify which term to use (Hispanic, Latino/a/x), | used Hispanic and Latinx to make sure |

included studentsma people who may not identity with both categories, but for whom inclusion

in one of the categories is an important indicator of their identity and experiences. | used Latinx

instead of Latino/a, as Latinx can be read as more geadéqueeinclusive,even amid the

currentsociopolitical and linguistic complexity in using this term (dd<D2017) Relatedly, |

usedthe extended acronym LGBTQIA+ for gender and sexuality diversity unless a participant or

a data source shortened the acronym to LGBTQ.
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Chapterd
SERVING (HISPANIC)PRESERVICETEACHERS (OF COLOR) IN THE HSI CONTEXT

In this chapter, | utilize the four themesin Garciaét .2 0 1 9) Amul ti di mens|
conceptual framework for undE€hasa3@roadomeg, 6ser vi
experiences, internal organizational dimensions, and external infldetaeescribe how each
institution nAser ve da)wliohvistegpta beiteacherssThauddteaint s ( o f
collected publicly availablenstitutional programmatic, and statlecumentsand interviews
with professors and students at both Eastern City University (ECU) and Northern State
University (NSUP that led to the findings | present in this chapter were guiddRelgarch
Question 1: How are teacher preparation prograrhs@4-yearpublic HSIs working toward
racially diversifying the K12 teaching force?

| start by situating professor participant
withihnanindept h description of each r esenaescbe sit ed
how each institution fiservedo students across
outcomes and experiences (Garcia et al., 2019
to how the College of Education (COE) withineachini t ut i on Aservedo pres:
Within this section, | focus on the theme of internal organizational dimensions (Garcia et al.,
2019) by describing the curricular foci withi
subquestion (b) dReseatch Question ® How do two professors at twbyear public HSIs
consider the marginalization and/or essentialization of students of color in coursework related to
diversity?I then focus othetheme of external influences (Garcia et al., 2019) by describang
impact of revised state policies regarding teacher employment and licensure on graduating

teachers of color at each institution. This focus is guided by subquestiorR@geatrch

150



Question ® How do teacher preparation programs at #aeear public H& account for, and
respond to, barriers that have traditionally excluded preservice candidates of color from the
profession? conclude with a short summary of the findings in relatioRésearctQuestion 1.

The AHIi spani co AspecttDenographies and Bdtitutiormalb e | : St u
Characteristics of ECU and NSU ad hey Intersect with Racial Diversity

While both ECU and NSU areyear public HSIs, they differ in terms of student
demographicsg.g, race, class, academic achievement)laadtion (urban vs. suburban),
reflecting the diversity of HSIs as a whol(fezet al., 2016) as well as the institutional
diversity within4-year HSIs Kufiez & Elizondo, 2015) (se€hapter3). In order to situate ECU
and NSUwithin the context of highezducation, more broadly, | conducted an inforrealew
of statistical data from a sample of 15 colleges and universities in the state where the study took
place using publicly available and institutional data from the ZWIB and 2012019 school
years(seeChapter3 and Appendix E). Including a range of institutions in the sample (i.e., Pwls,
HSIs, public, private2-year,4-year) in this review was not for the purpose of making claims
about whether ECU and NSU are serving Hispanic and Latinx stu@emts.comparisons,
especiallytonoHSI s, often yield deficit narfjffrali ves o
the external political, economic, and soci al
al., 2019, pp. &). Rather, this review, in combination with professor testimonials, demonstrates
how the fAHi spani cd aspect nobHavelbeen the piimary lerisésut i on
through which some understood what it was like to be a student at these institutions.

While ECU had been an HSI for at least 12 years, and the undergraduate student
population was predominantly Hispanic/Latinx (39%) (§able 1), Dr. Ocampo, one professor
participant who was Hispanic and had worked at ECU for about 15 years at the time of the study,

stated:
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I think the [HSI | abel] is repfHeweewnt ati ve
| think the demographschave shifted. | think it was more Hispanic 15 years ago, and

webre getting influxes of a | ot of other e
Generally speaking, the kids that <clome her

thoughtlwouldhar mor e Spani sh bei ng .6npeoirkaevhile | i ke
[youhearthgt but generally speaking you donot . ‘
dondédt think they think too much about it

A former school leader and superintentlér. Anderson, a professor participant at ECU
who was African American, had joined the faculty much more recently (the semester before the
study began). He had not heard of the HSI label until | mentioned it to him, when approaching
him about participang in the study, and shared:

| rarely think about [ECU] as a Hispanic Serving Institution. | think about it as an

institution that serves economically disadvantaged stuéleritseems like the majority

of the students are in the low socioecononatust, firstgeneration university attendees...

many immigrants...so | never really thought of the university as a Hispanic Serving

l nstitution. Il just thought of it as an in

disadvantaged families.
Inline wi th Dr. Ander s on 0 s-20p8escheopyear, bpproxenatelyd6d% i ng t
of undergraduate students at ECU received federal Pell GtastdNews & World Report
2019). Compared to other colleges and universities in the sample, the only schools with a higher
percentage of Pell Grant recipients were a Pwl community college and another HSI that was also
a PBI. Excluding-year public and community colleges in théormal review, which had open
admissions policies, ECU had the highest acceptance rate (96% H2@D3.&nd 95% in 2019
2020, as indicated in Table 1)@&S 2020). Thus, ECU faculdy approximately 70% of whom
are paritime (NCES 20209 are teaching classoms of students with a wide range of prior
academic knowledge and skills. In terms of student demographics, the only area in which ECU

was similar to most schools in the review, including N®&®sthe percentage of undergraduate

students formally registed with theOffice of Disability Services: 3% or less. (That number
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increased to 4% during the 202020 school year, as indicated in TableTwo of the three
schools with 10% or higher were Pwls. The third was the HSI that was also a PBI.
Excluding thetwo community colleges in the sample, ECU had the lowest endowment
($12.5 million) in 2018.S. News & World Repqr2019), even when only compared to other
HSIs. This may partially explain why the university struggled to maintain adequate facilities and
technology. For example, during the semester this study took place, one of the largest buildings
for academic instruction did not have heat for over a week in November.
At NSU, Dr. Ruben, one professor participant vidhentified as both Hispanic/Latiremd
Jewi sh, desar HbsegaNBEU &erfting I nstitution by
NS U weore ofid Hispanicenrolingnst i tutiono (i .e., Gasman et

Gasman et al., 2015). Dr. Abbott, a professor participant who wak, Blated

I know the people I 6ve talked to; webre t
Hispanic Serving Institutich.l dondét know that | 6ve ever
Certainly, in my classes | donoét talk abou

Additionally, bothDr. Ruben and Dr. Abbott reported disappointment that the HSI label did not
describe and prompt a commitment to include other historically underrepresented and/or

mar gi nal i zed gr oup bappyMWithithe ISl 1Bbgd0d AR u Hagpanic,varads
itdéds a Hispani c Ser vidhpealdosharedthatthe cateteriadidnotg ht . W
accommodate Jewish students, which comprised
population, on Passover with Kosher for Passover foodABbott shared that some of the Black

faculty interpreted the label as a sign that some students were (perhaps, unfairly) being

prioritized over others:

Does [the HSI label] help to elevate us or garner particular programs and

opportunities? Perhap. I f so, t ha[bujimoneafthe Adricdmad t hi ngé
American caucus meetingssome folks are just very upset. You kndw\lly are you
goingtocallitthe® andi W have Bl ack fol ks here. Weore
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instituti on? Watlabal a ddntdfied®tn dwed dgnett hti nki ng wh

What 6s tddief bitgbseabout just helping peopl e

Labels arendét al ways hel pful in that sense
NSU (and ECU for that matter) would not have qualified for thellabPredominantly Black
Institution (PBI). At least 40% of their student body would need to identify as Black, according
to Title Ill, Part A, Section 318 of the Higher Education Af (J.S.C. § 1059, 2008Yet, if the
requirements were more similarttee requirements for HSI status (25%), both institutions would
have been closer to being recognized as a PBI.

Moreover, aligned with Dr. Abbottdés perspe
senseo of guar ant eei nlpth prafgsgors were hésitant toéntenpretghe n s t
HSI label in and of itself as a commitment to Hispanic and Latinx students at NSU. For example,
they both discussed hamhile there was a Hispanic Vice President of Hispanic Initiatives at the
university, thisadministrator did not receive additional resources or funding, as part of the
uni versityods budget, to i mplement opportunitd.i
told Dr. Abbott: Al 61 I hel p you Rubdnbimilartyyt hi ng
s h a r ehén the f®Prdsident ga&ea onehour speech last week, not even one word addressed
recognizing that our institution is an HSI . T
Such recognition has intheéteratureiomHSt Garciaet dl.,2@10)v i n g n

As an institution whose student demographics are still predominantly white (40%), NSU
only recently became an HSI8pring 2016, after adopting an SAT/ACT texgitional policy for
undergraduate admissionsHall 2015. ByFall 2019 admissions, only 4486 students were
submitting SAT scores (GES 2020). The newness of this lam&salso reflected in the
percentage of students from lamcome familiesDuring the 20172018 school year,

approximately 44% of undergraduate students received federal BetsGNSU website)lhe
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only schools in the sample with a lower percentage of Pell Grant recipients were Pwils, with the

exception of one HSI that was a privdtgear institution While significantly lower than ECU,

NSUG6s accept an c2018sclool gearf(74%) (RES 20202 1&yinthe middle of the

sample and increased slightly (76%) during the 28020 school year, as indicated in Table 1.
Excluding the previously mentioned HSI thatwas apridagee ar i nsti tuti on,

endowment ($43.9 mibn) in 2018 U.S. News World Reporj was higher than the other HSIs

in the informal sample as well as a puldhigear Pwl.However,NSU had the largest student

enrollment of any school in my informal review and wsagificantlylarger than most of the

schools, with the exception of one Pwl with similar acceptance, retention, and graduation rates.

The endowment of this Pwl ($207.2 million) was almost five times higher in the same year.

Thus, compared to other universities of the same fanacialresources at NSU are being

spread more thinly across a larger student population, rendering it more similar to ECU in terms

of finances. Thus, Dboth instituti oMibez&!l i ke ma

Bowers, 2011, pl307).

The @ S eAspedtaf theoHSI Label:
Supporting Students on Campus and in the Classroom

I n describing how students across all maj o
NSU, | focus on the following themes from Garcia @ §019) multidimensional conceptual
framework: outcomes and experiences. Regarding the theme of outcomes, | focus on academic
outcomes for two related reasons. First, in addition to being Hispanic, students who choose to
enroll in4-year HSIs tend to be less academically prepared and to coméigh schools that
are less oriented toward a colleg@ng culture, thereby rendering them less likely to finish their
degrees (Nfiez & Bowers, 2011). Second, as describe@hapter3, two of the four courses in

this study werdoundationallevel courses and reflected the wide range of academic knowledge
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and skills of students enrolled in the institution as a whole, compared to the two methods courses
that were part of this studyut were open only to students admitted to a teapheparation
program. Regarding the theme of experiences, Garcigdelraimework considers both student
and faculty experiences within this dimension. As such, | describe how students felt supported
and how faculty responded to shifting prioritiegesearch and teaching at each institution.
Academic Outcomes

ECUG6s r et ent i o-timerstaderds afdB3S4or panne students)land
overall,6-year graduation rate (39%) QS 2020) for the 2012018 school year were lower
than most schools my informal review. (See Table 1 for updated figures during the-2009
school year.5enerally the schools in the state with lower rates in these areas2wea public
and community colleges and the HSI that was also a PBI. Of the schoolsantpke that
reportaesttroatirate within 150% of oOnor mal ti med
duringthe20l2 018 school year, ECUb6s rate (31%) was
private4-year HSI. While the overall graduation rate at EC&kms to have steadily been
increasing over the years, moving up to 41% during the-2018 school year, th&year
graduation rate for Black students in 2€A0718 (32%) trailed behind Asian (43%),
Hispanic/Latino (42%), and white (43%) studentCE§ 2020). This difference was only
exacerbated during the 202819 school year: as tléeyear graduation rate for Asian (50%),
Hispanic/Latino (43%), and white (44%) students increased-ylear graduation rate for Black
students fel(29%).

Contrasting wittE C U NSUG6esutraasé ef19%) was both | o\
higher only than three publizyear colleges and two publeyear Pwls that reported transfer

out rates. NSUG s r-Bmeestadentsp38% foradiitee studer@®so(BRES r f ul |
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2020) was slightly higher than ECU and most schools in the sample, including one of the Pwis.
However, there were still Pwls and HSIs with
rate (71%) (\CES 202Q NSU Institutional Report) during the 202018 school year was one
of the highest graduation rates in the sample and the highest among HSIs in the(Sample.
Table 1 for updated figures for retention and graduation rates during the@2Q%chool year.)
In other words, while NSU may be moreademically competitive than both HSIs and Pwis in
the state, students are graduating at higher rates than they are at both Pwls and HSIs. This
reflects the relationship between college selectivity and compieteen when controlling for
other factors andemographics such as race, gender, academic performance, family
backgroun@ asdocumented in the literature (e.g., Shamsuddin, 2016).

Like ECU, the6-year graduation rate at NSU in 202318 for Black students (63%)
trailed behind Asian (75%Mispanic/Latino (74%), and white (73%) students (NSU Institutional
Report, 2019). Yet, emerging data slealthat while the overall graduation dropped to 67% in
20182019, not all racial groups with a significant proportion of enrollment on campus
experiened a decline. In 2028019, thes-year graduation rate for Black students (67%),Non
resident alien students (63%), and students whose race/ethnicity was unknown (70%) increased,
while the rate for Asian students (63%), Hispanic/Latino students (65%# sthdents (68%),
and students identifying with Two or more races (63%) declin&E& 2020).D r . Rubenods
description of his student s 6semesterffasteners i n hi s
reflected this fluctuation in academic achievement, relati t o r ace and et hni ci't
reading comprehensiéni t 6 s v er ¢ .lu nad atnrcyeidng t o see i f [t
theredséwhapabeteen. ltds not ethnic, racial,

Student Experiences: Supports in Diverse Enviroments
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Like many MSis, as discussed@mapterl, both ECU and NSU worked to provide a
welcoming environment to support their diverse studenigsg@onrad, 2005; John & Stage,
2004;Merisotis & McCarthy, 200p At ECU, members of the institution workemgrovide as
many extracurricular and social opportunities for students as possible, including various clubs
and speaking events. The campus may have been geographically small, but it never felt quiet.
Dr. Anderson, who has taught at multiple college aasep, also commented on how great it was
that there were so many social activit8s udent t esti mondegl,s on ECUOSs
il student] felt welcomed at ECWEXIpiekd eintciwmas nh
people and the hustle of city life, ECU has been a friendly and welcoming atmosphere for
[ studenttiWhenl|lkeRarmame to ECU, the first thing
community and t hed sdggesdthasthe institutmmprovidesgwelsoing
environment to students from diverse backgrounds. According to Dr. Ocampo, tolerance and
inclusion were some of ECU6s strongest assets
together a diversity and tolerancexcmi t t ee because fAithis is one of

where you would need [it]. o0 To éberaysesomanwas A a

people are awaéet her ed6s so much diversity that itdés mi
otherphces. 0 Dr. Anderson was similarly Ai mpress
Whil e ECU was ranked 2nd for Aserving stud

(Washington Monthly2015), including veterans and international students, one suppothate

seemed to be a possible concern for faculty and studestadvisement, particularly with transfer
student s. (1 i nterviewed three transfer stude
indicated in Table 5 in Chapt8r) Dr. Anderson nticed and shared with me that not every student

was being adequately guided by their advisor. Ben, one of the students in highdads
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interviewed, further substantiated this point. A fystr transfer student, he was rightly frustrated
by the lengtly and confusing process he went through to find and secure an appointment with an
advisor, only to end up enrolling in a course that his program no longer required.
Some of the students | interviewed said they chose to attenhECUise ofbcation/
commue (Gasman et al., 20150Rez & Bowers, 2011as well aghe low tuition and
scholarship opportunities (Merisotis & McCarthy, 2005). Yet, in practice, the way scholarships
were structured still may have disadvantaged students who historically have tlededxom
higher education via traditional requirements for financial opportungigs GPA and
standardized test scores). Although the university planned to implement a standardized test
optional admissions policy in the year after the study toatep(r students admitted kall
2020), students would still need to submit SAT scores to be considered fobasext
scholarships, for the Honors Program, And for
Similarly, transfer student scholarshgre contingent on GPA. Adam (another transfer student |
interviewed), who is Hispanic, only received a partial transfer scholarship due to his GPA.
Both of undergraduate students | interviewed at NSU reported thas their top choice
for college since middle school, owith one rep
Liana: | always knew this school was for ene Not only [does] [NSU] give you
experiences, it gives you opportunities to become someone that youtthough
maybe you wouldnét become, and | guess,
wante@ when | wag in middle scho@ . veEybody [knew] me as the girl who
had problems because | had epilepsy, so my learning was not working [like] other
people in my class. Butdlways knew | want to go to [here] because | want to
make something out of myself to prove to people that even with learning
disabilities, even with all of the situations that people have now in the world, you
can still make it in life.

TG: Yeale what abotithe scho@ makes it your dream schoalWhat are the
opportunities that are available here?

! Data for this study including the review of this poliéy werecollected mostly during theall 2019
semester, prior to theOVID-19 pandemic, which cancelled many SAT/ACT tests. As such, @ssilple this
policy was revised for applicants to these prograntalh2020.
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Liana: They have so many events in the schooéhat al ways try to | ook
| want to be able to experience these things, and they even have [af job fa
hereé even for the people that commute. | commute myself, and they always do

something for the commuters to show their appreciétiocBo, [ NSU] doesn.
only make you feel like home. They make you feel like, this is not only the home
for people that livdn e r e . ltds a home also for the

This feeling of home was significant, as the majority of students (just overw&®)
commuters (NSU website), which is similar to the percentage of students at ECU who commute
(88%) U.S. News World Repor}. Additionally,inwa |l ki ng ar oun,tdnotdelU6 s canm
multiple flyers for student opportunities, such as hosting a Clean and Sustainable Energy summit
and various activities associated with H@ocaust, Genocide, and Human Educationjdet
(e.g., Burkholder, 2018). Dr. Ruben also shared that the music, art, and drama departments at
NSU did an excellent job providing opportunities for student engagement.

NSU also has a wide variety of student services, such as a center fosear@ess, as
mentioned by the above student, and an LGEEON t e r . Nine years after t
opening, NSU was named one of the Top 30 LGHAr@ndly Colleges (NSU website). The
LGBTQ Center is housed i n ananodf fdiicvee rsspietcyi,foi cwah
has aMulticultural Center, aVo me rCénger, and &enter forFaith andSpirituality. However,
such initiatives may have been limited in fostering an inclusive campus environment, especially
around politically charged diversigpnversations. For example, while tBeuncil for Faith and
Spirituality (within the Centerivas an fian i nterfaith umbrella or
understanding, and education with an open min
tradi ti onso ( NS UPaesiie sanflicewas often pogtrayledsin canepus media as
onesi ded. I n 2014, the student government | SSuUE®¢
Palestineo to fAcease and de switbdfine (Yowkhj2014)c al s p

While the order was reversed on the grounds of free speech, intR@Efudent government
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voted against supporting the Boycott, Divestment, Sanctions movement (Frommer, 2017;
Ginsberg, 2017).

Moreover, Dr. Ruben questioned filee x agger at ed growt ho of st u
Agrowing invalcaemenmtc sofi nnome academic | ife of
First, while he agreed that some student serv
and fnemadttiuvlmntalons, 0o he was concerned about the
services that seemed more concerned with ente
at the most minuscule |l evelso in weses that we
diversity priorities were guided by an Adideol
best for U.S. veterantJ(S. News & World Repgrt as ci ted on NSUG6s websi
veteran himself, said veterans were marginalized on campus,

But i f itbés aebbmenot yegpwe oshhggu lbdarp@é for t ak e c a

instance, the LGBTQ groépbut had that [marginalization] happened to the LGBTQ
group, things would have been approached differently.

Dr . Rubends perspective t hatdeotogcalr e i s fAa |
projections that are not n e csbstdated byyianayvaen wi t
student | interviewed. An tgearold Hispanic single mother from a lewwcome family, Liana
was working partime to support her fullime enroliment. She had made the decision to move
out of her par ent snéanthosingaccesethildcar ¢ hoN§UHO $ hd ay c a
would cost her $B00/month. (The website indicatthere is a discount for faculty, staff, and
students; however, the amouwvdisnot publicized, and members of the NSU community need to

calltofindoutmore nf or mati on. ) ECUO0 svasmuglylyc$d0e$e00/mgnthc o mp a r

for the same number of days/hours, even though both institutidrsrhgar tuition. Liana only
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made $J000/month when | interviewed her. Even if she continued to live at home, beranc
would not be enough to support this.
Faculty Experiences: Shifting Priorities in Research and Teaching
Even though both ECU and NSU were originally founded as schools for teachers,
professors at both institutions had to manage conflicting and/énghpiriorities around
research, which affected the ways in which they could prioritize teaching. At ECU, Dr. Ocampo
described the student s a sé tiiewrbalytwant ®&bettertlifee oppos

They wor k hard, ands achreiyfdircee swid |T hugs ,t owhmalkee Dr

would |Ii ke the students to have stronger acad
[ he6d] rather be. o Dr. Ocampods preference fo
tohisownfami i ari ty and experience teaching in seco

speaking those who have taughtk2 r ecently or extensively are
someone who had the extensivdlkk e x peri ence and degsrcyr itboe dl eha rsr
Dr. Anderson still found differentiating the
difficult than at some of the other institutions of higher education in which he has taught. He felt
t hat Ateaching at BéanK-12 schod didtriett ywoehawe loihavga i n  an
di fferent skill set and a different passion. o
Whil e Roberto, a student in Dr. Ocampobs c
really helpful éyou get to | earn antsitooneetimy it se
student s6 ( ac aadl¢hendepajtmenteat BCL. Thisaffextedsstudents at ECU
preparing to be teachers, as theye also required to take courses outside of the COE. When |
asked Ben, a transfer student in Dr. Anderson

should have, he stated:
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I 6m t r yi tha outhere[at ECY ulmtike community college, thiavere

clearly there, dedicated to make sure you went on to ayBarrinstitution. It felt like

they acted liké at least the professors | had, it was their responsibility to get you

somewheré and be able to hang in a feyear [institution]. ECU seems twe a bit in

flux depending on what department you go to. There are some departments that are

cutting back standards because either they

theydre .too hardé
Benbs perception that EC&mightbs paitiallynexplaineadbkyo acr os
what the university prioritized in attaining tenure. Dr. Ocampo shared that attaining tenure at
ECU is mostly about research production, rath
as a teaching institutiontha ii sndt r esear ch he-timeyacullyaShei | | , t
time of the study were tenured (ECU Institutional Profile), in part because, as Dr. Ocampo
shared, fAother i nstit uénmuchmere discreinatingdénhermaofr e c om
who gets promoted and who gets tenure. o Howev
change nowéwith the new administration, there

Thus, despite the university providing professional development opportuaitiesulty
around strengthening their pedagogy to meet the needs of the diverse student body, Dr. Ocampo
expressed that he thought the university should not be investing its limited resources in these
opportunities, not because they are not useful butédbet s e  h e éspaofessdré&take it e w
seriously and i mpl ement what theyodve | earned.
development the mastsenior faculty outside ofth e OE, who had fAnever been
teach, 06 and heawed and prometaddoyfull prefesdorere the least likely to
attend. In fact, he admitted that while tenure was good for himgshot necessarily whatas
good for the students.

Theyear after receiving the HSI lab&SU was also designated a sfaublic research

institution, and? years after that, it was recognized as a doctoral university with high research
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activity. Aligned with these research labdéls, Ruben and Dr. Abbott communicated that the
institutionds main priority when it came to f
However, it seemed that NSU was more discriminating than ECU in terms of who received
tenure and was promoted. The titios into a research categ@nthat ispremised on ideologies
of meritocracy, individualism, and objectivity/neutraligg|l, 1992; Crenshaw, 1991; Ladson
Billings & Tate, 1995) has sometimes been used as a eel@sive tactic to deny the
promotionsofacul ty of col or at NSU. While Dr. Abbot
research category legitimized blocking her promotion. Her Dean did not give Dr. Abbott a
favorabl e review, c¢l aiéamotfaglinditsab[she]tvds dmmthe t o t he
volume of work that [she] needed to do, 0 even
were not specific in terms of what type of publications she needed:
Nowhere did it say | needed to have tier one. It said | needed to haweyeared
published stuff, and thatds webearthltbkaidh ad . It
needed to decholarship
The devaluation of Dr. Abbottés scholarship i
American women professors at Pwlsifes et al., 2015; Reddick et al., 2021) and to Black
women scholars utilizing Black feminist thought in their work (Collins, 1990/2003).

While Dr. Abbott was eventually promoted to associate professor, she shared:

| 6ve hear d, p aof trowwmand Blabkepeoplexhehe]r.Webd¢t ¢ br i ng
you in. Wedll give you tenure, but...Il hav
have, and they are assistant professors.

An i nfor mal review of NSU®63yeas cosobdratedrt i on al rep
Abbottds testimony. While a greater percentag

faculty were tenured (80%)compared to white (73%) and Hispanic/Latinx (71%) faculty

there might have been atdlack bias in terms of promotioas rates were slightly slower for

164



African Americans, while Asian and white professors were more likely to be promoted without
tenure. Moreover, these trends at NSU reflect a national pattern at research universities. While
the representation of Black fdtguwith earned doctoral degrees has increased, they are
disproportionately represented in the rank of assistant professor, compared to white faculty who
are more likely to be tenured and at the rank of full professor for a longer period of time (Modica
& Mamiseishvili, 2010).

Whil e Dr. Abbot t omiort®xheiestitutienrbeceming anpisleDn. e d
Ruben also shared that race and gender discrimination has continued to occur on campus, even
with the HSI label:

The other day, just informally, we were sitting here with three [younger Latina

f a c u levegydne hés encountered, in one way or another, microaggresdiamm

faculty to faculty, from [academic] administration to faculty.
He also shared that supporting these faculty members was a priority even before NSU was an
HSI, especially because in some wéne could understand how they felt, as an immigrant who
had been a target of ethnic discrimination hi
these comments. o In other words, while he rec
levele of legitimacy to that particuléri d e nét whithyimthe case of NSWas both the
identities included in the HSI label atitkidentity of researchérthe faculty were still trying to
figure out fAwhat that [ di scr i misofstppoding] means
historically marginalized students in the classroom and increasing pressure to produce high
quality research.

Dr. Ruben explainedinamemberh ec ki ng conversation that t
with the resear chiodochasmnificafitewmddr of grants,twhieh otbelwise n t

cannot be accessed, as most oTolimrthisexplaineeé r si t i e
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why junior colleagues have been under increasing pressure to apply for external funding, even if
thefuds are used to support fAprojects that sel di
disappointment that some junior faculty

seem to feel as though they need to kind of be a certain way or that there are certain

expectations coming on thé&nthat they havéo attend meetings just because people are
watching them or that they candét say no to

When the university was still a Aresearch
more seriously, both in terms of evaluation, aswellasamahgim i dual facul ty men
priorities. Yet even though the wuniversity #dap
shared, and has a dedicated position in the p

Dr. Ruben felt:

When theuniversity shifteé many started to feel that they were penalized because
they were dedicating so much time to teaclimgt penalized, but they were asked to
teach more because they are not producing
teaching butit creates a difference betweefisomeongteaching one or two classes a
semester with someone who t eTaa dedicatioitour i n
teaching has been lost somehow

As such, he felt that the Boyer model of scholarship would be éggutoon for NSUbecause
it enables different faculty to choose under which category of scholarship they prefer to
be evaluatedlherefore, it eliminates tensions and honors the variety of strengths that
faculty bring to the table. In consequence, teagisrequally valued to other forms of
scholarship.
The diminishing importance of teaching might have implications for teacher preparation
specifically, especially when, as Dr. Ruben suggested, the university hired teacher educators
whose 0di entitygoéesihroagh the printary role of maybe researching teacher
education:
ltés not that [the preparation of teacher
the task as it could Be. | would like this institution to havée a retake on theaddition of

people dedicated to teaching without having to distract the dedication [with research].
|l 6m not saying that the researécWeatlanmannot
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trying to say is that the culture of the institution has shiftedéntsu a way 1 n whi ct

almost forcing people to prioritize their publications, their research, their scholarship in a

way that | am scared that it might neglect the preparation aspects of practitioners.
While all four students | interviewed at NSgoke highly of their professors, it was not
surprisingt hen, that Amy, one of Dr. Rubends studen
both in and outsidetreOE, f el t t hat her professorsdé teachi
moreit raditional-@an@antdhdm®skembeds, fAwhich i s ok
felt she learadbest by doing. When | asked her what skills and knowledge professors of
education need to have, she stated:

Amy: They have t o knling. Theilzate totkimoe gbout their subjectc

They have to | ove that subject aéd show
so then maybe [the students, also] can get that sorspdirk into the subject.

TG: Okay, and do you feel like your professorseneave that?

Amy: Yeah, all my professors have that spark.
In other wordsAmy recognized that professors are passionate about the topics they teach, even
if they are not teaching in the most accessible ways. Liana, anotheefinsster freshman in
Dr.Ru b e n 0, sxpresked that, across all of her classes, she felt like the professor treated all
students as fAequal i n a sort of[thamhajéthe il t was
student [said was] wrongr ®of &d23drls arhe diefl ftert ér
really careas muchas{k2] t e ac her s amet stludenbleasmihge n it ¢

Amanda, a graduate student in Dr. Abbottds

professors are really gréateally knowledgeable, anddi know a lot about teaching and are

really passionate, 0 she also felt that #fAa | ot
graduate students: fAYou ha¥d 6fm & Ir g w o rtiknd, oo wrosg Kk
t o Cardsimilarlyshaad: #Altdéds a | ot of work, and itds si

goingtoworkfullt i me and then al so wor k DRrrRaberhadssse | ob anr

167



sai d he éHranssomehlstadentsyat the graduate Evadmplaints about
faculty¢ mi streat|[ing] them. o6 I n other words, even
environment for students, it is possible that
of research and teaching.
Serving Preservice Teachers
Threeof the five students | interviewed at ECU and three of the four students |
interviewed at NSU shared that they chose to attend their respective universities specifically for
their teacher preparation programs, rather than for reasons more commonly gemolforg at
anMSlasdocumented in the |literature (i.e., |l ow t
Zudak, 1998; Raines, 1998), or for HSIs specifically (i.e., being Hispanic, location of the
institution) (Nufez & Bowers, 2011)The graduate prognas i n e d u c avererankedat NS U
among the nd$ News&WorldbRepdits i 72020 Best Education ¢
website)At ECU, Ameerah reported: AWhen we were di
only one who really went in depth foem when | woul d ask about the
Within these programs, the teaching of students with disabilities, in particular, was
popular at both institutions. In 2019, 15% of the graduate students at ECU were enrolled in a
special education program, kiag it the graduate program with the highest enroliment. At NSU,
one student, Cara, specifically commented on how
a | ot of places i n t heteahing studehts with tisabilitiese a m
[TSD] ag a joint program. So, | wanted to do the6kand the TSD, and this was one of
the only places that offered what | wanted.
This particular program is one of the largest programs at NSU and, like other programs in their
COE, has a high public school hirirgte compared to graduates from other colleges in the state.

In describing the ways in which ECU and NSU served students who wished to be teachers, |
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utilized the following aspects of Garciaet@é 201 9) Amul ti di mensi onal ¢
f r ame wo r kabganizational eimensions, whichi ncl ude i nstituti onal
decision making as wel | as curricuthatarpr ogr am
within the control of the universitynd external influences, érf act or s conteolobtred t he
i nst it a4).Asadiscbissdd pChapter3, the internal organizational dimension | describe is
the curricular emphas within the COEs, and the external influence | describe is how each
institution navigated stringent state licensuxares.
Internal Organizational Dimensions: Curricular Foci Within the COEs

The COE at ECU emphasized the importance of education in building a more
equitable, democratic society via an informed citizenry and the importance of education in
Aaccompl i sh[ iofECY website). iAtaNSU, thei GOE warked to prepare educators
fito work towarda healthier, better educated, more just soGiEth5U website). As discussed in
Chaptersl and 2 the majority of the current literature taacher preparation for social justice
and/or equity links this goal to the importance of successfully addressli2gskudent diversity.
However, the different student demographics and locations of ECU and NSU fueled different
curricular foci and commitrmret s wi t hin each institutionds COE
area, and many of the students had attend&@ Krban schools themselves. NSU was located in
asuburbanareaagmls such, some students described thei
ofdi versity. o
PreparingUrban Educators at ECU

At ECU, Dr . O ¢ aumgnal is ® prepare themttomat just énter the field
but to stay | ong term, and thatodés one of the

they stay,and hey st ayMdroenqgv eére,r mfE@UOGs | ocation in an
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COE6s commitment to prepare teachers who can
contemporary urban, multicultufgdl nd mul t i | i ngual c¢l assroomo (EC
teaching, internship, and extracurricular opportunities offered to students are often in urban
schools. In fact, it was this urban school focus that sometimes was the reason students chose to
attend ECUBend who felt he knew the suburban school system well through his daughter, who
was a student, artds wife, who was a teaché&rshared that part of why he chose ECU \iitas
kind of gauge [whethdrwant to work in an urban school]. | thought | would get nadran
urban perspective fr om hEhatthe lrbarcpemspeadivetvdsi s | s a
emphasized throughout courses within the @@Ealso substantiated by Allisoanother
transfer student commuting from a suburban.dpgar to enrolling aECU,  sjustenevér
honestly thought 16d be teaching in an wurban
Il n Dr. Ocampods experience, many of the ed
wanted to teach in an urban school when they graduated. hi@campo felt that some of
t hese st udent] [¢seachinginan urbarhschpoks tthragiérs pat h, 0 gi ver
exposure to suburban cities and areas, he also acknowledged that some expressed wanting to
give back to the communities in vehi they grew ugLadsonBillings, 2009) Roberto, a
Hi spanic student (who went to an urban school
changeo for [tetl odvenmtés nitfornmemcl asso and for stud
they Adidenother pco®per education from the syst
preparation program, this stance has the potential to inspire a long career as a teacher for social
justice in an urban school (Lee et al., 2019).
Additionally, students felt that dersity was more prominently addressed in their

education courses than in courses they took in other departments. Ameerah, who was studying to
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be a secondary Evowdefinielhlearnalaoot diversity throwgh the:edudation
courses,moreos t han t he BEmn@tammhalsoagraed: s es . 0O
Given who we are, who our s téuld emutsst asraey,, ai

something wé¢as a departmehtlo a good job of here is really, you know, not having

diversity be, like James Baslkalks about, the kind of aduh, bring a dish, or today

wedre going to do Black history aénwherd hen w

it becomes integrated.
Dr. Anderson incorporated the diversghtty of fAw
about g o a llwantthem to haveeanfidendie because | know that there are other
professors who arendt g oYengmilarto PWwispioskeetdhtt t he m t
not all faculty at ECU had the relevant urban school experiemtZergoreparation to address
diversity and/or social justidelly (i.e., Tolbert & Eichelberger, 2016), as discussed in
Chapterl. Dr. Ocampo, who was the chair of one of
lot of our people who areaching students how to teach have either never taught or have very,
very | imited teaching experience. o0 I n recogni
Acompl e x-dlintonfetaal., B043; Rivers et al., 2021) and nouddan schools were the
sane,the felt that these faculty member[fiBudamd f oV e
schooljand how to fix it.o In other words,t they n
situations that you canodt jnudste tdadd ebicht t afata o
Ameerah felt all professors of education should have. Additionally, she reported that there was
not as much deliberate focus across her <cl ass
cultures, traditions, and beliefst o [ her] own | essons. 0

The fact that many students came from urban schools themselves positioned them well to

actualize the COE6s commitment to working in

studentsd exposure to ur bnalesigrsng theocarticelumafarttte | i f e
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classroom management and assessment course that was observed as part of the study. When |
asked him what, if anything, he would change about his teaching if working at hePstated:

They[the studenisknow moreabout thafurban schodlenvironment than | do in a
l ot of ways. I f it were a predominantly wh
more of a suburban area, then | would spend a lot of time on the cultures of schools, what
the stereotypes are compadute the reality, the importance of staying away from deficit

thinking, even if ités subtle in terms of
proactive and getting to know the community and getting to know the strengths of the
community, notjust ocusi ng on what 6s |lwauklreslgwoknd t he

on them examining their belief systems, examining and reflecting on everything in terms
of their assumptions.

Dr. Ocampo recognized that the above fosasnot solely for white, suburbatudents and was
Ai mportant f of[with thg lymitesl amodneohtimgyoubhave in clagsyou pick
and choos@whatto focusoh 06 especi all yyighatés asveheeahdyed
about working here as opposed to a lobthier institution6 . h®€r eds not a | ot of
when they go into the schools. o0 To him, this
the high levels of engagement in the classroom management and assessment methods course he
taught,which | observed as part of the study:
Theydére not up | ate the night before worr.i
or how theyore going to explain a concept.

to be behaving and whatismye s ponse going to be and what
me and t he ki dsrhegcomeirfidthe lolask[and [clasgréom

management] is alrelatdys anatona egme atf d rmali o ¢)
doctor and you know what your aiémt is as opposed to just going for a checg é
They know that this is what their fear i s,

i néTherebds not even a t eslflsayths s hdogdstracegyd t h e
they write it down spedifc a .1l ty@&s t hat whol e t hing ocf Al &r
€ It would be great if we could create that kind of relevance in all coursework.
Students certainly may have been worried about classroom management, as Roberto shared that
Acl assr ooemtmadceafgierm t el y was somet hing that [ he

upon enrolling in the course. Yet, the above quote also demodgtrateas discussed in

Chapterl, Dr. Ocampo did not e gldarlbaescioolsjidandhd s 6 ex p-
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themselvesyith evidence that they would intuitiveknow, how to manage a classroom or
assess students (i.e., Brown, 2014; Jackson, 2015; Kohli, 2009). He recognized that they were
still young, relative to the education and life experiences he felttzin teachers should have:
Aln an ideal worl d, | .D.shandrbé&in tadir BOs and 40s, huélr s  wo u |
understand thatoés not realistic. o0 Thus, it se
with their experience in urban schgadgher faculty at ECU similarly worked against assuming
students were experts of diversity, even if they attended an urban school. For example, Roberto,
who was fro-thomi illt edani tyo and attended a pre
school, shar that:
I al ways assumed diversity |jus[edutatomnt éet h
professorkexplained it here. Ndj t 6 s n o tbackguwoanfié telh deme @s di ver si
behavior, diversity in knpeoplespdaf.eédi versity
Preparing ProgressiveEducators at NSU

NSU6s teacher preparation ficonceptual fram
with tenets of being a progressive educator, emphasizing the importanc2dekchers
recognizing students, families, communities, and the identities and experiexcesitiy to
their education (e.g., Goldfarb et al., 2017), as well as the role of education in disrupting societal
inequities (Kumashiro, 2015, as cited in Fren
uni versityds st and aofdvkich NSUrdevplopedsa eniversitide t eac her
system to assedgeflect components of culturally responsive pedagogy, universal design for
learning, and inclusive education. While these components are impoe@antdless of thi€-12
schooling context (suburban,urba or rur al ) , Car a, a graduat e s
had experience working in a charter school in an urban area prior to starting her program, stated

that the curriculum at NSU reinforced what she learned in the classroom, such as using
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manipulatives and teaching through multidisciplinary lessons. At the same time, however, the
graduates of the teacher preparation progr ams
Ahi ghly effecti veoYettasdiscussedi@GhaplelB Ef wWwebsi ved. pr a
are often constructed by white practitioners and researchers (i.e., Cullingford, 1995; Marshall,
2016; Stronge, 2018; Stronge et al., 2004). I
documents suggexstthat students enr@t in a teacher preparation program may be exposed to

a range of pedagogical practices (progressive, inclusive, culturally responsive, and/or
Aeffectiveo).

Thatthe NSU website displayed student accomplishments in terms of their ratings as
teachersrefleeda f rustrati on of Dr. Rubené6s. He was
the COE were closed based on assumptions about prospective jobs, rather than on the type of
education they could provide, even if these programs were the only ones offepedbkdt

institution in the state and were nationally and internatiomatipgnizedin other words, NSU

was not remiss from what he called fAthis neol
(Philip et al . & the éntepreneudidaturer tiembolricollege hastakent
trying to sdhle ¢uvwedentoinaloséthe university is

All four of the students | interviewed at NSU stated that diversity was emphasized in
their education courses. Catatedi | t hi nk i n every class they f«
is really big on diversity andéhow to educate
discussed inclusive education when | asked her where and how she learns about diversity:
This program, | feel like actually exposesyoédt@® | ot of things | dic

about, especially with UDL guidelines and preparing for people who have all different
needs and accommodations
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Additionally, Amandareported that UDL was includethd emphasized in all her classes,
including ones not specifically about teaching students with disabilities.

Yet, diversity in coursework at NSU did not always produce intended outcomes. In
reviewing comprehensive exams, where students are asked sodggeription of their
practicum cl assr oom, Dr. Abbott reviewed the
diversity in her classroom, 0 despite there be
Spanish, and a male teacher. Dr. Abbott was disappoe d t hat the student Af
understanding diversitg | |  t hese year s [atNBHd(empasiseaddgdyet,b e en h
Dr. Abbott also felt it was i mportant for pro
in front hoafvey althedosminte narratived and to At hen
your curriculum, into your conversations, and
practice, however, this was sometimes difficult, even for Dr. Abbott he®edfrecogized that
the Aaffinity Iink and connection would possi
students who might be in her cl asses. However
many students of color in her classes (the reaa@esplained in the next section), she was still
learning and being careful to include perspectives of students of color in authentic and culturally
responsive ways:

I did haveéa ti me[aBlackstudéfi aonmact evéhywi taimd

like that because | felt like | was disconnecting other people and askingttreeBlack

student to do something that is discounted in the research. To have one person speak on

behalf of everybody.
In fact, she shared that while she considered spending a semester or two teaching at an HBCU,
she asked

Whods to say t hey <agewsomethingaoroffer, boetiey rhay orh i n k

may not[think | have somethingtooffer I n t hat sense | dondét kn
differently [than what | do here at NGU
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Dr . Ruben certainly worked to encoueg age st
di scussion. o This approach was somewhat diffe
the class atwaulPdvldo wahefrew hmmome things exposi
to Ilook closer at what di v e eriencddisdisinadonp.out 06 and
However, these topics were not reserved only for the Pwl context, as | observed in my visits to
his class sessions. Thus, NSU6s status as a s
suburban area, and oriented towareparing progressive educators may have impacted how
professors thought about serving and preparing their preservice candidates.
External Influences: Navigating Stringent State Licensure Exams

In September 2015, the state in which the study took pladenmepted stricter
certification and employment requirements. First, students graduating on or after September 1,
2016, needda 3.0 cumulative GPA in order to become certified. (For students graduating before
September 1, 2016, the requirementwas.PA8 di t i onal |y, i n order to ¢
eligibility,o which was required in the state
to submit passing test scores onmnaxis COREstandardized test, even if they were currently
enrolled in araditional teacher preparation program. Fraxis COREequirement was also
true for people seeking a certificate of eligibility, who had not completed a traditional teacher
preparation program. In fact, Allison, a student at ECU, had met all of thieenagnts for non
traditional teacher preparation program candidates, including passiRattis CORE except
the GPA requirement. ECU was the only school she found that would accept her as a transfer

student, even though sreee already had a bachel
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In response to tlserevised state mandates for the certificate of eligibility, the COEs at
ECU and NSU had implemented admissions requirements for their teacher preparation programs
that included the GPA and submitting pasdtngxis COREscores, as shown in Table 8
Table 8

Teacher Preparation Program Admissions Requirements at ECU and NSU

ECU NSU
-3.0 GPA* -3.0 GPA if applying for a single certification or 3.25 fq
-passing score on Praxis CORE|{c ombi ned bachel or 6s/ mast
SAT, ACT, GRE waiver/ -passing score on Praxis CORE or SAT, ACT, GRE
equivalent* waiver/equivalent*
-Successful completion of all -successful completion of prerequisite course
Phase 1 coursework withgaade | requirements
of B- or above -demonstrate evidence of satisfactory written and oral

skills

-letter of recommendation from faculty member
-admissions essay(s)

-résunme

-If their application passes the screening process, the
then Anare required to su
sample and participate in an admission(s) interview w
faculty. o

-Can apply as a fAsuppl eme
optional essay ibne doesot meet the requirements

An * indicates a state requirement for employment and licensure.

Whi | e VELHDist e says the COE weltadtiomals both it
s t u dda& whb aftén attend MSIs (Conrad, 2015; Gasman etal., 30045 d wor ks t o f v«
the diverse backgrounds and learning styles of [its university] students and create an accessible
lear ning environment (ECU website), o Dr. Ocampc¢
may not be admitted to the teacher preparation program and/or finish their dE@i€dsaving
lower retention and graduation rates as an institution, with many ssusing commuters, first
generation, parents, and/or working. However, he described the standardized tests (indicated in

Table 8) as another significant barrier for students at ECU who want to be teachers:
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Speaking generally, we have trouble with stendardized tests that are required. A lot
of our students dildn Gtx phea Vv e ntchees , s tsroo nt gheesytd r
at their major, bl dondét know how many people | kne
teachers who would have beendarngoodgel i sh t eachers, but they
math portion of théraxis.

Corroborating Dr. Ocampob6s perspective, Am
a secondary English teacher:

Ameerah: For me it was difficult because | was struggling with tAeaxis COREmath,
so | found it difficult to move onto the next step of my education degree

becausé itwae bl ocked. I f you didnét pass, y

and you couldndot even start your intei

difficulté . wanted to take cl ass@RE but | ¢
TG: So, what did you do that semester? You just took general educktgses or

something? How did they help you with that?
Ameerah: | finished my English coursésand | took only oneducation class, whidh
wasallowed. It was like a loophole that | found or something.
Ameerah said that, once enrolled, the professors from the beginning supported students by
making sure they knew what was tthePraxigamdt Al n p
was being told about edTPA. So, | feel like | was always supported in some way, even if it
w a sédifitial oré f o r mvaet, Dr.dDcampo felt that while the department did what they
could, these supports were limited by, and somewhat¢petint on, studentsdé pr
and educational backgrounds:
We, as a departmenttry to be very practical, so we say, okay fAraxis CORHs a
real hurdle, so webdbve created workshops. W
[and] really dri | down on whatever skills they need
di fficulét fhesausselightly | aughs/sighs). Of
years of sulpar schooling in a semester, and so those courses and workshops and the
t ut or i relgelpfulif stuelgnis are close, and they just kind of need to be pulled
across the finish line. But, if there are egregious issue$sdr Engl i sh i snét t
| anguage, or theyodore recent i mmigrants, th
domdhave thatésometi mes therebds not.hing we
The students in Dr. Ocampobés course at ECU, w

Praxis COREand were admitted to a teacher preparation program, showed very little evidence of
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fisubpar[K-12] schoolingpMy observations of studentsdé work
portion of Dr. @dteaamspdedtswhadnaet base nlasteyyg eodft Ast andar
English grammar, mechanics, and usage were not on the roster for this course. Commenting on
how the programmatic requirements have weeded out students who might struggle academically,
Dr. Ocampo described the students in the following iiage | at i v e [ECd]andioe s c hoo
everythincgselrsoen,g tahceaydéerne cal |l y. 6 As such, Dr.
providing a | ot of fAformal academic supporto
students in the class had dess#d to Dr. Ocampo that they were registered witlOffiee of
Disability Servicesto receive disability accommodations.

On the other hand, Dr. Andersondés fiChall en
students across multiple departments at ECUudiefy those who had not yet been admitted to a
teacher preparation program. When | asked Dr. Anderson to describe the student diversity of his
clas® in addition to students from both urban and suburban communiflesAnderson said,
AKids with special nees different religiong different political parties, and | would suspect
t hat t heréehbasv es ovneer itehdats e x u al preferences as WwWe
hi s st udené married grandparents,uahdtthen somé dresh out of high schopl
and then some are new to the couatnefnd Engl i sh i s a] new | anguag
Dr. Anderson conceptualized diversityasscHm@d s ed (i . e., HAspeci al nee
embedded in larger systems of societal inequities (i.e., sexualitggnerational, as
geographical, and as a difference of ideas/ pe
diversity, in combination with the range ofK schooling experiences, presented challenges for
Dr. Anderson:

The challenges that | face are p
a

tty muc
seniors, and you have freshmen, h

re
nd the pr
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interesting, and so when you give an assignnjédreisdr ange i nél evel s, a
initially, | was thinking that | just need to grade and react a certain way, but | realized
thatds on me, so whatever | evel thleyymdre at
trying to simplify things, in terms of lessons and explanations and viddos.m 6t wan't
things to be real abstract. |l 6m trying to
feedback that I get is so varied that | just have to be considerate and realize that | need to
expect more from the seniors than | do from the fresremend s ophomores, and
the approach 1 06m takingtudémtaeaotpbespgciud
share in clags

Additionally, the certificate of eligibility

[their] enrollmenfinthe COBd r ast i c al | ¢yearo(e.ge Graham,2018).&Hs stated,

AJust about the same number [of studedargd s] ar e

being admitted to the teacher preparation prograthamde get t i n gleed, thetotdle end.

number of students completing teacher preparation programs at ECU has declined from 162

during the 2018016 school year, to 117 during the 2287 school year, to 94 during the

20172018 school year (Title Il Reports National TeachepRration Data2019. Similarly, the

total number of students admitted declined from 364 during the 2016 school year, to 248

during the 2018017 school year, to 121 during the 2218 school year (Title Il Reports

National Teacher Preparation Da@19. This likely explaimdwhy Dr . Ander sonods

significantly more students (20) than Dr. Oca

used to have around 25 students, which was the number at which most classes were capped at

ECU. Duringthe semester in which the study took place, only 12 studeareon the roster,

nine of whom showed up on the first day of class and two of whom were graduate students.

Additionally, while Dr. Ocampo recognized the lower enrollment could be partiallpiesol by

changes in program requirements (e.g., early childhood students no longer needed to take this

class), he attributed the lower enroliment to the more stringent teacher preparation admissions

requirements.
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These policies have had a disparate impadtudents of color at ECU, in particular
Hispanic and Black students. As mentioned earlier, both graduate and undergraduate students are
enrolled in the teacher preparation program. In 2017, the combined undergraduate and graduate
student demographics BCU were as follows: 36.4% Hispanic or Latino, 25.3% white, 21.4%
Black or African American, 7.62% Asian, 1.77% Twonaoreraces, 0.483% Native Hawaiian
or Other Pacific Islanders, and 0.338% American Indian or Alaska Native (Data USA, 2020).
Yet, duringthe 20172018 school year, around 32% of the teacher preparation enroliment in
traditional programs at ECU was white (Title Il Reports National Teacher Preparatign Data
2019, even though white students only accewtior about 25% of the combined undexduate
and graduate student population. Asian students made up 7.5% of teacher preparation students,
and students identifying with Two aroreraces made up 1.7%, aligning with their enroliment
on campus. By contrast, the representation of Hispanic/Latiany race (including whité)
(32%), American Indian or Alaska Native (0%), and Black students (19%) was lower than their
representation relative to the combined undergraduate and graduate student populations. Thus,
while the teacher preparation students at E@té racially and ethoally diversé® aswas also
the case in Dr. Ocampobs cléaerg,y wWhiveh skke 0d e nnc
student s whdispaei@ Black. Adiaretfeand] Mi d d Whate studests e r n 0
represerdgda greater share of the students enroltethé teacher preparation programs at ECU,
both generally and relative to their proportion of the total undergraduate and graduate student

enrollment (see Table 2)

2l n ECUb6s institutional report, race and ethnicity
3 One student identifying as Native Hawaiian or Other Pacific Islander was also enrolled ines teac
preparation program 2012018 school year, representing 0.8% of the enrollment. While this technically was greater
than this racial groupds representation on campus, the
point that is being e, especially since 0.483% of the total enrollment meant there were roughly 35 students total
on campus identifying as Native Hawaiian or Other Pacific Islander.
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The overrepresentation of white students in teacher preparation programs can likely be
explained by the graduate student population at ECU, as the majority of graduate stacents
white. (While the institution did not report graduate student demographics separately during the
20172018 school year, the combined demographics compared tqyuadigate demographics
alone suggestlthis. In 20192020, ECU did publish graduate student demographics alone,
which corroborate this finding: 40% white, 25% Hispanic, 16% Black, 6% Asjan
Additionally, the majority of this predominantly white growpre studying education. (In the
20172018 school year, just under 60% of the mas
contrast, none of the top five most popular majors for undergraduate students were in education
in Fall 2019 (ECU website).

Dr. Ocamp also noticed the low representation of African American men, both in this
class (there was one Black male) and in the program at ECU. Still, African American men made
up 3.8% of the students enrolled in teacher preparation programs at ECU during 2 2817
school year (Title Il Reports National Teacher Preparation, Rate9, which was higher than
their representation in the elementary and secondary teacher workforce, nationally (1.5%) during
the same school year QS 2019). However, unlike the Pwtleviously mentioned (that was
the same size as NSU with five times the endowment), ECU had yet to implement targeted
mentorship and support for preservice Black male teachers and male teachers of color (Bristol &
Goings, 209).

NSU was also bound by tharae, more stringent state requirements. Like ECU, students
need to apply to for the teacher preparation program. However, the admissions process is
lengthier, requiring many components outside of the state certification and employment

requirements, as inclited in Table 8.
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Like ECU, NSU also provides support for this admissions process, including multiple
resourcesind workshops. As stated on their website, undergraduate students who have either not
taken a standardized test or have takenbodid notmet t he mini mum scor e,
to contact an admi ssions represent-tastingveo f or
Additionally, students whose GPA is 0.25 belo
candi dat eo0 b yptionab eagay ietheiapplicationh le other words, while the
application process is |l engthier than ECUOGSs,
apply (i.e., applying as a supplemental candidate), even if they have not yet met the ceiteria (i
passing all the state licensure exams).

The ways in which the teacher preparation program at NSU were responding to the more
stringent state licensure requirements also impacted student enrollment in both of the courses |
observed at NSU as part of the study. Dr. Ruben taught the foundatioss tobserved at
NSU. Like Dr. Anderson, who taught the foundations course | observed attECRLbenalso
commented on the wide range of academic skills and prior knowledge in his course. However,
unli ke Dr. Andersoné6és course, in the semester
was reserved for firstemester freshmen. In additiontorétd have t he | mpressi
the class, at leasstis from some kind @& nont r adi t i on al)lggndedihTihtee fgirrosutp o
piece of diversity is genddherharebéebomesyeoex
that class. The other 28, 29,030t h ey a r )eanddisabilitf(felmahl aevsed0 s ev er al
with different types of disabilities. | know that because they present me with the paper from the
of fice for parti)Oul aRubeocommsedati bensdanot her
students in his course that refledthe overall pattern that students who tend to enraltyear

HSIs are less academically prepared than students who douieiz(Bl Bowers, 2011), as
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statedearliedi | f we tal k about di fomevhich schooldistriwtdheyi e nc e s,

are coming from, and what type of educational experience they hayi isanotable

di fferenceéo Dr. Ruben felt thatheeyiddlel @ganeir
has helped narrow some of those ddferc es, but f@Anow that [ he] has
freshmen, first semester-6, you can see it.o Moreover, Dr.

semester freshmen with such a wide range of prior academic experiences as an obstacle he
experienced withthigr oup of students: AThis is particul :
On the other hand, when | asked Dr. Abbott to describe the diversity of her students in

the methods course she taught that was part of the study, she mentioned educational background

(Quperfia al 'y, we had students who were masterds
regional / geographic (ANot everybody |l ived in
t here was aSomecshdent;wereéldee(mmy be | ate 20ewee; gend

t wo guys iaand hjeolcd a(sis@ne woman was a mechani cc
Al doesndt] ask age difference oré dliheedoietsyndai
know about . . . gendeéNhenil asked hei iftshe haa any stieents aoihady . o
disclosed being registered with tBice of Disability Servicesto receive accommodations, she
sharedi k now t hat | have some students. Il dondt k
[introductory clasg[l am teaching this semester whi ch probably doesnét L
Thus, similar to Dr. Ocampo, she did not mention priekXexperience or academic

achievement as an area in which her students were dittEraever,my observations suggest

tha it is possible not all the students in the course had submitted passing standardized teaching
licensure exam scores (i.eraxis CORE Prior to the start of one of the course sessions |

observed, a few students in the class were talking about howddayot yet passed tReaxis
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despite several attempts. While it is possible that they already met the requirement with the SAT
or ACT, this is unlikely, as passimRyaxisscores are correlated with higher SAT or ACT scores
(Gitomer et al., 1999)hat trey were already either admitted to the teacher preparation program,

or allowed to take this class without being admitted, may have been because, as discussed earlier,
students maphave beemble to apply without standardized test scores and/or meeting the GPA
requirement.

Yet, the teacher preparation admissions program process at NSU may not have had as
similar an effect as ECU, in terms of the total number of students enrolled in the €OE. D
Abbottds methods course also had significant]|
course (similar to the difference between Dr.
foundational course at ECU), and it seems this was not always thechse. Dr. Abbott
s h ar e the[mdihad} claBs[that was part of the stuflis designed for larger groups. So
[ she] had to make some modificationso from it
showedthat enrollment has fluctuated sirtbe new state licensure and employment
requirements, with 804 students being enrolled in 28085, 896 being enrolled in 20P®17,

686 being enrolled in 2037018, and 1175 being enrolled in 2018019 (Title Il Reports
National Teacher Preparation Da282().

The new state employment requirements did, however, have an effect on the racial
demographics of students admitted to the COE at NSU. Like ECU, white students were
overrepresented and Hispanic and Black students were underrepresented, rdlaive to
combined undergraduate and graduate student populations. In 2018, the combined demographics
at NSU were as follows: 28% Hispanic or Latino, 46% white, 14% Black, 6% Asian, 3% Two or

moreraces, 0% Native Hawaiian or Other Pacific Islanders, and 0%ifandindian or Alaska
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Native (Data USA, 2021). Yet, during the 262819 school year, 64% of the teacher preparation
enrollment in traditional programs at NSU was white (Title Il Reports National Teacher
Preparation Dat&2020, even though white studerdsly accourngdfor about 46% of the

combined undergraduate and graduate population. Asian students made up 5.4% of teacher
preparation students, students identifying as multiracial made up 2.7% of teacher preparation
students, and 0.4% students identif@sdPacific Islander, aligning with their enrollment on
campus. By contrast, the representation of Hispanic/Latiri®o) and Black students (5%) was
lower than their representation (28% and 14%, respectivaag)Table 3)

NSU had a ATearcthe®p pdr tCwdiotry dGrtao f i nanci al |
who workneedfihclgdmol di strictso upon graduati ol
publication covering racial diversity in high
in conferring degres to students of color. However, similar to ECU, none of the top five majors
for undergraduates | isted on NSUG6s website we
graduate students m@up a sizable portion of the enrolled students in the QOEall 2019,
just under 50% of enrolled studeimighe COEwere graduate students (NSU Website).

Furthermore, while people of colarere represented in the graduate student popuftion
Hispanic/Latino (16%), Black/African American (11%), Asian (5%), Nesident alien (6%),

Two or more races (1%), Race/ethnicity unknown @%)e majoritywere white (54%) [and
women (73%)] (NSU website). The majority of graduate students (48%) were studying
education during the 2032020 school year, compared to only 13.8%amdergraduatell of

the students i n Dmappearedtb mhite, dvith ovare76% aj thesn beidga s s

women.

41 utilized the state Title |1 repadaidmnotmakedtt NSUbds i n
publicly available. The state Title Il report did not distinguish between race and ethnicity.
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Summary

AnsweringResearciQuestion B How are teacher preparation programsiat 4-year
public HSIs working toward racially diversifying the-kK2 teachingorce?d necessitada
conversation about conceptualizing what it means to be an HSI that is serving students who wish
to become K12 teachers. Compared to NSU, ECU is predominantly Hispaimore racially
diverseandhas a higher percentage of students fromiloseme families and a higher
acceptance rate, all of which affect the range of prior academic knowledge and skills that
students bring to their education. Both institutions had a relgtiow percentage of students
registered with th©ffice of Disability Services While ECU had been an HSI for at least 12
years, NSU only recently became an HSI after no longer requiring the SAT/ACT for admissions
and the student population was still gmeninantly white (40%). Both institutions, like many
HSIs, were working with limited financial resources to support their students (Hispanic
Association of Colleges and Universities, 2012, as citedlifieklet al., 2015). In line with the
fact that neitheimstitution had an explicit mission of serving Hispanic students, professors at
both institutions expressed that they were still trying to figure out what it means to be an HSI.

I n this chapter, I used Garci aratmeavior k(022 b
describe how students at these two HSIs were
and Aexperienceso to describe how students we
used the theme of #fAexp edraseaamcch; rmcsedroddly, atfeaclc us on t
institution, from faculty and student perspectivéghile students are likely to return after their
first year at both institutions, at ECU, thengre less likely to finish and graduate from the
institution. While both instutions worked to provide a welcoming environment and student

support services, participants at both institutions expressed areas in which they could have used
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more support academically. Additionally, while students and professors described ECU as an
inclusive campus community, both Dr. Ruben and Dr. Abbott expressed concern that the
inclusion of some groups at NSU was being prioritized over others. In terms of teaching,
instructors at each institution, especially fienured assistant professors, werdarincreasing
pressure to produce higtuality research. This may have affected the faculty pedagogy that
students experienced at both institutions. At NSU in patrticular, the high research labels may have
worked to legitimize racism experienced by Blaokl &lispanic faculty, which is also likely to
affect their teaching (Modica & Mamiseishvili, 2010).

I n describing how ECU and NSU were fiservin
Ai nternal organi zational di mthetsacheredudatiof Gar ci a
curriculum within each COE and the theme of 0
describe the effects of state policies regardeagheemployment and licensure. The
description of the teacher education curriculum wittasch COE was guided by subquestion (b)
of ResearciQuestion ® How dotwo professorsat two 4year public HSIgonsiderthe
marginalization and/or essentialization of students of color in coursework relateérsity 70
and descri besd hbOQUO6 & ocrusarmand NSUOGs progressi ve
at both ECU and NSU had commitments to soci al
experiences suggestthat coursework at NSU, even if guided by these commitments and
priorites was not necessarily enough to remove whi
schools and/or to prompt them to consider diversity in their field placements in whatever school
context. This was different from the students at ECU, whom Dr. Ocampobagsas wanting to

work in urban schools upon graduation.
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However, interview data across both institutions suggkbkat professors at these two
HSIswere working against the marginalization and/or essentialization reported by students of
color at Pwism coursework related to diversity. Dr. Anderson utilized antideficit approaches,
and Dr. Ruben encouraged students to bring their own perspectives into course conversations,
without suggesting, at least to me, that he felt some students were expertexpetiences
of all members of a marginalized group (lrizarry, 2011; Jones et al., 2002), as discussed in
Chapterl. Dr. Ocampo and other professors at ECU
urban schools. However, they did not assume that themgiences as students, in and of
themselves, would be enough to teach them how to manage a class or to provide an expansive
view of diversity beyond ethnic background. While Dr. Abbott was rarely in the position to teach
a course to predominantly studewnf color, she also expressed care and nuance in how she
approache the one or two Black students and/or students of color who ednolher courses.

The description of external influences on the ways in which teacher preparation programs
could servetsidents at ECU and NSU was guided by subquestion @gsdarciQuestion B
How do teacher preparation programsaai 4-year publicHSIs account for, and respond to,
barriers that have traditionally excluded preservice candidates of color from thesioro?et
both ECU and NSU, the stateds certificate of
prompted stringent admissions criteria for te
COE. At each institution, this had the effect ofedieg outs t ud e nt spajk-2lh A s u b
schooling, 0 as described by Dr. Ocampo, and s
experience educational inequities, as discuss€thaptes 1 and 2 Additionally, while older
studentsveree nr ol | ed i n d3s, Dr. Qdampcedessribed the youny group of

students in his class as fda pretty representa
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competence, 0O suggesting that the state | icens
excluding older students the ECU community.

The overrepresentation of white students in the COE and the underrepresentation of
Hispanic and Black students also happened at NSU, even though students could apply as
supplemental candidates if they did not meet the GFAaxis COREequirements. However,
only the professors teaching the foundational courses at each institution (Dr. Anderson and Dr.
Ruben) discussed the wide range of academic skills as part of the diversity they noticed within
their classes. Put differently, Dr. Abbdwdd white students in her methods class who had not yet
passed th€raxis COREHowever, she did not perceive her class to be diverse in terms of prior
K-12 schooling and/or academic skills, at least in the context of how she described the diversity
of he class as a whole or the challenges she was having, the way Dr. Ruben and Dr. Anderson
mentioned it.

That white students were overrepresented i
number of graduate students, the majority of whonewsdrite) and that Hispanic and Black
students were underrepresented relative to their representation on campus, was more pronounced
at NSU given the higher representation of white students within their undergraduate population.
Mor eover, N SilUpteslomsanthy twhite mearg thag overrepresentation of white
students did not have as strong of an effect on lowering student enrollment as it did at ECU. The
underrepresentation of Hispanic and Black students, which were the highest representation of
students of color on each institutdrsampus, suggesdthat these two HSIs may not have been
making a substantial impact in racially diversifying thd Xteaching force, even as MSlIs as a
whole produce significant numbers of teachers of color (Johrag§e$S@014; Merisotis &

McCarthy, 2005; Raines, 1998), as discussdchiapterl.
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Chapters
DIVERSITY CURRICULUM AND PEDAGOGY IN THE HSI CONTEXT

In this chapter, | continue focusing on the themairkrnal organizational dimensians
(Garcia et al., 2019) by describing the diversity curriculum and pedagogy within the four focal
professorsd cour 9 eterviews Witk prafessora andl stuclemts &t both tEE€LH
and NSU, course observations, and curricular documents andtadtithat led to the findings |
present in this chapter were guided more broadlRésearciQuestion @ When teaching
preservice teachers of color, how do two teacher educators dtytear public HSIs address the
diversity of student abilities in theiraeher education coursésandResearciQuestion 8
When teaching about diversity, how do two teacher educators dtyear public HSIs engage
with the concept of dis/ability as it intersects with race and other categories of diffeféiece?
description othe data centers around three analytic themes. First, | describe how professors
complicated essentialist understandings of identity and urban schafaudiianeously
recognizing the individuality of students and emphasizing how the socially constamt¢ities
one has impacts their (shared) experiences. Next, | describe how learning about diversity was
also a focus on school change at both the individual level of the teacher and the broader level of
policy, and how professors engaged in multiple pedag trajectories as they wrestled with the
relationship between-P6 educational equity and broader societal change. Third, | describe how
in creating pedagogical opportunities to expand experiences and perspectives, learning about
diversity was an (inaoplete, experiential) process. | conclude with a short summary of the
findings in relation tdResearchiQuestions 2 and 3.

A Focus on Individuality, Situated within (Socially Constructed) Group ldentities
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The focal professors in this study explicitly calbgtention to multiple identities and
experiences in their curriculum, including race, ethnicity, dis/ability, gender, sexuality,
socioeconomic status, language, religion, political affiliation, and immigration status. (For more
detail on what each coursevered in this regardeethe coursesyllabi in Appendices F, G, H,
andl) For example, while Dr. Anderson focused o
urban versus suburban versus rfisghoolings y st ems t hat wedre present
also made sure to remind his class that multiple systems impact thef Kel2astudents:
AThat 6s institutionalized oppression, or more
about all the i s mdlgningwith@&nnamm&etal.(20IB8rpivr,. 1RO®HgN O s
discussion of the bilingual education movernia class, he shared with the students:

Intersectionality. You cannot essentialize the category. There are a lot of

di fferenceséthere was not a | ot of talk wi

not part of the conversation, but it is alsoategory that should be considered

Dr. Ocampo made sure to include students with learning disabilities and English
language learners in a hypothetical classroom that he assigned to the students to write seating
chart s. Dr. Abbatyt tsoh antaekde wsiutrhe meh,atfilwetdbr e al w
attending to diversity.o In particular, she w
Native American and Asian perspectives. In other words, diversity was not simply an
afterthought for angf these professor participants, thereby aligning with each College of
Educationdés (COEOG6s) commi tClmapterdd t o di versity,

At the same time, there was also a sense that focusing too much on diversity could be
dehumanizingNlalcolm X & Haley, 1965), or as Dr. Abbott put it

Sometimes when people pay attention to the divelsitgy] get weighed down and

think thereds really something that needs
respectful of the human beings in your sta®m.
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The ways in which professors shared how they thought and taught about diversity demonstrated
a careful balance between simultaneously recognizing the individuality of students (and humans)
(Collins, 1990/2003; Valenzuela, 1999) and being awar@wfthe socially constructed
identities one has impacts their (shared) experiences (Noddings 20983 VValenzuela, 1999).
Dr. Ocampo described this balance as fwiggle
researching diversityo:
On the oe hand, we want to treat every child like an individual, apart from whatever

identities they have and not stereotype tédmutthen if the whole point of diversity

studies and ethnic studies is to learn about the tendencies of certain groups, then what

wasthe point of learning all that stuff to begin with? If | see an Asian student in my class,

and Asian students tend to be quiet and defer to authority, do | just ignore that? Now,

obviously what | tel]l my st udenumptionser you p

your research about an ethnic group, and you stick that in the back of yoérdrehd

then you interact with the student, and you can kind of get a sense of whether or not they

match the research. So,. therebés a little Db
That here was the possibility, to Dr. Ocampo,thatk st udent s may not fAmat
complicate the possible critique of his own use of the type of research (referenced in the above
guote) that seems to be treating cultural differences b2 Ktuderg as static, individual traits,
dependent on racial and et hni c g marticipatiome mber s h
the practices of dynamic cultural communities
2003, p.21). RatherDr.Ocampar ecogni zed t hat [dgetheressarchtot e we ¢
address possible issues before theypnge 6 r € a s s u mi n g [the studenfsts Hiibso u t
communication of t hi s-pefsoniclgsgrbom managemeat wdrksiopto g t h
the ECU studenés iWe s houl d be caref ul categorizing anc
to do that anyway i nd suggested thet eveh.amid thedngvitabbla | v na't

labeling of students that is necessitated by and ingrained within theamext of schooling

(Youdell, 2006), there remains room to care for students.
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Thus, in further detailing this analytic theme, | describe how professors struck this
balance between simultaneously recognizing the individual and their group identitigghtro
commitment to humanity and care. (S&wpter2f or a descri ption of a #fAc
in teaching that utilizes the multiple theorizations referenced in this chapter.) | first describe how
this commitment flowed from their own life experee s of being constructed
their K-12 schooling. | then describe how this balance also complicated urban school narratives
and essentialist understandings of identity.
An Emphasis on Humanity and Care, Rooted in Lived Experience

All four professos expressed that learning about diversity also meant developing a
commitment to humanity and care, which at times meaehtghasizing diversity. There was a
relationship between this commitment and their own lived experiences (Collins, 1990/2003).
particular, all four of them had been framed

Dr. Anderson at ECU shared that surviving Vietnam was the reason he went into
teaching: Al promised myself that ndgwitih made i
kids so that they wouldndét have to go through
felt like his only option after high school as he did not experience the type of caring relation that
would have fostered his succeBgéub@u-Lafontant 2002;Roberts, 2010Valenzuela, 1999).
The football coach Akilled [his] dreamd when
his (predominantly white) teachers did not express concern or care when he started falling behind
in school ( Val e n z weditd ateach&r@wplt his ainNavound @ aad day, m
wh at 6 so ng?d héd o teachersthaats ai d, 6 Youdre not coll ege n

you dondét go to coll ege. 60
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Dr. Anderson wanted to work in [agtheen schoo
was only one Black teacher in [h{gredominantly whitthi gh school , 6 si mil ar
schools that lost Black teachers during desegregation efforts, as discuShagterl. He
started teaching physical education at a high school in Bostor7#) daring the first year of
desegregation. While racial tensions were high and sometimes even violent in the school
community, that first year of teaching held a
had a magical gi& white kids, Black kils, Asian kids, Greek, all of thémrthey just all flocked
tome& .l started believing that my | ife was spar
sharing the same racial background as his students and more about demonstrating that he was
t herreurttourie and developé[their] spirits. o He
Awho [their] parents areo or their background
Recalling his own gift as a-K2 teacher, he asked students upon gradud@titho w ar e y ou
going to give back? How are you going to pay it forward®w are you going to utilize your
gift to make I|ife better?0

While Dr. Anderson readily shared his story, Dr. Ocampo did not share with me (or his
students, from what | observed) the himselfhad trouble in school. It was not until | read his
scholarship and came across a chapter in one of his books that | learned about his own struggles
as a student in both reading and math, that were marked by an absence of care (Alder, 2002):

| remember asking myself th¢as a second or third grade studewhich | continue

to ask myself nowis why the teacher did not take the time to show me how to write a

sentence, or at least recognize that the task was simply beyond my abiléiate

(Ocampo, 2004, pi3)

Dr. Ocampo attributthis eventual succeddransferring to a prestigious university for his

undergraduate degree and completing his doctorate there in legdsyden® to multiple

Aprotective factor so r oahispdrentsmaluing educationchisv i d u a l
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peer group, the structure of extracurricular activities in high dchod caré the few teachers

who believed in his academic potential (Valenzuela, 1999). He certainly questioned whether, as

one of the few Hispanic students in his school, he was subjemtial bias. However, his own
Afacademic resilienced has inspired his resear
students who, by all statistical predictor s,
both recognizeé that this sinnltaneously focuses on the context of diverbigausetudents

who are not predicted to do well statistically are often students of color and/or students from
low-income families (i.e., Kendi, 2019) (describedCimapter2)d while also focusing on the

individuality of these students (Collins, 1990/2003) and how factors rooted in care and

recognizing their humanity impact their success.

At NSU, Dr. Abbottds commitment to helping
recognize Athe divVveasithet RAumarni sysoiastwelr
1999) meant preparing teachers toTdherpr k with
respect meant responding to a childés needs, e
At apping y ndaroe whioutt haeel so making sure that they
t hem, and that@is. ea.n, edlucdar i o200 2; Noddi ngs, 2
1999).Dr . Abbott described herself as HAa&ntini rm bel
the methods course | observed as part of the study. Students were not only required to include
aspects of diversity in the pedagogical tools they made in class. They were also required to
explainhow such tools would be used to make sure their patise K-12 students were
meeting the state social studies standards. Yet, she also modelled the humanity to her NSU

students that she hoped they would enact in their future classrmoms.
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hearing thaé another professor is giving an exam or paper every other week, that some
folks will not accept your work if your name is not written in blue in the figintd

corner, that if you don9youadlaerorabsdgntwi t hi n t
Dr.Abbott felt it was important that she provide
know, rel ax. | 6m a human being, youbre a huma

|l evel . 0 Cara shared Hhow kDrc.l £bbghstocatipvéitcyolet@at e s a
learn, and you can feel that she cares just about your learning and not gthetdrit projects
being perfect. o

Dr. Abbottdés simultaneous emphases on dive
related to her own KL2 schooling experienc&he shared that she was put on the vocational
technical track in high school (i .e., Oakes,
Whil e she attempted, as a graduate student, t
(Milner, 2012) andurelr gr aduate (Flores & Park, 2014; O0O68B
opportunity gaps between herself and her classmates, she found she could not catch up to the
Arigor that was involvedo in | aw schoootn and w
rigor,coupledwithDr . Abbottds under st andidtoghetatk oth u mani t
rigor in her own high school and college experience that ultimately left her unprepared for
graduate school (Valenzuela, 1999). Additionally, her emphadistotn e Bl acl®d experi e
asking students questions | ike AWhere am | ?0
for mysel f idawhénhatkingraboutdeptagmeassignments works against the
dehumanization she experienced as a high schatérstu

Dr . Ruben described himself as a high scho
mo d e | student . I mean | did well i n my academ

have what they will call authority issues, problems with authordy Mor e speci fi cal |l
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have problems with the authority rooted in academic knowledge or reciprocal trust in caring
relationships, but rather with forms of institutional authority that are often dehumanizing and
exist to maintain unequal poweragbns. Thuslike other students whom teachers perceive as
Anot caring, 0 Dr. Ruben shared that his behayv
to the irrelevant, uncaring, and controlling aspects of schan(®gllahan, 1962andLeCompte
& Dworkin, 1991, as cited iWalenzuela, 1999, 24). His own experience as a student who did
not fit into the construction of the complian
related to how, in a lesson | observed, he problematthedvays c hool s #Af orce st ud:
into the institution. Seldom have we designed institutions that will fit the student based on who
the students are. o

Dr. Ruben was the only focal professor who didsiniggle with academics (and also
the only professor who did not attend high school in the United States). Yet, he did not
unequivocally accept academics, despite his ease with schoolwork, as measures of student
l earning and r e adas,rwantdherfas futlreetecachefs e agber A6 8 Yand
know your subject, but what do these Ab6s reco
you as a human. o0 Thus, whoaoneirethisBtudy toitdddean 6 s c | as
midterm andafinal exan® more traditional academic assignméntse shared that his section of
the course was Athe easiest by far. o The stud
of academic support Dr. Ruben provembggted, as Am
teachers do. They tel]l us é.Héstgbdngsewhhe tb
sure we focus on, [thamidtermmdxan] ® sAmpy wn ot pasisgedpas s«
Avery happyo to earn an AudennDr.lRaebenhbgedtisat mi dt er

modelling this type of care would provide an example to preservice teachers on how to treat their
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future K-12 students with respect. After working with a student (not in his class) wadtai
section and volunteering his o help her finish the class with him via independent study, he
encouraged her to remember this: #Al told her,
claset hat 6s what you have to do. o

Taken together, the r el atperienteshndtheiibet ween p
commitments to humanity and care demonstrate that while diversity was central to their own
experiences and the curriculum of their courses, they were also hoping to inspire something else
in their students that perhaps has not beecawnot be, fully captured within discourses around
diversity and teacher education. Notwithstanding the importance of identity in relation to
educational and life experiences (&mapter2), their testimonies suggestthat this focus can
be limiting andin some cases, dehumanizing. The following sections demonstrate how this
balance complicated essentialist understandings of identity and narratives of urban schools.
Complicating Urban School Narratives in Teaching about Diversity

Dr. Anderson certainlynderstood the significance and importance of teachers of color
(i.e., Brown, 2014; Gist, 2017). Given the disproportionate disciplining of Black children in
school settings (Annamma, 2018; Gregory et al., 2010) and that urban schools are mostly staffed
by white women (i.e., Sleeter, 2017) (s&eaptersl and 2, he commented:

If you are a Black parent, and you are made aware of how your son or daughter has
been mistreated by white teachers, you tend to thinkould like him or her to have
someonehat looks like hinfor hel,6 with hopes that that person will be more sensitive
and more caring.

Yet, Dr. Anderson also shared the following experience with students:

I know of instances where teachers of color have been cruel and worse than a lot of

white teachers, and it goes back to what Paulo Freire points Batlagogy of the

Oppressed |t 6s | i ke when youdve been oppressed
oppresor when you get ifa] position[of powel.
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In other words, the role of affinity in developing caring relationships could be mitigated by the
i mpact of | arger social systems on oneb6s own
care often meant aamphasis on rigor, in her experience, this clashed with what students in
urban schools felt they needed or wanted. Dr .
model for the studentso when she was d@rmigddl &
in response thow larger systems of oppression impacted her experience as a Black teacher:
| think that was becauéea lot of those kids looked like réel thought about the
things people did to mentor deand | felt that [there] was not much room for flexibility
because the world wasndét going to be fl exi
city.
However, she was not sure that her students viewed her as a role model:
They were hangingouhi Ver oni ca Ri ¢afteaschdg éthicGeanans r 0 o m
white woman, whé | guess shewasfén.l f | 6 m t hiésevenifliainfroms er ge a
the community, and | look like the communifgtudents thought 6 m not trying t
out with you after school.
Thus, while some students in urban middle schools interpret being strict as a way of caring
(Alder, 2002), her noticing that students did not want to spend time with her solely because she
was fromthee mmuni ty ficomplicate[s] the portrayal o
synchronized othermothers, mentors, alig rol e
described irChapterl.
Dr. Ocampo also felt that an emphasis on academic rigor was anporét he was less
conflicted by it than Dr. Abbott was. In discussing the importance of consistently enforcing the
rules, he asked his students during the classroom management workshop:
Think back to all of your years of-K2 schooling. First, ptare your favorite teacher.
Then, picture the teacher you learned the most from. For how many of you are the first

person the same as the second?

Only three of the 12 students raised their hands. He replied:
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know the teacher who is budthpddy[with the studenls b ut t her e
being done. They might | ike you in

Your favorite telmhehemeivowbwt| e@ecresd a
:
Dr. Abbott al so iwsed ttoh a etsecrrm bfed it sesaecrhver s who
studentsd academic needs and/or felt |ike the
(FarmerHinton et al., 2013L.adsonBillings, 1995).
Stretching Student Labels

A major focus of research diversity, equity, and social justice in education is the
har mf ul effect of student | abels (i.e., Har t
humanity and care meant that their use of such labels were often not fully indicative or
representativef how they understood-K2 students or came to understand their own students.

Put differently, their commitments to humanity and care stretched the rigidity of labels.

Dr. Ocampods under stdainwdhiantg woofr kiisb eisnt ap rcal catsis
doesndét for the | @ trapdased, intha colrse i observed,9ntoard e nt s 0
emphasis on the education of the fAimiddleodo stu
more time from the teachdforexamp e, he di scussed with the stuc
and whether the teacher shool awhwpnkesentljobadh s ee
k i dr. ©campo partially agreed with the majority of the clabs suggested waking up the
Ak nucakdoeheil know we need to teach all kids. o
that teaching all students was an impossibility, which would inevitably put the teacher in a tough
position:

Someti mes you have t o g6%surethdtwherhlevakgr eat er
him up, the rest of the class will stop learning, | have a moral obligation to let him

s | e eMer§ often there are two or three kids that suck up all your time and energy. The

rest of the kids, they pay the price. The way it waskhiere are 10% that are the
behavior problems, 10% that are super academic, and then you have the kids in the
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mi ddl e. The kids in the middle are the one
getting punished because your time and foc

Dr. Ocampobds suggestion to exclude the Aknuck
problematic, as it absolves preservice teachers from examining how their pedagogy could be the
reason the student i s sl eepi ofgsysteamdbfpbwew, as t e
enacted in cl assr oo ms 08). Thaughmimapractiae, . Oddmpon, 2019,
stretched the term Aknuckl|l eheadsodo when tal kin
how he assumed that most of the students in his methasiswere the webehaved students in
their (urban) elementahgyand wnegh sahmobhed he
participatoryinclassT he ones who were the real knuckl| ehe;
i n my cl asséttreyaicnhge rtso. ob elcnomaec k nowl edgi ng t hat
for disruptive students, fAknuckl eheadso becom
education of other students, rather than a fixed identity. Stretching the label here nmagaaiso
something indulgent toward the retr e al Aknuckl|l eheadso at ECU. Cg
students who did not submit work on time, Dr. Ocampo extended lenf@inédym al | bar k ai
bite. | talk a big game, but if you give me a sob story, Ichve,r t he most part. o

Dr. Ocampo also complicated the label of learning disability during the classroom
management workshop. The dilemma of how to respond to this group of stusdmsnay
need more time from the teacher and wbegeforen ot p a rnti dafl étchoge igs O

when students were asked to make seating charts of a hypothetical class:

Student: So, we tried to keep kids with | earn
Dr. Ocampo: Why?
Student: Generally, kids with learnindisabilities are supposed to be seated toward

the front. If they have ADHD, you can help them maintain focus because
youbdbre right there.

Dr. Ocampo: So, the rationale is that they have better access to you, and you have better
access to them.
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Students in the group nod/give nonverbal confirmation that this is correct.

Dr.Ocampo: That 6s fineébut itdéds a give and take
are in the front, then the rest are in the back. How would you feel if your
child was in he back?

Dr. Ocampa®dbéisloguwetil dnyou f eel i fo gpighte chi | d w
perceived as ableist from a disability studies perspeciwé(a) conceptualizslaws and/or
policies that support peocml & hwitt hardi 9 aathielrietnit d
nondisabled people, rather than civil rights (Siebers, 2@08) (b) assueshi s st udent s o
children are nondisabled (since they would be sitting in the b@bkugh it may also
demonstrate how h e [thwiastriuctofland nmakefit abeut [therhown i z e
children, 0 as a way to gateéchetsaros.so hlomw dimpou g
teacher quality, once their own children come
assessments Allofasuddenf hey] want the criteria to be mo
their own children complicates both current practices of preferential seating for students with
disabilitie® which is an (ambiguous) accommodation term around which there is a wide range

of teacher interpretations (Byrnes, 2008 s wel | as understandings of
Dr. Ocampob6s eqtuleastt i jonstsulypggeasuse a Ami ddl eo chi
learning disability, it does not mean tti@ld doesnot need a higtelel of access to the teacher.

Even though Dr. Ocampo struggled academically, he did not receive the label of learning

di sability, even as he spent time in the fispe
with readi ngo 48)(He saswmivan Engliehdathguage learner; however, his

identity as one of the few Hispanic students in his school could have triggered this assumption,

thereby rendering him less likely to have received special education services should he have

needed them (Allgs et al., 2005; CiePefia, 2017£017b). Thus, Dr. Ocampo presenting the
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above scenario as a figive and takeo could al s
not treated with care.

Additionally, if all the students with learning disabilitiege sitting in the front, they are
still physically segregated from the rest of the class, thereby working against the very goals of
inclusion toward which their placement in general education is aligned. One student referred to
this as t heatihisomecs@lofragnedtii ng students homoger
did argue for seating their students with learning disabilities among other students in
heterogesous small groups. In these instances, Dr. Ocampo shared that it might make it harder
for them to differentiate instruction:

If [you] wanted [the students] to read different [texts], it would be more obvious [to

the students that they are readingetight level texts. If they are homogeneously

grouped, the students are more likely not to know that one table is getting a different

passage compared to another].
That Dr. Ocampo provided multiple approaches to where to seat students with learning
disablitiesd not only in the front row, while also suggesting the benefits of grouping them
togethed demonstratéthe importanceto himfiir ecogni z[ i ng] the indivi
and not wusually the one size f ileamingadisdbilitiasppr oac
are a diverse group of students with different needs.

Dr. Anderson similarly stretched the assumption that biological deficiencies explain a
lack of student learning (i.e., Baker, 20Q2¢eChapter2). In our second interview, we
discussed Oliver, a Hispanic male student who might have been disabled but did-icleinsiéyf
as such. Dr. Anderson Al ovedo him (Val @&nzuel a
Al dondt know the chemistry, ilntdernmal ikzne wt hvhrag
invoking of chemistry here paralleled a similar mention of brain chemistry when describing his

teaching philosophy:
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All students have the capacity to | earn wu
the responsibiltydb adul ts in their |liveséto create
their capacity.
These comments on brain chemistry seemed to suggest processes that were outside his realm
of support, knowledge, and/ or unmkwarkst andi ng.
assignment s, Dr . Ander s o nrefediiarHe daid tribalisnisma d e me
when a group of people work together for the best interest of the @alplead them to that? |
mean, 1is that the pat h linclusvenstaecd teward Bliverinenact me
which he | ocated Oliverds incorrect answer in
him, rather than due to an inherent deficit or chemical imbalance, aligns with the social model of
disability (Connor et al., 2@) (seeChapter2). It also demonstrates that Dr. Anderson did not
ignore the classroom context and i mmediately
possible disability, which often happens once students, especially those of color, are diagnosed
(Keough & Speece, 1996, as citedHarry & Klingner, 2006).
Diversity as a Focus on Expanding Commitments to Equity

While they did not use the specific | angua
about how to enact change in schools and in sqdieti with me and with their students. Taken
together, their perspectives surfaced tensions around the relationships between equity and
diversity at both the KL2 and college levels. In detailing this analytic theme, | start with a
descriptionof howthp er specti ves they took on cslkeyengemaki
impacted their curricular decisionaking. Within this description, | also detail how within these
perspectives, commitments to equity did not necessarily mean a focus on all kineassofyd |
also describe how, within these perspectives, a tension emerged around the extent tedhich K

teachers and schools impact society. | then describe how one way this tension was resolved was
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through a focus on K2 teacher practice rather thidneory. | conclude with a description of

how, in expanding their commitments to equity, tensions surfaced between meeting the needs of
their college students or what t kRl2@studdnes.l t wer e
Relationship Between Pespectives on Changemaking and Diversity

Three of the four professors focused their discussion of equity at the individual level of

changemaking, meaning they described the i mpa
professor, DrAnder son, f ocused seyeviewwhen d cacheto changepr e b i 1
meaning he described the impacts of policy on

there was a relationship between the ways in which they conceptualized chatiggrand
inclusion of diversity. Additionally, a tension emerged in the data around the extent to which
K-12 teachers and schools can, and do, impact society when it comes to equity.
Individual Focus

Dr. Abbott shared that she wanted her students fotbee s p 0 nésrievaed yaon o or any
child who was going to be in their classrooms
experienceo (mentioned earlier), the way in w
that her understanding of diversity was leuay rather than static. She shared with me that her
research interest in preparing teachers for LGBWXiversity came in 2009 when she learned
about the suicides of two Black and brown stu
more flamboyanth ut st i | | not accept e-gearaldkdds. Theypcpubdr t e d 0 :
have been in my <c¢lassroom, and I 6m presenting
and so that was the trigger f or edsdoconsidemall ot her
kinds of diversity and adopt a continuous stance of what diversity means, given the impact of

school on young peoplebds |Iives and humanities
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Dr. Ocampo took what he described as a fpr
equty. A fAhuge believer in the power of educati o
Very practically, you can move somebody from generations of poverty into a solid

middle class livindvia educatoh That 6s i1 ncredible. Thatodos
do, and | benefiteddm that, so | feel an obligation to pay it forward to a certain extent.
As such, he communicated to his students that

task, 0O especi al-ihcgmesohaols sho areatready Hehind) givenahe

importance of grades/test scores/education:

| dondédt mean to be dramatic, but ités a f
what 6s going to happen? Theyo6l |l score | owe
collegeJandt hey wondt aitecanp@vidg foraheir famiids. t h

When | asked Dr. Ocampo to define diversity, he related his definition directly to the importance
of this pragmatic focus on economic i mproveme
nor mal |l y | & m nichracralkandsgcioecbnondiggenderttdha lesser extent. Those
arethethingmost prevalent to closing the achi eveme
l osing that f o ¢diversity bedause ifeyoudbroaden it tod mechitit starts to
mean everything, then it means nothing. o
Within this focus on impacting individual lives, there emerged a tension between the
impact K-12 teachers can make and the role of structures and outside systeimgpact
teaching and education (Noddings, 1997). In analyzing my interviews with Dr. Ruben and
observations of his c¢cl ass, | coded Apositive
times, such as when he shared with me in an interview:
Teacherséhave an incredible responsibilit
the world, and ités not just a naiv.e dream
Y(_)u have to change structures. But teaching enables you to change the dayhe day
minute to minute.

Dr. Ocampo similarly emphwsiayeéed the i mportanc
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If the research says that the most impactful school controllable variable for school
success is the quality of the teacgh¢ien we have an obligationtomakeir e we o r e
doing everything we can to make becoming a teacher challenging.
Dr. Ocampo recognized making teaching more challenging surfaced an inherent tension between
wanting to make the teaching profession both more seléctiteeit, through Eurocentrj
masculinist understandings of knowledge validation (Collins, 1990/2003) and teacher quality
(SouteManning, 2019) (see alsthapterl)d and diverse (i.e., Cochre&dmi t h, 2016) : A O
one hand we want teaching to be prestigious, but on the other hamaniveverybody to be able
to do it, and sometimes those things are just
resolved in his describing how some students at ECU were counseled out of the education major
upon meeting challenges in their studiatching, due to having other responsibilities during the
semester (i.e., work, childcare) that their wealthier peers, who could do student teaching
exclusively, did not have: Altés al ways good
Moreover, simila t o Dr . Rubends comment about need,]
Ocampo recognized that teachers could not fix every social problernthareforereach every
student. He described this position as something he taught in his classroom management class
tha A[ heds] never heard another coll ege of ed
You canét control every student. You canb
have to | ose the battl| & Thoi swisnt utdheen twasréég ottd
i ssues gondtg lhhaavd tdlbe capacity tdaandbel ve al |
okay with that.
I n other words, the student described as a fik
reasons that have |little to do with what i s h

arroganto for teachers to oppmé&ssiheyo iclhat rma

accurately explain why such a student is sleeping, aligning with work demonstrating that
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standardized test scores are more a reflectio
resources than the result of hard work aidyng (Delgado & Stefancic, 2017; Kendi, 2019).
BroaderB i r-elyéPslicy View
While what Dr. Anderson enjoyed the most was being a high school teacher and coach,
he felt that in order to address the cultural disconnect he noticed betwsturdbkists and many
of their teachers (Delpit, 1995, 2006; Valenz
pol iAclyfo:you can i mpact one school, you should
back to school to get my Bh to become asupetine ndent so | coul d i mpact
Dr. Anderson remained a fierce advocate for equity when working with groups of teachers:
What do you se® when you look at your students®hat do you think? Do you sift
and sort mentally? Do you think ththese are the ones that are going to make it? Do you
buy into that bell curve bullshit?
In other words, a broader béeeye view of equity shifted the focus away from the fact that
some students cannot be reached, as suggested by Dr. Ocampo.
This broaer birdd -sye view of change was evident in the ways Dr. Anderson developed
the curriculum for the fAChallenges in Urban E
The syll abus that was handed to meétended
educatbn and how to be an effective urbanteaéher f el t ® Bperndaryt di dn o
time on t_he path the historical piece, and so | felt it was necessary to keep it in
perspective.
In particular, Dr. Anderson wanted his students as aspiring teachers toanmdeltst t hat A Amer
is caught wup in this whol e r ace fithelsysterghas when r
been set up from the beginning to only educat

patho that creat ed ddurabetlucatiansystenrs in#ae Unitesl Sthtasr b a n ,

meant focusing on the Aroot cause of raci smo
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ltds economi cs. ltés greed, and once you

that éwebdre alll bei ng demonayahdlthe stratbgyistb hos e w

keep people preoccupied with insignificfrecq stuff.

I n other words, despite having Agr[own] up in
racism, 0 he wanted students to understand how
economic power (Kendi, 2019; Lopez, 2014) and that diversiywa di st racti on frc
causes and dreal conditionso that sustained i
I dondét know that racial discrimination i

why were people acting like that at that timeDo you think that all whitenen were that

smart? They wereno6t ! [hskisdthowdb leggetthisagpl e wi t h

grown?2..1 f youbdbve never been around Blsa&ck fol Kk

Give me six of them. They can work thef@ldT hi s count r ytiusintbeeen so

racial thingé that we lose sight of what were the conditions that made it possible?

Because the same thingbés happening right n
DrrAnderdsnds statement that At he s apkhatfobusimggds hap
on the conditions may be more i mpactful when
racial thing, o6 given that these tmerSdmeti ons se
students left the class deeply reflecting on their role in these conditions as future teachers. Ben
shared:

| really believe that there is that real battle between socialism and neoliberalism, and

where is that going? How am | puttingmyse i n t he mi ddl e of that

going to try to teach public school kids?

Yet, similar to professors who took an individual perspective on changemaking, Dr.
Anderson also felt that Amaking the path wide
the policy level:

You have to do more thandjushenelbubi ds ek

No, youbdbve got to understand where you are
environment.
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In other words, even the soundest educational policies that increased student achievement may
not fully prepare stuehts for life after graduation:
One of the mistakes that we make in America is we teach kids and test kids

individually and then expect them to go off to work as a member of a team, and for

many thatodos a difficult mnmthiped®tdose.nt because
This perspective aligns with work demonstratingt §thool often reinforces the economic,
capitalist status quo, rather than providing students with the tools for economic maéimjign(
1980;Bowles & Gintis, 1976).
Focus onK-12 Teacher Practice over Theory

As the previous section demonstrates, conceptualizations of and commitments to
equityd® whether in terms of the impact of individuals and/or poli&iésought up an inherent
tension around the significance of (certain typ@<liversity and responsibilities of teachers and
K-12 schools. One way this tension was resolved in the foundational courses (taught by Dr.
Anderson and Dr. Ruben) was by focusing ethXteacher practice, as it related to the course
goals and expandirgg u d eunderstanding of diversity and/or equity. In the methods courses,
a similar focus on KL2 teacher practice also helped professors (Dr. Abbott and Dr. Ocampo)
address topics of diversity around which there was political contention.
OpeningPossiblities in Foundational Courses

The focus on K12 teacher practice in the foundational courses opened possibilities for
students to think about their roles as change agents within schools and within society. Dr. Ruben
spent time in his class both historiaig progressive practices, as well as emphasizing that the
term Aprogressived does not always imply prog
probl ematized the way Aprogressiveodo was used

basedon unfounded assumptions that Black students had lower intellectual abilities (Anderson,
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1988) . He al so traced such thinking to todayéo
explained how the progressive practice of the teacher sittinginawiice h t he st udent s
the i dea that we.Eaaryendlbothteachepanadsjudepisssipposedly at
the sametl evelll@d@ be an il 1l usion. | t ,hemvag ht wor k
working toward one of the goalshehadrf hi s students Ato read crit
of thinking and questioning sparked interest in a class that was not typically very participatory,
as indicated ifChapter4. For example, Dr. Ruben shared that one lesson in which students felt
conf ortable sharing their thoughts and where #t
was around the different traditions of progressive education. This gave Dr. Ruben opportunities
to ask followup questiond AWhy do you think so?. Can you give me@a n e x adonwhithe ? 0
were not always available when students did not readily share their thoAdhtsonally, it
expanded the discourse on progressivism more
some of the tensions and say yes, there asetivbo were extremely dogmatic. There are those
who continue to be very dogmatic. 0

While Dr. Anderson took a more bédeye approach to social change, there were
moments where his focus onR teacher practice opened up possibilities for thinking about
both the course contentandlK2 st udent sd agency. AfRace:iThea <cl as
Power of an Illusionwhich illustrates the idea of race as a social construct (i.e., Hall, 1997)
(described irChapter2), Dr. Anderson shared an example frbim43years as a teacher,
administrator, and school leader in urban schools about how he worked to debunk racialized
thinking around smartness with high school students. When his former Black students told him
that Chinese students did better on standadiiestbecausehey are Chinese, Dr. Anderson

spoke with the Black students about how the Chinese students did better because they spent more
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time studying after school . He framed the Chi
moretimead more efforto rather than intelligence,
they, too, could do well on standardized tests. This anecdote focused2teKcher practice
alignedwi t h Dr. Andersonés overall wvahanswooul d nfsnpa kre
the path wider.o Adam, a student, shared he
respond to future students who had also internalized these (racist ability) norms (Annamma et al.,
2013) about both themselves and other gratfigsudents.

On one hand, Dr . And edthe mfftuénse ofeemveompehten d e mo n s
educational outcomes (i.e., Harris, 1993). On the dtard it emphasizé individual hard work
as the pathway to educational achievement, despite resedrahgiine against perpetuating
meritocracy as the sole reason for someoneds
as described i€hapter2. When | pointed out this contradiction to Adam, he reconciled it by
saying that what students experienoghtin and out of school affects their success. This
contradiction, as well as how Adam worked to resolve it in his interview, segdkeat students
in Dr. Andersonés class | earned the i mportanc
agentic rathethan victims of their own circumstances, while also keeping in mind the outside
factors that I mpact studentsdé | ives. I n ot her
he referenced K2 teacher practice extends conversations within criticalyiteat can feel
overly deterministic (i.e., Bell, 1982992; Delgado & Stefancic, 2017).
Depoliticizing Diversity in MethodsCourses

Focusing on K12 teacher practice in the methods courses rendered it less contentious for
professors to incorporate topics of diversity around which there may have been (political)

di sagreement . Dr . Ocampo felt ot rwaatsh eirmptohratna nn

213



his own undergraduate experience emphasized:
were kind of pushing an agenda, and | describ
realist. o0 More specacfulctayl |we r eh ep rsehpaarreidn gt hhaitm tt

educational setting where students weresglfivated and driven and had all their other needs

met, 0 and that in such a setting, imposing st
peopletoassii | at e and curtailing creativity. o I n hi
much freedom, students in urban $andcawetl s fidi dn

structure. o0 Pushing a political acgkisdetachedoul d
from the reality ofsomgur ban schools that he described as
assume that all students need the same classrooms, and those classrooms should be these free
places where people get to do whatevertheywst t o do. 0 I n ot her words,
agenda closed off possibilities to differentiate structure within a school.
Aligned with the idea that classrooms need individualized levels of structure, in practice,
Dr. Ocampo presented a range of classrananagement stances and encouraged the students to
figure out what aligned best with their personality and individual teaching situation. During the
innper son workshop, he shared that teachers ten
Di ct at or sium apdbehaddhe students answer a series of questions to help them
figure out where on the continuum they were. Thus, while he felt a high degree of structure was
important, he did not necessarily present this as the only option to his ECU studtds. lita
presented multiple perspectives, even as his
[offla | ot of progressive, i ber al teacher prepart
Dr. Abbott similarly shared that she did not feel the college classroom was théoplace

discussing political ideologies:
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t stay neutral, and
tentional in that way.
whole democracy song and inclusio and al hat kind of stuff

I n those ways | try o]
n
|t
just to kind of bring idontthe dlbeawvhywtpol itic

who are just very i

The abovequote i t 6s bad enough wedre singingodthis wh
suggestdan understanding of the college classroom and/or campus as an inherently unequal
space. Thus, a focus orX teacher practice may have also worked to level the playing field for
students who may never feel A sCaop & Oesterreicht he c ol
2009). It also expanded how and what topics of diversity entered the classroom conversation. For
example, as Dr. Abbott realized the importance of addressing LGB Qiversity (referenced
earlier), she thought about how to address thptéservice teacher coursework in ways that
wer e wel coming:atilc hsitladrrteendd sl da kitiergat ur e, and t
easier way to kind of bring the narrative and
this narrative wa not to engage in a political anideological debate about the (legal) rights and
acceptance of LGBT@+ people, which is not only a particularly divisive topic in thated
Stateqand in many parts of the world) was also overwhelming conversations about diversity
on NSUO6s campus, as mentiGCappdabyuDranRiabee@adko
slantdo or projection onto what types of diver
Rather, the focus on LGBTI&+ narratives was related to her understanding of the
i mpact of school and teachers on young peopl e
| still have folks who are uncomfortaBleo ut i f youdve got young
lives because they feel teachers aresupportive, we need to figure out a way to have
these conversations and to be supportive.

Moreover, she related this di scotodorservative o peop

politics:
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ltés whatdéds unknown twowotyokknowighat &opematy
community and the diversity, and then you
bring that conversation and the content into the classroom.
Il n other words, Dr. Abbott rooted xpasweahde 6s un
experiences (Collins, 1990/2003) (an idea whsdlrther discussed later in this chapter).
Moreover, her emphasis onX teacher practice reflected her belief in a scaffolded approach
about how and when teachers could address diversityrriRgféo a recent state mandate
requiring teachers iGrades 612 to teach LGBT@®A+hi st ory, she shared: A W
first grade lay the foundation, so that when children gettosikth gr adeét her eds no
|l earni ng cur v e .identifHhow she appraachedeHolacaust edeication as
Amanda, a student, reflected on how she flear
controversial in a better wayo:
I didndét realize how [theHolquidamthe wayatm st ar t
introduceie .Just | i ke teaching them to be cogni z
around them, which | think is a big thing.
Thus, rather than utilizing the language of antisemdisanother politically divisive topit Dr.
Abbott focused o larger ideas that suggested the ways in which diversity could evolve as a
concept across grade levels.
Dilemmas in Expanding Notions of Equity in Teacher Education Practice

As demonstrated thus far, the professoithis study both deeply cared forK students
and believed that teachers and schools had the potential to impact their lives in positive or
negative ways. They also considered how the college classroom and/or higher education could

impact the lives oftheir college students, some of whom were former urban school students

themselves (in the case of ECU). At times, they were faced with a tension that emerged between
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meeting their current coll ege studermeirsdé needs
coll ege st ullstmdenssé f uture K

Part of why Dr. Ocampo felt it was important to tell his students that not evégy K
student can be influenced and/or included (referenced earlier) was because he felt it was a
Adi sserviceo toemntsachhai st EICY was even a possi
field, and theyodore |ike, o0Well, | must be doi
work, 6 and they are kind of set wup for failur
sd up for success as teachers was especially important to Dr. Ocampo, given that many came
fromlowi ncome households and had attended wur ban
to become successful teachers for two reasons. One is so they can iogessh the
community, and two is so that they can stabil
reasons surfaced in how he described the methods he was teaching. For example, in describing
the importance of the classroom management pdrtios cour se, he shared: A
so much of their emotional |l ife at school and
not they stay. o0 Yet his emphasis on structure
lives easier agachersit was also in service of what he feltlR students needed, as described
by his emphasis on Masl owbés hierarchy of need
modelled in class:

Ifthey[the studenfsd on 6t f eel saheyé@and Betugeinghetao

about anything having to do with academdicsThose physiological and emotional needs

need to be met first, and ultimately the overriding purpose of classroom management is

safety.
In practice Dr. Ocampashared with his sdents during the classroom management workshop:

Al think t h[®cldsgmnhmanggem¢ota chenevol.dhe diutest doa

have to be harsh. They just hd¥studentemaye enf or c
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perceive a plethora of nstantly enforced rules as unreasonable and unfair (Annamma, 2018;
Graham, 2020), students in urban schools have
calm, orderl y, an d&b70}anfirenmeniti@trrdes eamprovideQeapBcial p .
Areal |y, r e&@0)oregregieus sittmtiosso ( p .
Yet, in discussing the need to make the process of becoming a teacher more challenging
(described earlierDr. Ocampaalso recognized that it was difficult for professors at ECU to
At eahceh r[Jt student sét o b[E-12msotrued an tdthé] gumetieneswi t h t h
they[ECU studenftsar e not the strongest students, and t
As he shared this, a tension surfaced between the two reasons he wanted his students to be
successful:
Is my job to get my students jobs? Or is my job to get the best teachers possible
in this area? And sometidmés kteho e tthhinkggs he
mutually exclusive, but 1611 give you a pe
recommendations for students who maybe | di
really wanted them to get jobs. | would never put a student out there who was a poor
teaclhdgdlsémeti mes the recommendation isnbét e
student . |  tfahECkvé @ | dotagofeeus hat 6séa conf i
While Dr. Ocampo did not state this explicitly, his decision to write the above students
recommendation letters has the effect of pushing agairtett Britzman (198pcalled the
6cul tur al mythé of teacher education which as
result in fully developed tealchrgsd praafhess it dma:
(Teacher Education Exchange, 2017, as cited in Phip,e2019, p252). That Dr. Ocampo
Al felt] f @randadedonthese feeliggmmeant t he student ds tra
teaching profession was not determined solely as a result of his/her/their performance in a

teacher preparation prografdditionally, it meantthat students who may not perform as well in

their program due to additional experiences they may bring to their studéeshaving to work
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or support a family (as discusseddhapter4 by Dr. Ocampo and i€hapterl)d are still given
a chance to enter the profession, even if their student teaching evaluationsswé® Aot the
highest in their clas®doreover that Dr. Ocampo recognizéaiat por teachersould be
admitted to the teacher preparation program and graffoat ECUindicated an understanding
that there is more to being a highality teacher than meeting tReaxisand GPA requirements
(i.e., Sleeter, 201 seeChapterl).

At NSUd where students were not described by the focal professors as coming from
urbanschools themselvésDr. Abbott was not faced with the same dilemma as Dr. Ocampo in
terms of thinking about equity. Thus, at thelRlevel|s h e w e n t.beyomdgugt betng a
[studentcenterefipr ogr essi ve educator o:

| worked a little bit more fochange, so where there were injustices or inequities with

regard to the students in my classroom, | was more willing to work on their behalf and

advocate and serve as an ally for them. I
Still, even within ths different context, Dr. Abbott timeshad to resolve this tension between
meeting the needs of her NSU students, whaggkaredvhite in the class | observed as part of
the study, and the needs of st udeknet s[ hienr Jt.hoe iFro
example, one of the assignments aligned with
|l iterature Black history Astudy buddyo assighn
Abbott fAbanned, [sheMactahl| [ asp Robem, hloe HBIr gi ¢
order to expand boldh dtuvtdert $t@akmewlsdd gea do K t |
constitutes fAthe Black experience. o | observe
made a fidsytou dyhabtudwas on a banned topic.

Dr. Abbott did not automatically assume they were intentionally defying the directions.

In fact, when Cara shared with me that her study buddy was on the topic of slavery, nothing in
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her response indicated she deliberatelgwposefully did not follow the rule8Vhen | asked

Dr. Abbottif there were any consequences for making a study buddy about one of the Big 4, she
shared: AThereds no penalty, and i f | were br
outonthat My fear is, in doing that, peoploe will
then, for Dr. Abbott meant negotiating the defensive resistance white students often display

when engaging in topics of diversitywhich has been well documented in titerature (i.e.,

McHatton et al., 2009; Pohan & Mathison, 1998; Ukpokodu, 2003)dkapter2)d and the
shutting down (Enumah, 2021) or silence of wh
defy and deny the legitimacy of the teacher and/or knayked ( iBéings, 8996, p82). It

al so meant bringing in topics related to fithe
was not always easy: Al .Isttdd | gaotttreurg gd &s iaenrd, whpl
yet withé the interpesonal piecgof teaching. Wet ultimately if either of these things

happened shutting down or getting defensid@eher NSU students would not learn, which held
significance for Dr. Abbottgiven her positionality relative to her students:

When | started here, | felt like | needed to be a hard ass bécauseat 6 s ki nd of
the professors doand then one of my colleagues sdi@tudents want to know you, and
especiallyour students wat to knowyou,0 right?

Thus, despite the obstacl es, Dr. Abbott <conti

narratives that [she] bring[s] into the cl ass

Diversity as Process: Creating Opportunities to
Expand Experiences and Perspectige

In addition to the impact of their own experiences &k2kstudents on their commitments
in the classroom (referenced earlier), the ways in which professors described how their
curriculum and pedagogy shifted alongside their evolving understanding®Hityd such as

in Dr. Abbott 6s ilAtdiversipyd suggestdtheimportanck & 8xpe@ence
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in coming to understand diversity (Collins, 1990/2003). Dr. Ruben recognized that what students
experienced in class was sometimeasranger teaching tool than what they read in preparation.
For example, the attention he gave to dis/ability during class sessions was informed by the fact
t hat he Acan never really find good [reading]
DS/Escholas] write is not always accessible for t
discussion on the impact of reading about diversity on student learning, Dr. Anderson got the
sense that his students were not staying up with the reading in his classfiduate [ i ng] s o
many other obligationgputside ofclag®®@ That 6 s why | try to make t he
|l earning opportunity for them.o

In detailing the impact and importance of experience in learning about diversity, | start
with describing how classroomteractions became an important source of learning as professors
worked to expose students to multiple perspec
own role in these interactions demonstrated a
while also challenging them and providing them a context to learn something new. Taken
together, | work to show how professors approached learning about diversity as an incomplete,
experiential process that may extend beyond the temporal boundarieseinster, especially
given the limitations of the higher education context in learning about diversity.
Exposing Students to Multiple Perspectives and ldeas

The professors in this study worked to create pedagogical opportunities that exposed
students to mitiple perspectives and ideas. As such, classroom interactions became significant
sources of learning as students shared their own experiences in relation to the content. At NSU,
Dr. Abbott felt

We al |l come from our own familiarities an
had a chance to move away from that, especially before you take a job to work with folks
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who might come from other places or have h
challenging.

Il n this regard, she felt her class was fivery
opportunities for s fhaw bad vesy litthe interadlion evith pepplecoh s ay s
color, or Black fol ks o a tadingwboat race@ndethnicitje s s hi e
when Dr. Abbott asked them fAWher[sajanm Welol ,i n t
t hereds s omebuwtoneme hreacrceed and et hnicity stuff o
However, race and ethnicity appeared, at leaglicitly, in other course®r. Abbott has
taught. For instance, there was a required field component in a course that was not part of this
study. Dr. Abbott shared that many of the (white) students resisted doing fieldwork in schools in
Black and brown eighborhoods and sometimes had deficit assumptions about urban schools
(e.g., that they are dangerous), which is not unlike what can happen with white students at a Pwl
(Hampton et al., 2008). Yet, when Black and brown students were enrolled, it wasays ap
to Dr. Abbott herself to address what her white students may not have experienced themselves:
What | have found is that the brown and Black students are[fr@predominantly
Black and brown city where the fieldwork is taking placght?And | 6 ve had one
two folks that say, ANo that is not right,
or Al |l ive around t he [steraotgpeis notftruepsmyou dlat s c h
need to work through that stuffo Tley kindofr e f ut e t hose thingséfo
Dr. Ruben recalled similar instances in his <c
i mmedi ately pick upo topics related to race.
considered atthetimeaprogges ve c hi | dr @&he &isd Negrdmm the 18%0¢$. The d
Aet hnic minoritieso immediately responded to

along the lines of A[ The main character] i's B

word fAbut. 0o Ho we,insame instarcesathesmacefofehigher etdubaéian may
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i mpact or | imit what students say andd or f eel
white students that pick up oRubdnkexplaneésues t ha
I dondét know if they are privileged or no
backgrounds, but at least they have a little bit more of the cultural capital and probably
are more used t oé¢cermigdduestionsgy] safe raising
I n his experience, feeling fisafed was not al w

what other students may think. For example, in a class | obs@&wuedRlubenshared the story

about how, as department chair, he had to respond to a studeptagiarized in an online

di scussion board because, as t ledwisbeastaeizett s har
by all my ¢ | a s slamvenry sonsarvative, id i have the féelingéhhe vast
majority of my peers are liberal. Thus, ¢l assroom interactions af

students negotiated their positionalities and perspectives in relation to those of both their
professors and classmates.

At ECU, when students shared perspectives that may not have been wideBrheld,
Anderson and Dr. Ocampo weighed their own relative experiences in their responses. While Dr.
Ander son fitestpderdswi[ eld ] guesti onso about their peil
itdo iHebs constantl y tr yd anlgrarehalid lderstzang hisroovn pointefut o f
view on the topic. After watchinBace: The Power of an lllusipBr. Anderson asked the class:
AWhat does race have to do with urban educat.i
parents grew up in an urban area, hathing, and were able to move to the suburbs through
hard ®Waskcafily, it doesn6ét matter where you ¢
c an dbo. Andersororeplied by drawing on his own family history, as the descendent of
slaves in North @rolina:

So, you think ités | ufghtfdeeeninesifpoutiveina on or
suburban areaorurbanaready f ami |y has been here for 4C¢C
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one to go to college. So, my grandfatherand my ggesitg r andf at her di dndt
hard?

One student of color agreed, stating:

This is why itodés i mportant to undeéeNMest and
sell the myth that you just have to work h
invisi bl e hand, [as] you said in the first cl
When Dr. Anderson began to say, i n response,
cut him off by saying, AYoubre trying to brin
Al | i s o nsé s not nrecegsarily surprising, given the defensiveness that white

students demonstrate during conversations about diversity and inequity (e.g., McHatton et al.,

2009) (discussed iBhapter2), and race in particular (Lads@illings, 1996; Milner, 2008

When | asked Dr. Anderson about this interaction, he reflected on the role of experience in
coming to understand diversity: 0 Shsehefbese Ibse etnh
exposedté and t hat és probably whaetd hhearr dp ar eamtds tthoel)
did.o I n other words, Dr. Andeevasicennherresbonseot po
or fApur gdadliad]ta adfiréstigg mat eri al condi ti onsd (Annam
p. 154) of racial inequity. Rather, bréed to humanize her and suggest that with continuous

exposure to, and experience with, a different path or way of thinking, she may develop the

necessary empathy to think differently (Collins, 1990/2003). Additionally, this example
demonstratéthat in ®me cases, sharing his own experiences may have prompted students of

color to present opposing perspectives, or cotsttaies, to dominant (white) narratives

(Soldrzano & Yosso, 2002b) (s€bhapter3). The student of color may not have even made that
comment if this class were in a Pwl and/or taught by a white professor, given that students of

color at Pwls have reported that their (white) professors did not always know how to manage

diversity conversations (e.g., Tolb&rtEichelberger, 2016) (s&ghapte 1).
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Dr. Ocampo felt he was | imited in how he ¢
did not have the relevant experience himself.
coming from urban backgrounds isemeatudenesstiilposi t i
said things I|i ke, Al went to an wurban éhigh sc
| feel Iike I didnot | earn as much as | <coul d
was his place to challenge thesespectives that located the problems of urban schools within
the student s: ANow, what am [thestudprijtkmowsentbret o d o
than | do. o0 While Dr. Oc 8yeproand hasusgenttthe majoritaai ur b
his 15year career as a professor researching urban schools, Dr. Ocampo grew up in a
Asuburbanémiddl e cl| gaisllglfamd} sencapeaonally

Dr. Ocampobs hesitancy twasfurthersconplicated byadhed e f i ¢

fact that he $the&Clestudenidassume Ididaiténd dnlurbay schdpbnd
itdéds | i ke instant credibility.o Certainly, RO
was fr om -do mHN a pandlattandet g ppedominantly Hispanic secondary school,
shared that he looked up to Dr. Ocamipgpartb e cause he perceived Dr.
from a similar background. o6 Thus, while Dr. O
legitimize perspeoves (as indicated earlier in his perspective on the importance of teachers), at
times it seemed thah some cases, personal experience transcended research. As such, Dr.
Ocampo seemed constantitybe striking a balance between affirming and/or legiting the
experiences of his students (and himself), as well as what he has learned through research.
Tensions in Simultaneously Affirming and Changing Student Perspectives

As the previous section begins to demonstrate, in recognizing the importamecegof b

exposed to multiple experiences, perspectives, and views, the professors balanced when they

225



should or should not intervene when students said things that went either against their own
perspectives or the goals they had for their students. Togetkieraihge of perspectives on this
balanceillustratdt he t ensi on they experienced between a
order to increase their engagement, and providing thiémthe context for them to learn
something new that may go against the original perspectives they brought to the course. Thus, in
some cases, learning about diversity was an incomplete process.
Dr. Abbott sat somewhere in the middle of this tension. As a studetéred educator
who did not tell students fiwhat [thefiilrphbeed]t
to present them with different realities or [her] interpretation a$éfrealities and allow people
to think and kind of decide for themselves. 0
into the time she spent with students fAproces
the activities they worked on inads, as Cara sharédBe keeps you thinking about ways that
you can teach your studeétsl t 6 s not just | ike, oh this is wr
figure out as a class how to employ these tec
Yet, it seemed that for Dr. Abbotherewere some student utterances that should be
addressed, in terms of what those utterances might have represented with regard to what students
were thinkingWhi | e at the time of the study Dr. Abbo
comfortabl@ in havingsome f t hose di fficult conversationso
al ways the case: AFive years ago, Il would str
LGBTQ diversity¢ becausé | don6t want to get called a raci
on teaching evaluations, such as being called lazy, which is unfortunately common in white
studentsdéd evalwuations of African American wom

Dr. Abbott s har e[daidindgative thindso [Heefacelpufir ahel ghi t t h
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t her e on olhadifferemttsteryThus,DroAbliott had learned not to interpret her
Awhite studentsodéésilenceo during course sessi
about what i s bei ng nBilkngsdl1996,pd82-83). ¥et, evensagshe®d ( Lad s
described being called racist and/or unwelcoming of alternative viewpoints in the past, Dr.
Abbott still worked to address some student comments that she perceived as overtly problematic:
Sometimes [on] the formal course evaluations, [students havei®ligs h e 6 s
racist, or she doesnodt caamsdi derm dthh enrk i pnego p
well, i f 1 &dm here to help people to grow,
have to tell pu that, right? So, | learned to maybe say it with a smile and then,
maybe | 6m not a.s ome & m@étaibslandrng aohfar me te try?
to figure out how we have those difficult
to point nengativel yé] a
For example, in one lesson | observed where the students were making friendship
bracelets during the arthullying Talk and Teach demonstration (see Appendix I), one
student called them fiChinese | addetws. 0 When D
sefcorrect o rather than pushing her (Enumah, 2
probably shouldnét say Chinese | adder. o0 This
which to talk with the student abowat her resp
not only gentle, but it was also so gentle that | did not even notice the interaction during
the observatiohSt i | | , t hroughout our time together, D

responses solely in the challenges she may have faced as a Biaak wmfessor

instead, shéhought about how intentional she was in communicating the purpose of what

11 wrote the following in my researcher journal after the interview:

Before she shared this story weintarviemeheadskedumeiflt he A Ch
realized that happened. I hadnot . | 8m not sure if
during observations, rather than the students, or because | was tired. (I get up at 5:30 am to observe this
class).Buté m al so wondering if | didnét notice because s
positionality as a white woman influenced my not noticing this. Subconsciously, maybe | notice Black

women more when they ar e fan dAfteythednteoview, | paidattengon up t o o
to this aspect of her pedagogy and noted many more instances of her addressing comments like this in the
observations that followed.
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she was asking them to do. For example, in reflecting on how students used their gender
pronouns to introduce t hemse]|shefsgentakitte shar ed
bit more time with it.o

Dr. Ruben similarly considered his role in helping students grow, which to him meant
|l earning how to Al ook at things from multiple
critcalwayo and how to be confident Awith the idea
to change and to | earn more. o6 As such, he fel
necessarily be affirmed in class conversations:

Sometimes | anfearful of haring the class become some kind of J¢Bpringet talk

show,fl t i s this way bec atha e Howdot ndapagettmse | e x p

boundaries at the same time that | want them to develop critical reading skélls and

historical interest?
In other words, Dr. Ruben recognized the role and importance of personal experience when
learning the history of education, as he expressed his disappointment that the classroom
community in his section of fr&a e mest er fr eshmen wast dlalkiing, @ 4
therefore students were not readily sharing
fearso i n r el Hdawevermattimes, he feleempghasizingeexperience could close
pedagogical opportunities to learn somethieg/n

When Dr. Ruben sensed the latter was a possibility, he made choices in how he framed
the conversation. For example, the c¢class watc
experiment in her elementary school classroom, where she spent onartaygg
disproportionate privileges to students with blue eyes and the neta saylents with brown
eyes, in order to teach her white, predominantly Christian group of students about racial

prejudice. The discussion after the video focused on the tpaksElliot used to make the

Aprivilegedo students feel discriminated agai
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rather than a larger, deliberate system that benefits white people at the expense of people of color
(Bell, 1992; Leonardo, 2@0 Tatum, 1997/2017), as discusse€hrapter2. In this case, it was
the benefit of attending an allhite, wellfunded school that was not fighting for educational
resources (Kozol, 1967991 2005). In a memberheck conversation, | asked [Ruben about
this focus. He sharedthatn addi ti on to t hi s i visavisdagkeu a | anoc
occurring at other points in the semester
| have some issues with the present dominant discourse about race relations, and | am
fearful of fdling into the political trap of engaging in a dogmatic debate among the
muffled. How much time and what levels of theoretical background are needed to unpack
experience and look at how this intersects with systemic and structural conditions?
Therefore,make choices, andél am not afraid of
In other words, a discussion on white privilege would be dogmatic, as his students may not have
the theoretical background and tools to engage in a more robust discussion that endgues mul
perspectives. Thus, while experience was important, it may be limited in facilitating student
learning and reflection. This concern was not completely unfounded, as | noticed in Dr.
Andersondés class that some diveubymakingsthemselvesd t o
appear fAcloserodo to issues they may not have p
needed challenging. For example, when Dr. Anderson asked the students for examples of

internalized oppression during one lesson | olegrHillary, a white student from Australia

who moved to a UAtSt heuburlk, oshédreéed,g ffensive

When an ol der student from Iran replied, Al 6 m

Hi |l |l ary i nt eutyougiftbetdam marNed to a Muslim man and my mether

l aw i s Musl i m. People think I &dm Musl i m. So, I
2 Due to theCOVID-19 pandemic, our membeheck conversatonwasviaea i | . sdBhack is | ow

case as that was how it was typed in the email.
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Allison similarly emphasized her closeness to racism in bringing up her Black birother
law duringbotha class session | observaadher interview with me (referenced later in this
chapter). Yet, the above interaction about the hijab was precisel\Duhahderson felt needed
to happen in order to prompt growth: ATo me o
can you have growth because people need to be
devel op a fcléiwheeettess tandle ttud tauree] comfortabl e e
by setting and modelling the expectation that
theydre respectful and considerate of others,
similarly ageed in their interviews that more students participated in discussing sensitive and/or
politically charged topics and they were able to learn more about certain issues because Dr.
Anderson was intentional throughout the entire semester in maintainimgarclassroom
community. For them, it was rare that a professor would be able to maintain this, with Adam
stating that hé[hadnotth ear d any ot her professor say somet
Dr. Anderson referred to thi sthetlasgnubichon i nt
students could become fAenlightened in some wa
specific content objectives. In other words, knowledge was to be fostered through dialogue and
connection within the classroom communitthiex than attained individually (Collins,
1990/ 2003) . Dr. Anderson maintained what he a
Agood environmento by not explicitly correcti
class discussions, sindeér e are fAso many versionso of hist
dondt want any kid to walk out of there feeli
stupid in front of everybodyébecause ogi@art of

commitment reflecteotonlyhi s sensi tivity toward his studen
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competence (Biklen & Burke, 2006), but also an understanding that his perspective on the

hi story of wurban school s -storgg eovreen onfh arha n yo:m fsHiyd
doesndét mean ités trueéwhere did I get it fro
Allison described this as:

it wasnét really him telling you ¢tombeg ri ght

together to realize whaite answer s wereé and different r

Other teachess you give them the right answer.

The effects of D& fp eAmpdeerrisnognod ss taupdper notasc hwi t h
(mentioned earlier) rather than Acorreé&ctingo
resulted in Ahigh participation/ engagement,h 0
four visits tass. Ii3tances hat ceeeived this €odeurredwvhen a student
would chime in without any prompting from Dr. Anderson. Yet given the high level of student

engagement, there would inevitably be instances when students would discuss course topics in

competing and/or contradictory ways. After watching the first segmeRtagk: The Power of an

lllusion, some students said they | earned from the
bi ol ogy. 0 Others, however, r epoarcteedd alneda r nsiinngc e
was a soci al construction, achievement was so
something. o0 | asked Dr. Anderson about some o

whether he thought there had been a shift inesttedwhose thinking was rooted in the myth of

meritocracy (e.g., Hurn, 199pifli tides Nnlodr g disstila
trying to turn suburban kidsdé minds. It s | ik
That Dr. Andersovas not simply trying to change minds

during class or in theiwvritten work(Zembylas, 2015) suggested that learning about race and
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diversity may be incomplete at the end of the semester. In describing what sbd irdhe
class, Allison shared how a student of color challenged something she shared in class:
They turned around and [said,] AWed Ié you
Not that | have anything agains,t ydwmdormhdtt
know my family, like my sistefjwho is married to a Blackar].é Ye s , Il 6m white.
t o a s ubur béatmt wvasoheobtheévhole poirjts the clask That race has
nothing to do with your bi ol obgsgkobhyotur becaus
race and then your economic statusépeopl e
where you candét. You have t oé agckjustseei d of t h
everybody asawhate.l di dnét obviously s awithmerfoyt hi ng
a couple of days, and it did kind of annoy me.
I n emphasizing the i mportance of understandin
di versity as At hose f i | tdehedifficolty&dfocusing ondés respo
simultaneously onhe individual and the larger social context in which diversity comes to be
known (referenced earlier). The above quote also suggiledt at Al | i sonds suburb
not yet completely Aturned, 06 as Dr. déwither son
her white privilege (i.e., Mcintosh, 1989) (s€kapter2) . Yet , t he fact that s
say anyt hing b ac khatthe adasssvpsiopen to multipl® perspedives, n g
suggestdon some level that she was uncomfortable defending her perspective. While Allison
told me that the comment onl y 0 sthatskelromghtt h [ he
up the story to me during an interview that took place during the end séitiester suggests
that the comment was still sticking with her in some way. To discredit the above quote, then, as
l earning on Allisonbs part neglects to take i
prompt her to remember this interactioni Dr . Ander sonés c¢cl ass and to
that deepen her understanding of race in the United SBaess(& Steyn, 2012)especially

since this was not the first ti me Allisonbds b

dialogue referered earlier about hard work and opportunities).

232



Conceptualizing learning as an ongoing process that may extend beyond the temporal
confines of the semester surfaced an understanding of the limits of the higher education context
in learning about diversitfMcHatton et al., 2009; Noddings, 2006; Tejeda, 2008). Dr.
Andersonés focus on fAmaking the path widero a
of higher education as a meadéist ®® ansemidpt éd h
togeta degree. 0 Even the curriculum that he had
predetermined (as evidenced in his wondering about the path on which he might have led Oliver,
referenced earlier), sugge s vationgnd iaterestcouie r st and

simply be a reflection of their wanting to gr

positive responses, when he asked them how th
listen, you can be honest. Ofcoairs 1t 6s very diffiéwhattheylarer me t ¢
saying is just to please me as the professor

tickets with a similar level of skepticism:
On one |l evel, | shoubdds¢e¢ushabdsewhatwwhahéy
But then 1 dm thinking, are they just writ.i
hear2.The truth really comes when they have t
Summary
The three analytic themes that egexd in my exploration of the diversity curriculum and
pedagogy irfour teacher education coursesrosswo HSIs surfaced tensions around diversity
in relation to understandings of identity and
experiences as multiply marginalized people w
that a focus on diversity dndentity should not come at the expense of losing sight of the

humanity and individuality of KL2 students (Collins, 1990/2003; Valenzuela, 1999). In practice,

this complicated how research informs practibe assumed determinism of student Igbels

233



esentialist narratives of teachers of colsiydents of color, and students with disabilitersd
the necessity of academic rigor.
Questions and tensions surfaced within the ways professors conceptualized learning
about diversity as a focus on social charghould commitments to equity encompass all kinds
of diversity? To what extent can teachers and schools impact the lives and change the life
trajectories of young people? Can all students be reached/included? One way these tensions were
resolved was thrgh a focus on KL2 teacher practice rather thamideology or theory about
diversity. In foundational coursework, this focus opened up possibilities for thinking about
progressive ideas beyond dogmatism (in Dr. Ru
determinism (in Dr. Andersonds cl ass). Il n the
about diversity topics that were more politically contentious in ways that did not simply affirm
| i ber glerikk ncelei ch®s, 6 in the words of Dr. Ocamp
Given the inportance of experience as a lever for an evolving understanding of diversity
(Collins, 1990/2003), the professors worked to make classroom interactions significant sources
of learning that exposed students to multiple perspectives. Inevitatgdgsion merged in the
professorsd pedagogies between affirming stud
to learn something new. Professors weighed several factors in responding to this tension,
including: their own experiences and perspectives, relabitheir students; the goals they had
for the class; and their understanding of the possibilities and limitations of the higher education
context in learning about diversity. At NSU, in classes eidlite students, as a progressive
studentcentered edtator, Dr. Abbott had toonsidercarefully how she responded to
perspectives that she felt were overtly problematic, such as racial microaggressions. When Black

and brown students were enrolled in her classes, they sometimes served as this source of
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learring, as Dr. Ruben similarly reported. While ECU was located in an urban area, multiple
perspectives and narratives surfaced around race, equity, and urban schools. In practice, both Dr.
Ocampo and Dr. Anderson did n oeficitarproblermatid | v fico
statements about urban school students as fian
Anderson); or equality of opportunities for different racial groups (Dr. Anderson) (Noddings,
2005; 2010; Zeymbylas, 2012). Even though the stugemteived Dr. Ocampo as Hispanic and
having attended an urban school, Dr. Ocampo did not respond to comments around which he did
not have direct experience, even as someone who valued research. Put differently, even though
there may exist researchthatddise di t s st udentsdé experiences, h
to share alternative points of view without having certain experiences himself. Dr. Anderson did
not respond to comments that race did not matter, not only because, for some peop&at doe
(Tejeda, 2008). It also would have gone against the type of participatory classroom environment
and community that he felt would lead to student learning (Collins, 1990/2003). Put differently,
Dr. Anderson thought that any and all ideas, perspectivesexperiences should be surfaced, as
he was less focused on what students said and wrote in that moment (Zembylas, 2015) and more
on the potential of class conversions to inspire action after graduBers(& Steyn, 2012)
Dr. Ruben felt that whilexperience was important, it was limited in providing students with the
tools to engage in learning something new.

The professors recognized the impact of the higher education context, in particular, on
their work teaching about diversity and equity. Dr. Abbott and Dr. Ocampo sometimes had to
resolve contradictory equity aims for their own college students and thadretn t s 6-12f ut ur e
student s. Dr . Ocampo, i n particular, -weighed

income students, which in practice pushed against the idea that colleges should be graduating
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fully developed teachers (Britzman, 1986, as citeBhilip et al., 2019). In these instances, they

often erred on the side of supporting their college students, perhaps in light of the fact that, as Dr.
Abbott shared, the results of their work would not be apparent until their college students had

their ovn classrooms. Part of this was due to an inherent power dynamic between college student
and professor, which Dr. Anderson suggested in his conceptualization of his own curriculum as
Ascripted. o6 Dr. Abbott and Dr etRobemayah®stdt tbeo
possible in the higher education context (i.e., Knigltp & Oesterreich, 2009), in thinking

about what students might be comfortable sharing and/or learning in class. Across all four

professorsd cl asses, tdnexperientiakiacomplete grocesb.out di v
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Chapter
DISCUSSION

This dissertation was grounded in the continued dearth of teachers of cotdlinkan
schools in the United States (Gist, 2017; Haddix, 2017) and the disparate impact ¢inis has
Black and brown K12 students (Brown, 2014); my own experience as a white teacher educator
at ECU; the role of experience, as related to identity, and what one can come to know about
diversity (Collins, 1990/2003); how (historically and multiply mar¢jzead) college students
display and communicate what they know about diversity in the context of univesisieg
teacher education; and the assumption that teaching divet&gHKpulations is inherently
related to notions of equity and social justiceshiort, this study focused on two larger
guestions(a) What does it mean to serve historically marginalized students who wish to be
teachers?anh) | s t here something to fAigetodo when it
how do we know thatstednt s fAget o 1t ?

This study wagsonductedn response to how these aims and quesdiangarticular, the
second question abo¥eoften exclude preservice teachers of color (Milner, 2008), preservice
teachers at MSlIs and HSIs, and other identitieseapdriences that-d2 students claim (i.e.,
disability). As such, it was simultaneously grounded in the promise of MSIs and HSIs to robustly
prepare and graduate teachers of color (John & Stage, 2014; Merisotis & McCarthy, 2005;
Raines, 1998) and the presumithat while representation is an important and necessary first step
in addressing diversity, equity, and/or social justice ihZurban schools, it is not enough to
radically alter praxis (Gay, 2000, as cited in Milner, 2008; Kendi, 2@ ®)sCrit framework
guided the work of keeping both this promise and premise in the foreground of my mind as the

professors in this study opened their classroom doors to me. The four themes Garcia et al. (2019)
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identified in the current literature on H8I®utcomes, exgriences, internal organizational

dimensions, and external influendeguided discussions of the ways in which ECU and NSU

were serving historically and multiply marginalized undergraduate students and preservice

teacher candidates (s€bhapter3). Thus,wh | e Aservingnesso can stil!]l
(Garcia et al., 2019) and sometimes perplexing (Blake, 2017) concept, these themes allowed me

to point to ways that the field can concretely define and understand how HSIs work toward
advancing racial equitin higher education and teacher education.

As discussed i€hapter3, | collected multiple types of data with an eye toward how
professorsd and studentsd experiences were Si
larger systems of power apdvilege. Moreover, as | further discuss, the research design
allowed findings to emerge that contribute to the literature on HSIs in two ways. First, the
demographics of my professor participants con
sen ngnesso ( Gar cl8¥) aeHSIs.&8kcond,iMi@z@tlab (201§) ghared that
A[f]J]uture studies should address the | ocal h i
f un ct i74)rErwamipipg.teacher preparation programs in this stugporetdto this call, as
both ECU and NSU share the historical context of being schools that train teachers and the
present context of attracting students via their education programs, as illusti@hegbiard.

That | was able to observe one introdugtdoundationalevel course (open to students
across departments) and one advanced methods course (restricted to admitted teacher education
students/preservice teachers) at each institution shaped the direction of the inquiry. | noticed
how, at both instutions, the exclusionary effects of more stringent state licensure and
employment requirements contributed to the declining overall enroliment of students in each

institutionds College of Education (COE) and
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students and the overrepresentation of white students in each COE. The latter became glaringly
apparent when | walked into Dr. Abbottds meth
every student appeared to be white. This prompted a deeper investafanstitutional and

publicly available documents at both research sites to investigate factors that might explain the
raci al demographi cs CEliaptexdal situated this finding,wlbngsida 6 s COE
professor and student interviews atlke institution, within the broader landscape of research on

HSls and what it means to fiserveo students of
for the increasing racigéthnic and abilityd i v e r s i t y-l2oufbantschaobs.yTiles K

testimanies of Dr. Anderson and Dr. Ruben (who taught the introductory courses)eetithieh

conversation on serving undergraduate classes whi ch t he range of stud
knowledge and experiences is a prime pedagogical challenge.

In Chapter5, | took a deeper look within each classroom in this study, where | analyzed
professor and student interviews, observations, and curricular documents and artifacts to describe
the diversity curriculum and pedaaguitprgfesseri t hi n
participants intentionally by race (or any other identity) for several reasons. First, | did not want
to essentialize professors of color as diversity experts (e.g., Jackson, 2015), due solely to their
race (se€hapterl), or assume that b@j a person of color inherently means one is even
interested in diversityMalcolm X & Haley, 1965). Second, | did not want to assume that
experiencesf being marginalized along one line of difference, such as race, meant that
professors would inherentlynderstand being marginalized along any line of difference
(Schwitzman, 2019). Third, as stateddnapter2, being a person of color does not mean that
one is being antiracist all the time (Kendi, 2019). Yet, three of the four professors who

volunteeredd participate in my study were people of color, and the one white (appearing)
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professor who volunteered identified as Latino, Jewish, and an immigrant. What emerged in
Chapters were:(a) a focus on individuality, situated within (socially constructedugro

identities, that necessitated an emphasis on humanity and care and that complicated urban school
narratives and essentialist understandings of teaoheddor, students of colgand students

with disabilities (b) an illustration of how expansive comtments to equity surfaced tensions
around the extent to which-K2 teachers and schools impact sod@etyhich were resolved via a
(less deterministic) focus on-K2 teacher practice, rather than théognd dilemmas when

col |l ege st udenthwhatprmfessodsbelievédaverd tkecheedsiot futut@ K
students; an¢c) a pedagogical stance of diversity learning as an incomplete, experiential
process. On one hand, this pedagogical stance had the potential to extend diversity learning
beyond the teporality of the semester. Yet, on the other, it meant that the professors grappled
with whether they could, or should, respond to student understandings of divergiay vtk
against a more equitable and/or socially just socaetyl(b) still emergedwithin two HSIs that
worked to be welcoming spaces for students of color and had COEs committed to diversity,
equity, and social justice, as illustrateddnapter4.

In this chapter, | start by discussing three broader themes around the data presented in
Chapterst and5: whiteness and ability as property in teacher education in the HSI context,
grassroots approach to equity and social justice, and diversity as (ahjjuotculum. | then use
this discussion to address implications for practice and policy and to suggest future research in
teacher education and higher education. | end with concluding thoughts about the study.

Whiteness and Ability as Property in TeachefEducation in the HSI Context

While many schools of education are insufficiently threading disability, diversity, and

inclusive education throughout the curriculum (€bapter2), the data presented @hapterss

240



and5 demonstratethat HSIs (at leasthese two institutions) are working to provide multiple
opportunities texpose studentseaningfully to a variety of identities and experiences at both
the institutional and classroom levels (Meyer & Leonardi, 2018; Rodgers, 2013). Yet, the data
also demostratel that both ECU and NSU were contending with the historical legacy of the
whiteness of teacher education (Sleeter 2017). Guided by Tenet6 of ®iaCuit c h Ar ecogni
whiteness and Ability as property and that gains for people labeled with digalhiave largely
been made as the result of interest convergence of white, rsiddla s s ci ti zenso ( An
2013, p.11)d | discuss three aspects of data at the institutional and classroom levels that
suggestdthat ECU and NSWvere also contendingith the ways in which policies and
practices that promote the knowledge and interests of white people remain unquestioned,
normalized aspects of teacher preparation. First, | discuss how the relationship between the racial
di ver sity of C@Eandhow the $otal profedsarsodaséribed the diversity of their
students suggestthat whiteness and respect/ability as forms of property constructed a
normative undergraduate student and a normative preservice teacher candidate. | then utilize the
coneept of interest convergence to discuss how the relationship between the COEs and each
institution also worked to maintain the whiteness of teacher education.
Whiteness and Respect/ability as Property of Admitted Preservice Teachers

As stated irChapter4, the underrepresentation of Hispanic and Black students (who were
the highest representation of students of color at each institution) in each COE, relative to their
population on campus (s&hapterd), suggestdthat these two HSIs may not have been making
a substantial impaan racially diversifying the KL2 teaching force, even as MSIs, as a whole,
produce significant numbers of teachers of color (John & Stage, 2014). That white students were

overrepresented in each ihigbhtumnbeuofgraduaté SudeDiOE (i n
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the majority of whom were white), relative to their representation on campus, was more
pronounced at NSU, given the higher representation of white students within their
undergraduate popul at i silhpredomMioanty avhite meantthbftheé s st a
overrepresentation of white students did not have as strong of an effect on lowering total student
enrollment in the COE as it did at ECU. Thus, the findings in this dissertation sdfpesthe
teacher educatioprograms at both HSIs are maintaining the production of an abundance of
white teachers (Sleeter, 2017), albeit through different mechanisms, at the core of which was
respect/ability as a form of property.
De jure andDe factoSegregation of Hispanic an@lack Teachers

While NSU had a lengthier admissions process compared to ECU, they were more
lenient, admitting students without minimum standardized test scores and/or grades. Yet, the
analysis of institutional and publicly available documents, alongside observatitan&iota Dr.
Abbott ds me tChaptdrd), sugdestdtiamt this seriancy was mostly benefittingpite
preservice teachers at NSU. As racism is constantly redefining itself (Kendi, 2019), whiteness
Amor phs and shifts acacofRrnaghad, cd2G®k,xtasandi the
Broderick, 2011, p. 2209). As describeddhapters3 and 4 the history and context of each of
these HSIs were different, thus influencing the ways in which the whiteness of each teacher
preparation program (Sleet017) was maintained in terms of the demographics of their
preservice teacher candidates. While both institutions #gear public HSIs, ECU was located
in an urban area and served more students of animore lowincome students, and was a less
sdective institution than NSU, which was located in a suburban area and had only recently

become an HSI.
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As mentioned irChapterl, DisCrit leaves space to consider additional categories of
difference and systems of oppression in addition to race/racisabditg/ableism (Annamma et
al., 2013; Gillborn et al., 2016). In the case of ECU and NSU, social class (the percentage of
students from lowincome families) as well as location (urban vs. suburban location) are
additional lenses through which to sugdestv whiteness is operating, in terms of who is
represented in each institutiondbs teacher pre
whiteness morphed between the different contexts of ECU and NSU is through the concept of
de jure vs. de facto segréiga. Use of this legal concept aligns with Tenet 5 of DisCrit, which
Aconsi ders | egal and historical aspects of di
separately and together to deny thellxights of

The term de jure has been used to define se

]

ighto (Yosr®,) . 2De5hacpo segregation, on the
fact and not as result of i nt e3R4).iTheseddrmsgov er nm
have generally been used to describe racial segregation. For example, Jim Crow laws would be
de jure, as they legally permitted segregation against Black people. However, the current
disproportionate representation of Black and brownesttgdin special education (Harry &
Klingner, 2006) would be de facto segregation, as there is nothing explicitly written in the law
about excluding Black and brown students from general education.

As discussed i€hapterl, prior work has argued that licure exams exclude students
of color from the teaching profession (i.e., Rogerd et al., 2012). Through the lens of race
alone, the disparate impact of teacher preparation program admissions policies régaxisg
exam scores on Hispanic and Blaakd&tnts would be described as de facto segregation, as there

is no explicit law/policy of exclusion from teacher education based on race. Hoa&¥erit
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frame contends that racial segregation cannot happen without ableism and could thus be used to
argue that such segregation is de jure based on ability/academic achieVdraeis.an explicit
commitment to exclude students from teacher preparation pnsgaéth certain test scores and
grades. De jure segregation based on Asmartne
de jure segregation based on race (Annamma et al., 2013). As such, a DisCrit lens argues that
academic achievement/smartness apgnty cannot be constructed without, or independent of,
race/whiteness as property.

At ECU, the exclusion from the teacher preparation program was de jure segregation.
Students were excluded based explicitlyRvaxistest scores and/or GPA, and thereeveo
exceptions. At NSU, however, segregation was de facto. Hispanic and Black students without
passing test scoresuldapply (as supplemental candidates). Additionally, as listed on their
website, NSUG6s @ Teac he (mewatibneddrGHamerd) tareacouragedp p or t
their students oheedl s®chool wor&trncfisoghpon g
Aindividuali zed admi ssion and academic advi se
through the teacher preparation program adimns process. However, current data sugdest
that Hispanic and Black students at NSU eitlagare not applying to the extent that white
students argb) are applying more relative to their proportion on campus and being denied
admission more often &m white student®r (c) are applying but not receiving support from the
grant opportunity, as they do not wish to work in an urban school. De facto segr@gation
particular, the second possibility listed abévie much harder to prove (Bell, 1992), espby
since all three of these possibilities could be contributing to the current racial demographics in

NSUb6s COE.
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RacedRespect/ability a®roperty I nherent
in UndergraduateStudent andPreserviceCandidateDiversity

As the whiteness déacher education is maintained in terms of the racial diversity of
each institutionbés COE, so too is whiteness a
normative undergraduate student (enrolled in foundational, introductory coursework) and a
normative preservice teacher candidate (admitted to a teacher preparation program) who is ready
for the field. Tenet 6 of DisCrit maintains that ability is also a form of property that works to
maintain whiteness, which works to maintain ability. Abibiy a form of property that constructs
a normative undergraduate student (in this case, not yet admitted to a teacher preparation
program) was evident in the ways Dr. Anderson and Dr. Ruben, who taught the introductory/
foundational courses, described the diversity of their students. Dr. Anderson and Dr. Ruben were
both teaching more racially diverse classes than Dr. Ocampo and Dr. Abbott and described
differentiating for a range of student abilities as a significanlemgé. Even across different
institutional contexts in terms of acceptance rate/(academic) selectivity (see Babiatlin
theory might suggest that students at NSU are more academically prepared than thoge at ECU
Dr. Anderson and Dr. Ruben were botmmmding with ability as a form of property. In other
words, their challenges centered around multiple ability deviations from a normative
undergraduate student with an assumed level of prior academic knowledge and skills. These
ability deviations, or wideange of abilities, are inextricably linked to race and class, as students
of color and/or students from leimcome families (se€haptersl and?2), as well as students
who choose to enroll it-year HSIs Nufiez & Bowers, 2011{seeChapters2 and3), areoften
denied access to a robustlR education that would adequately prepare one for college.

Ability as a form of property, inherently tied to whiteness, that constructs a normative

preservice teacher candidate was also evident in the ways Dr. Ocanmipn Atbott described
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the diversity of their students/preservice candidates and their readiness for the field. In describing
their methods cl asses, Dr. Ocampo and Dr. Abb
prior (academic) knowledge as a ckalje, even though the racial demographics and academic
achievement of their classes differed from each other. As discusGhdpterd, Dr . Ocampo 6
class at ECU was ethnically and racially divérsel t hough not as dd verse a
while allofte st udents in Dr. Abbottds class at NSU
could not apply to a teacher preparation program witRoaxis scores and a 3.0 GPA (see
Chapter4), or the academic/ability criteria th@) works together to construct a (white,
nondisabled) candidate who can be admitted to a preparation prograbhépterl), and
(b) maintains whiteness (and ability) as property in teacher education. Subsgdent!
Ocampo shared that he assumed his students, all of whom had submitted Rrass&sgores
and a 3.0 GPA, had b elehaveld aststhderissn@hudanaschbols.0 a n d
Compared to the Aknuckl!l ehe adeachercandidatesyjtbteyof t he
were fArespectful .o Thus, the whiteness and ab
admi ssions requirements constructed Dr. Ocamp
(Harris, 2014). Consequently, ECU may haeen admitting and graduating more teachers of
color than NSlbecause it waa more racially diverse institution located in an urban area.
However, they were students who could approximate, to some extent, respectability (Harris,
2014), or Aderoidcnke s& oL gBraor do, 2016) and Asmart
2011) viaPraxisexam scores and a 3.0 GPA, all of which are inherently tied to whiteness.

Conversely, as stated earlier, Dr. Abbott did not express ability deviations around a
normative, adntted preservice teacher candidate with an assumed level of academic

achievement, even though she had students in her class who had not yet p&&sedsthe
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(Students at NSU could apply to a teacher preparation program as a supplemental candidate

without passingPraxisscores, as explained @hapterd.) Thus, she was not contending with

ability as a form of property among her-afhite (appearing) students the way Dr. Anderson and

Dr. Ruben were among their racially diverse classes, even though alptbfessors were

teaching classes with students who had not yet pass@dakie Moreover, while Dr. Ocampo

described his students as Arespectful, o6 Dr. A

resistance (se€hapters). Yet, she did not linkhis resistance to their potential to be teachers in

the same way Dr. Ocampo |Iinked his studentséo

Dr . Ab bwhitet(apeariag) dassasconstructed as good, respectable candidates, even

whenbeiy resi stant and even without the prior ac
It is possible that Dr. Ocampo would assume the same of students in his methods class

who had not yet submittderaxisscores and a 3.0 GPA, if the institution allowed them to enroll.

Similarly, itis possibletha) ot her factors explain Dr. Abbot

including the fact that theraxismay not be a rel evant maac ker i n

readiness for colleger (b) she would have described her class in the same way, in terms of

student abilities and/or behavior, even if students of color had been enrajedtantly;

illustrating whiteness and respect/abilityimt®rrelatedorms of property that construct

undergraduate students and teacher candidates

suggest a certain degree of direct influence the teacher preparation program admissions process

has on pr of es s ohes siudants. Rathers thisillugdrationgs mednt tat

demonstrate how even institutional contexts (HSIs) that work to be welcoming spaces for

students of color also contend with the historical legacies of whiteness and ability as forms of

property in teachreeducation.
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This illustration also reinforces an argument madéhapter2 that while the
preparation of teachers of color is often conceptualized as an issue of diversity, equity, and/or
social justice (Kohli, 2009), the preparation of disabled teadeean area of scholarship that has
yet to even be realized. Disabled teachenhether having a schoblased disability (e.g.,
learning disability) or another kind of disabilityare rarely positioned as necessary for
combatting inequities and promotingcsgal justice in K12 schools. In addition to the fact that
students in both methods classes could approximate (white) respect/ability norms, Dr. Ocampo
reported that none of his students had presented documentation frofficeef Disability
Servicesfor accommodations, and Dr. Abbott could not remember if any of her students had
disclosed similar documentation to ligeeChapterd), suggesting ability/academic knowledge
was not a salient aspect in the ways professors of the methods classes thought about student
diversity. Thus, it is possible that the teachers (of color) graduating from both institutions may
not have the relevant-K2 schooling experiences to relate to their future students who may have
either high or | ow incidence disabilities. Th
experiences in school Bhapterssuggestdt hat such experiencers being
of ability/achievemerd in addition to racé may prove necessary in developing caring relations
with students.
Interest Convergence in the Relationship Between COEs and HSIs

Derrick Bell (1980) wote,iTlhispr i nci pl e of &6i nteffhmst conve
interest of [B]lacks in achieving racial equality will be accommodated only when it converges
with the i nt e5%28)sHoveeven iy purposetineusirgg Tengt 6 of DisCrit and
Ai nterest convergenceo as alroolinghe studyand c , expl a

analyses of policies and pr act3B2¢iemotfroomaptaeeac her
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of critique or pessimism about the permanence of racism (Bell, 199 iapeter2). Rather,

it is from t he thepudseitrofsconaengdnicendgn otrkvarking toward

convergence through the exposure of racism and inequity, strides can be made toward reducing
inequity, racism, an d342).dgbe suenhe purs(itf cbnvesgence 2 0 0 8

is not without critique. Utilizing this concept céa) perpetuate narrow, essentialist

understandings of fiwhite interestso and dAbl ac
peopl eds i mitieeandcenptex mogvationd r their perspectiwesl(b) can limit

possibilities for and understandings of agency (Driver, 2011).

Aligned with how the field of teacher education has focused on the ways in which
whiteness is maintained in the Pwl textd often to the exclusion of MS¥sS| eet er 6 s (201
work in utilizing CRT to describe the waythatinterest convergence operates to maintain the
whiteness of teacher education focuses on college classrooms in which the majority of preservice
teacher candates are white. | have argued that it is problematic to assume that the presence
alone of more preservice teachers of color at MSls is enough to combat the whiteness of teacher
education (se€hapterl). The findings fronChapter4 demonstrate that thewhiteness of
teacher educati@dnas manifested in what Sleeter (2017)tediit he r el ati onshi p b
teacher educati on pr o0l§d&odaansot be atitibutechselelydorthievaeial s i t vy
demographics of an institution. | discuss two aspedisigtelationship, in relation to the
teacher education programs at ECU and NSU, keeping in mind both the affordances (i.e., Milner,
2008; Sleeter, 2017) and limitations (i.e., Driver, 2011) of the analytic tool of interest
convergence. First, | discusstiole of teacher education programs in the HSI context, in terms
of student enrollment and revenue. Next, | discuss the relationship between teaching, tenure, and

promaotion requirements, in relation to the diversity curriculum at ECU and NSU.
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StudentEnrollment andUniversity Revenue

Sleeter (2017) vatet hat t eacher education programs at
students in relatively loveost programs, generating university revenue, and they provide support
to other programs such as Engl 159).Ms hefgreneeinf er i ng
Chapter4, three of the five students | interviewed at ECU and three of the four students |
interviewed at NSU shared that they chose to attend their respective universities specifically for
their teacher preparation programs, rather than for reasorescommonly given for enrolling at
an MSI documented in the |iterature (i.e., 1lo
Zudak, 1998; Raines, 1998). In other words, while students at both institutions reported feeling at
Ahomeo at e theyhvere dnasn specifically to their COEs.

While the above finding contributes to the literature on MSIs and HSIs by demonstrating
that studentsd program of study also iedfl uenc
that the teacher preparation programs at both ECU and NSU are a significant source of student
enrollment and revenue. Both Dr. Ocampo at ECU and Dr. Ruben at NSU were the chairs of
their departments, and as such, they shared additional insight intoytlre wiaich the COE was
functioning in terms of student enroliment and revenue. At NSU, in addition to questioning the
exaggerated growth of student services and perhaps disingenuous commitment to diversity on
campus (se€hapterd), Dr. Ruben was similarlgritical as Sleeter (2017) in his frustration that
the COE was operating in a busindéike way, trying to sell teaching credentials.

At ECU, Dr. Ocampo shared that the COE worked to provide support fBrames
exam, including specialized classes, asalibed irChapter4. However, théraxiswas not the
only barrier for students at ECU on their road to becoming teachers. As menti@repterd,

Dr. Ocampo shared how the traditional model of student teaching exacerbated issues affecting
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students frm low-income homes. Yet, the only support available to students at this juncture in
their programs was to counsel them out of the education program if the stress was interfering
with their student teaching performance. Thus, while the university ensatextutients could
still graduate with a liberal arts degree once counseled out of the COE, there did not seem to be
additional support for aspects of teacher preparation beyond admission to the program. Put
differently, the focus of universitwide suppord within the COE at ECU is on tlRraxis,an
aspect of teacher education that boosts COE enrollmenthemefore, revenue.

Milner (2008) reminddus t hat t he convergence of 1inter.
n uan c &40) or that the landscape eather education in HSIs is different than in Pwls
and other MSis. Given that both HSIs were working with limited financial resources (see
Chapterd), a focus on revenue inevitably serves a different need and purpose compared to
institutions with more finacial resources and higher endowments. The focus dPréxes
exam, in particular, at ECU may al d@onthd | ect
part of department faculty and administrators beyond increasing revenue. In particulad, it coul
be read as an interest in an additional demographic dimension that characterizes many of their
students: that they tend to be less academically prepatég M. Bowers, 2011) (seéhaptes
1 and4). Focusing on this trend reflects the research demonstrating the relationship between a
high-quality K-12 education and difficulty witRraxistest questions (Bennett et al., 2006). Put
differently, it is important to focus on thiraxisat ECU, given thiasstudentsnay enter their
programs needing more support to pass the exams than students at other institutions.
Teaching, Tenure, andPromotion Requirements at ECU and NSU

In describing interest convergence and the whiteness of teacher education, Zé&jer (

expressed concern about the curriculum within teacher preparation programs at Pwis. Reflecting
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the Atroubling historyo that the field of edu
legitimate relative to other disciplines (Lagemann,®0@nure and promotion requirements
often emphasize publication, rather than spending significant time in schools. As described in
Chapter4, while each institution had a similar history of being a school for teachers, professors
of education at both ECand NSU were under increasing pressure to produceduiglity
research. At ECU, Dr. Ocampo reported that many faculty members in the COE had limited
teaching experience and that the institution was becoming more discriminating in terms of who
received taure and promotion. At NSU, Dr. Ruben expressed concern that the preparation of
practitioners was neglected. Additionally, Dr
category at NSU resulted in legitimizing the denial of promotion to Blacktyaciembers,
while Dr. Ruben shared that Latina junior faculty had experienced microaggressions. Thus, like
professors at other HSIs, they fArecognized th
on dominant Eur ocent r 2010 msaclted in Gatolmetlalg 2009 0 ( EKk
refl ecti vmalecobniiaoWwhide ac afhredrkinowledgeovatication i t y é
processo (Col I50).ns, 1990/ 2003, p.

In other words, interest convergence around (Eurocentric) research production
maintaned whiteness as fia concept badPata@U r el at
and NSU, demonstrating that whiteness is fAan
mo r e &76X).plowever, that Latina junior faculty felt comfortable sharing their experiences
with Dr. Ruben(seeChapterd) suggestdthat NSU, like other HSIs, may have also lieen
had the potentialtoldea p | ac e wh e r-mindédlatnedss demgaweed] k e
[facultylt o chall enge racism and sexism at the 1inst

al., 2019, ppl17-18). Additionally, access to more ltminded faculty of color at HSIs has been
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linked to strengthening the faculty research skilsessary to achieve tenure (Ek et al., 2010, as
cited in Garcia et al., 2019). Il n other words
1997/2017, p86) at HSIs; however, its dismantling in this context requires-aejirth
understandingofth@hi st ory of éparti cul ar[atHSligedandhteer e duc a
idiosyncrasies embedded in the program and in
p. 340).

In response to faculty who discuss the distance bet@&dtsand k-12 school
communities, Sleeter (2017)ste A When | have suggested spendi |
communities, | have been reminded that the university does not reward faculty members for
doi ng §58160).(Yptpthe professors in this study demonstrated@g(Driver, 2011) by
complicating the notion that faculty (of color) prioritize things for which they are rewarded. Dr.
Ocampo, Dr. Anderson, and Dr. Abbott continued to spend timelia 8&chool communities in
their roles as professors. All four profesparticipants also demonstrated that despite
institutional pressures, they worked against the marginalization and/or essentialization that
students of color have reported at Pwls. Thus, while shifting research and teaching priorities may
signal a layer bwhiteness as property in the HSI context, as described earlier, in this study, such
shifts were not necessarily deterministic in
the importance they placed on spending time in, and experiencing, diré&echool
communities. That these professors of color and from other historically marginalized
backgrounds demonstrated resilience (Driver, 2011) to this aspect of whiteness furtheredonfirm
the necessity of ndet er mitynsfaff, and ddministrateobcelart way s
who can influence ser vil9),gpexially gventi@tas méntoneelt al

in Chapter2, some researdmassuggestdthat few faculty at an HSI may be enacting culturally
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responsive pedagogy (Nieto, 1999, as cited in Brooks et al., 2012). Thus, the professors in this
study, | i ke professors at other HSIs (Garci a
(Milner,2008,p339) in research and teaching in teach
spaces of n389within tletr institutional comtexts.
Grassroots Approach to Equity and Social Justice

As described itChapters, diversity also med (a) a focus on expanding commitments
to equity and justice at both-K2 and higher education levend(b) tensions around the
significance of teachers, schools, and educat
commitments relatetocritita r ace t heori stsd understadding of
which focuses otheuse of language and beliefs in bringing about chamgealist/economic
determinisd which focuses on structural change and material conditions as related t@racism
and mddle ground which focuses on considering both cultural and structural forces in
antiracist work (Bennett et al., 2019; Delgado & Stefancic, 2017 sapter2). Across the
data, professors might take idealist approaches to equity such as when Drfédlsati on her
studentés | anguage of fAChinese | adderso; real
focus on the ficareful |l ook at conditions prev
Stefancic, 2017, 2 2) , as a wa y ndtthe ebb antd fioe of radial progress ant a
retr enc 2meamdtmadlg gpound approaches to equity, such as when Dr. Ocampo and
Dr . Ruben simultanetwdalyy bécteadhomgt e fveay
larger societal structures.

Yet, combined witthepr of essorsé6 focus on hdWlanity, ceé
teacher practice over theory, the fact that diversity was also an incomplete, experiential process

(seeChapters) meant that studer@isespecially white studerdismay have exéd these courses
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with understandings of diversity that are decontextualized from larger systems of power and
privilege (e.g., Allisonbés belief that race d
conditions). In exploring the implications of geefindings, | start by utilizing a theorization of
care as a moral commitment, as describgchapter2, to discusthepr of essor sé empha
(individual) experience in relation to the research that has argued for more purposefully
incorporating critial theory in preservice teacher education (e.g., Philip et al., 284 8)so
described irChapter2. | then discuss how the data presentedhapters responédto a
realist/economic determinist critique within the fieldcotical race theoryDelgado &
Stefancic, 2017) by opening up possibilities for a grassroots approach to equity in teacher
education.
Breaking from Current (Critical) Trends in Teacher Education for Diversity

Much research in the fi el dthepoltidaleawener educ
t e a ¢ Beaulged-Lafontant,2002, p.83), the importance of purposely linking diversity to
equity and social justice (Brown & Brown, 2019; Philip et al., 2019; Valenzuela, 1999), and the
need to utilize a realist perspectivetthaiaddr ess|[ es] systemic inequi
systemic refor mo 91B.eAR diseussed i@hapterd, Rowan eRal @®1) p .
conceptual i zedrdihviesr saist yi,toe aocrh i snpgevergparticglarmor e t i
combhations of theoretically informed knowledge and skills around diversity, such as feminist
theory, postcolonial theory, critical race theory, and disability studits spending more time
on theory) andsomecritical theories in particul@r was not a pedagcal priority for the
professors in this study. Dr. Ocampo was more focused on spending time discussing specific
classroom management and assessment strategie

complex [and] vested i nmwnp20l®,el). Expessiagconcenns 6 ( Br o
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about the fidominant discourseo of race relati
mar ginalized on campus, Dr . Ruben shared he w
Dr. Ocampo and Dr. Abboéxplicitly shared that they did not believe teacher education should
be political.

Thus,Rowan et al. (2021) may analyze the data present€lddpters as teachingbout
or catering todiversity (seeChapter2), which would open the focal professors in this study up
for critique from an equity and/or social justice perspeciat.to argue that these teacher
educatorsd pedagogical ea&oliaek anhdiepimsi ¢ meaoal
ref | e(Biownlee ef al., 2017, as cited Rowan et al., 202149) discredits the ways in
which their lived experiences as members of historically marginalized groups over the course of
several decadésprior to when, for exampl&RT became foundational to theademic study
of equity and justice in schools in the early 1990s (Lad&timgs & Tate, 1995) or when
disability studies ineducation emerged as a field problematizing the medical model in special
education in the early 2000s (Connor et al., 200&)padedtheir understandings of diversity,
equity, and/or social justice. In their experience, too much focus on diversity could be
dehumanizing (se€hapters). Likewise, their emphasis on the individuality of students can be
conceptualized as both caring ¢&r, 2002; Collins, 1990/2003) and antiracist (Kendi, 2019)
(seeChapter2).

That the four professors in this studg dot necessarily agree with claims that they
should unequivocally embrace teachfogdiversity (Rowan et al. 2021) and/or explicitly
address politically charged topics of diversity ($&®apter5) wasnot surprising, given that the
field has been Arelatively silent on 1 ssues r

educators themselves with regard to topics of
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2021, p.146). In other words, thedid has yet to engadelly wi t h pr of essor sé com
teach about/to/for diversity. Yet, none of the questions Rowan et al. (2021) sadgest

research ask of teacher educators consider how their historically marginalized identities impact
theirunderstandings of K2 schools, teacher preparation, and social justice. The knowledge that

the field has acknowledgedatteacher educators of color do bring centers on constraints they
experience when teachi ng a bracignh dnd sexismoelayindi ver si
student f e eWireasc2R1d, p46E asaited in Rowan et al., 2021143), or that

students may perceive their teaching as racially and/or politically motivated (LBdkogs,

1996; Ukpokodu, 2003). While Dr. Abticertainly contended with these constraints, the field

has yet to acknowledge and try to better understand how the diversity of political perspectives

and personal experiences among teacher educatqris gradticular, among teacher educators of

color and/or from historically marginalized backgrounds, impdiogé work they do with

preservice teachers.

Rowanetal. (2021)wt e t hat Ait i s interesting to not
educators are not subj e ¢ptld5)aspresertice eaclseesme | ev el
However, if such scrutiny is premised on understandings of diversity, equity, and/or social
justice that are confined to particular theoretical and/or political knowledge at this point in time,
then the field of teacher ecation may potentially exclude the knowledge and perspectives of
teacher educators of color and other historically marginalized backgrounds, such as the professor
participants in this study, who have actudiled as marginalized students across a rarige o
sociopolitical and temporal contexts. Notwithstanding the importance and need for increased
representation of teacher educators of élespecially in the HSI context (Garcia et al.,

2019p the professors in this study pestagainst the conceptualizatiofia universalized
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teacher educator of color who utilizes critical theories to prepare preservice teachers for
diversity.

Rat her, the professors 0dan cderdedefl practicesh t he
and critical pedagogies, as described by Te{2aa8):

Decolonizing pedagogy is concerned with both theorizing and teaching toward

S peci y c[Havevergl ésist that students arrive at their own conclusions and

commit to their own positions. To tell students what or how to think, or totsteuand

conduct a course in a manner that does so, is antithetical to a pedagogy that aims toward

decolonization(pp. 1-4) (see alsgDavis & Steyn, 2012; Rodgers, 2013)
All four professors felt it was important to emphasize dialogue across differspeptves and
experiences in order to create more democratic educational spaces (Giroux, 1997; Noddings,
2005) that can foster the type of empathy (Collins, 1990/2003), interpersonal connections, and
deep listening that lead to genuine (knowledge) tramsftion (Collins, 1990/2003; Meyer &
Leonardi, 2018; Noddings, 2012012k 2018; Noddings & Brooks, 2017; Rodgers, 2013).
Rat her than dogmatic (as expressed by Dr. Rub
p. 481) that externally impogderitical) beliefs about social justice onto students (Amsler, 2011;
Rodgers, 2013; Zembylas, 2015), the professors recognized that to model the caring they felt
they did not receive in their own schoeling e
2010, p.395) of politically contentious issues (Zembylas, 2012) and respond sensitively,
positively, and empathetically to both historically and multiply marginalized students and
students who express unacceptable, immoral, or offensive views (Nod2id@gs Zembylas,
2012). Notably, these two groups of students may not be mutually exclusive, further
complicating professorsoedt espbhns-drigses BWoddangs
conception of [swathaisenewhat vagueinatidhat fespleaamimitted to

justice are dedi cat ed 3%)oThusomhile Br. Andegdndidrimty every
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necessarily respomubsitivelyto Allison when she expressed that raicerobt matter, he
responded in a way that at least worked tontiaén the caring relation he had with her
(Noddings, 2012a) and assumed the best of her motivations (Noddings, 2010). When a student of
color responded that meritocrassagsa myt h, Dr . Ander son idnetpl i ed t
believe that, rather tharmlling out Allisondirectly.

Dr. Ander sono6s odufiSe mpgrandather and myngregeato r y
grandf at her doiirdtmséexchange frok@hdptarstdo? opus h agai nst Al |
perspective reminds us that empathizing with students who say problematic things is not the
same as endorsing their views (Noddings, 2010; Noddings & Brooks, 2017; Zembylas, 2012).
Dr. Abbott expressed a similar perspective ihteting students what to think and presenting as
many perspectives as possible (Noddings, 2006), while also feeling that some diversity
utterances (e. g. edtofoeCdudressedireorderdochot berafiimedn(aesd&
Steyn, 2012). More spdically, these questioning tacti@salso utilized by Dr. Ocampo in
presenting multiple perspectives on where to seat students with disabilities and by Dr. Ruben in
guestioning students about progressive educdtmra n be descri bed &es Astr e
professors engaged wit h s tstatogtmeir meGpedivesandi b1 ed k
asking followup questions that led them to continue to unpack the roots of their beliefs
(Rodgers, 2013; Zembylas, 2012; Zembylas & Papamichael, 2017), wthikesgtme time not
prescribing a particular perspective (Zembylas, 2015). This relational approach (Noddings,
2012a; Zembylas, 2012) deals with the inevitable and necessary discomfort in learning about
diversity and injustice (Davis & Steyn, 2012; Kumash015; Mintz, 2013; Zembylas, 2015)
in a productive way that eventually may lead to more socially just beliefs (Zembylas, 2012;

Zembylas & Papamichael, 2017), even if such beliefs are not publicly espoused/produced in
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class (Zembylas, 2015). Allison welgarly still working through what a student of color said to
her about being white. Without the dialogic classroom context (Collins, 1990/2003) rooted in
Astrategic empathyo fostered by Dr. Anderson,
thisco mment completely (Kumashiro, 2015). I n oth
incomplete (as demonstrated in her interview with me), but it also may continue past the
semester, which may not have happened if Dr. Anderson or another student éorimeddmtend
with her white privilege at that moment in time.

When learning about diversity and social justice is conceptualized as ongoing,
incomplete, and unable to take place within the short, limited confines of the semester (Meyer &
Leonardi,2018;Bdger s, 2013), there i s e#lmfontamther ent de
2002). Not all students may respond to care, strategic empathy, or decolonizing pedagogies in
ways that critically move them toward justi®&e@ubeu-Lafontant, 2002Tejeda, 2008;
Zembylas, 2012; Zembylas & Papamichael, 20&tead, strategic empathy may result in
resistance, as evidenced in Allisonds behavio
and in her interview with me. Thedrature demonstrad¢hat such resistance has certainly been
displayed in the HSI context with teacher educators committed to antiracist teaching (Enumabh,
2021). Yet, such resistance and defensiveness may not necessarily represent a failure on the part
of professors at HSlIs to safeguard against the whiteness of education. Rather, it may demonstrate
t hat students are engaged i f one Asurrender| s
teaching and accept[s] that students may not appreciate e v a certain standpoint or
process straight awayo (hooks 31).1994, as cited

Yet, as described i@hapterz, professorsd emphasgsialso on huma

Afadvance mor al ends o0 (1B2). Stdtedini gfsf e& eBnrtoloyk,s , fi a2ult 1h7e
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[musibe i nfused with politidabD)clari fidel (Waelabhel
i ssues of race, different@9) awldemposwrgaginh @ wiel
cultural world and their structal positiorjsjo  (09). In particular, Black feminist and

womanist theories of caring conceptualize these moral ends and political clarity as an intentional,
collective effort in working toward social justice and dismantling racial inequBiesub@u -

Lafontant, 2002Knight, 2004; Roberts, 2010) (s€bhapter2). Noddings (1998), like Tejeda

(2008), askdwh et her an emphasis on process can | ead
us much more about the ethical conduct of education than aboutitted ptbducé will these
procedures produce r e 486)gThis questinh veas cartainlgad congesno d s ? 0
for Dr. Ruben, who worried that if there were no boundaries in what students could say or share
about their own experiences, laiass would be more about freedom of discussion than the
critical thinking necessar yWiltouthaWwagswinensslo ci et y
encountergwhen students can say whatever they yeanhow high a price should [people] be

wiling to pay for the great boon of freedom of
2018, p.336). This question becomes even more necessary to consider among classes with

racially diverse students, as the role of adversarial d@bhalech could bemistaken for

Afreedom od thatlis characteristic af the positivist epistemology valued in academia

as ks fAnfericanovamerand other multiply marginalized peopteo € conf r ont i n
adversarial relationship those with more social, economi@and pr of essi onal pow
1990/2003, p52). While the professors at both NSU and ECU contended with the challenge of
classrooms with diverse student populations who have experienced different levels of injustice

(Mintz, 2013), this question abbthe price of freedom of discussion seemed more prevalent in

the classrooms at NSU, an HSI that had more white students, students from the suburbs, and
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fewerstudents from lowncome families. For Dr. Ruben, recognizing that an uncritical use of
dialogueand experience may not be enough to foster transformation and engage in a structural
analysis of issues (Davis & Steyn, 2012), experience was a vehicle(fogttruth. Dr. Abbott
similarly questioned whether dialogue could occur on equal groundsath&ister genuine
listening on behalf of more privileged students (Collins, 1990/2003; Davis & Steyn, 2012). By
contrast, at ECUgxperiencdor Dr. Anderson and Dr. Ocampeas one of many possible truths.
This was evident in Dhat AAdDeErsondés paseBbtmena
trued MO We wor ked har d, 6 damddn Dt. Boamipo gquestidmiagthbwhe d i d . o
could respond to students with deficit views of urban schools whose expeatitfed from his
own.
Teaching Amid Materialist Critique of Critical (Race) Theory

One critique within CRT is that the moveme
with issues of identity  aistrdying away from its materialist roots and dwelling overly on
matters of concern tmiddle-class minoritie8 microaggressions, racial insults, unconscious
discrimination, and affirmative action in higher educadiadt hat @Ado | i ttl e for t
structures of inequality, much | ess Qlhp. pligh
107). At ECU, where many of the students were fromilosomefamilies Dr. Ocampo paid
heightened attenti on t dissidwwfdeaahingsad a wapytec movee c o n 0 m
students up the socioeconomic ladder and emphasis on structutdesliffers from how
professors at some elite institutions approach classroom management, and teaching as a
profession, through a justice orientation (Annamma & Winn, 2019):

| [Annamma encourage course participants to 1) think of discipline asldar
learning,2) understand how systems of power shape our responses to multiply

mar ginalized childrends behaviors, and 3)
practicing solidarity with multiply marginalized students. Most participants begin to see
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themselves as part of a system of power enacted in classrooms and start to reimagine
themselves as tools for transformatim 8)

Referencing how discussions of power take place in methods courses at elite institutions is not to
argue that justiceriented teacher education is an elitist, liberal project, as some conservatives

may contend (Jussim, 2012), or that the above reseambeld not employ similar techniques

if they were teaching classrooms with more multiply marginalized students froindome
families. Additionally, I am not arguing that
students at elite institutiofsGar ci a et al ., 2019). Rather, the
approach to classroom management and Annamma
is not discussed in class might have implications for how preservice teachers understand the

teachng professiod as a middleclass job or as a profession with incredible sociopolitical

responsibility, in the case of students in AnnanamdWinné s s Additmnally, the

comparison cautions against justmgented teacher education becoming a fornoofed or

cultural capital (Bourdieu, 1986) for white students, students who attend elite institutions, and/or
students from higheéncome background@&s also problematized in my positionality statement

in Chapter3) who may be more likely to see teachasyshordt e r m, firanti yslse odhtao yr i
for elites en route to hi gBR5)conyparedtostaderdsaar e er s 0
institutions like ECU who, according to Dr. Ocampo, stayed in the fieldtemg. Thus, the

comparison cautigagainst social justice and equity becoming knowledge that can help college
students garner academic credentials (e.g., a
market (Bourdieu, 1986; Schwitzman, 2018), which may not actually change thigarmnin

K-12 schools if justic@riented candidates utilize this knowledge to teach gbkart and then

leave the field, or as Bell (1996)daa f i deas of equi tyéthesed j usti ce
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symbols lack the potential for actually delivering oailylbread meaning employment,
shelter, education, healthcare@ (8b).(see alsMalcolm X & Haley, 1965).
For the professors in this study, part of
justice were limiting was due to the inherent power relatimetween professor and student in
higher education (Giroux, 1997; Rodgers, 2013; Zembylas, 2015C(sgeer5). They pushed
against the idea that commitments to diversity, equity, and/or justice can be accurately assessed
in higher education, especiabjnce students may say things in class or write things in their
assignments to get approval from the professor (Tejeda, 2008; Zembylas, 2015). Put differently,
howdid Annamma and Winn (201%howt hat st udents see themsel ves
transformation? Is it possible that students understand that in order to pass their class, they need
to write and speak about discipline and solidarity in particular (justiemted) ways (McHatton
et al., 2009)? In line wittheliterature mentioned i€hapter2 on the difficulty of assessing
preservice teachersod beliefs (Leonard & Leona
into practice (Cochra®mith et al., 2015; Gehrke & Cocchiarella, 2013; Naraian & Schlessinger,
2017; Siebers, 2008Rodgers (2013) similarly asH:
While many teacher education programs today advocate a critical stance, insisting that
their teachestudents be committed to looking at the social and political consequences of
[his or her] teaching what if studentsfo t eac hi n g -depthéonsidezatiane ? | s
of such issues enough to awaken a dormant social consciousness or create one where
none existed? (187)
Given the complex context of higher education in fostering teacher stances toward justice, to say
tha the professors in this study were fully engaging with the materialist strand of CRT would be
misleading. As diversity was an incomplete, experiential process, so too is the possibility that the

students in the classes | observeasle not yet fully equiped to address systemic reform. Thus,

Agrassrootso may be a more appropriate term t
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and social justice rather than justimgented or purely materialist. They were rooted in the
material realities and divergange of lived experiences of their current students, as evidenced by
how Dr. Ocampo and Dr. Abbott erred on the si
needs were in conflict with the needs of their futuré@Zstudents (se€hapters).

Yet,pof essorsd | i mted engagement with theor
students unequipped to act as change agents (Kumashiro, 2015). While an ethic of caring from
an Afrocentric feminist perspecti velCollimsti cul at
1990/2003,p6 3) and Ashar[ing] the experiences that
(p. 57), mere exposure to different experiences and beliefs in and of itself does not lead to
transformative thinking (Meyer & Leonardi, 2018; Mintz 1), even if such exposure initially
produces discomfort (Zembylas & Papamichael, 2017)Ckepter2). Put differently, it is not
the initial Acrisiso that takes place when st
they currently know, butather the ways in which educators provide opportunities to navigate
this (un)learning that results in new knowledge and understanding (Kumashiro, 2015). While
sometimes students may empathize with historically marginalized others upon exposure to their
experiences, Boler (1999)teedt hi s unproductive empathy as fpeé
seem themselves as implicated in the | arger s
learning about (see also, Davis & Steyn 2Q&2eChapter2). This was certainly evident in how
Allison and Hillary utilized experience mpathizepassively and make themselves closer to
people of color in their lives, rather than to examine how themselvesre implicated in
racism as white women.

While critical themy can help inspire preservice teachers to understand their

positionalities relative to the work of necessary reform and address inequitable conditions both

265



within and outside of schools (Bennett et al., 2019; Davis & Steyn, 2012; Giroux, 1997; Rodgers,
2013), Dr. Ruben recognized that the (critical) boundaries he was putting on his class were not
fostering the type of environment in which students could share their emotions, in particular their
Afrustrations or their (ftienally, birecognition refleatithat on t o
any moral education, educated toward justice, needs both intellectual reasoning and feeling in

relation to others, in order to better understand the complexity of such diversity issues (Amsler,

2011; Noddings, 20020123 2012b; Noddings & Brooks, 2017). Italsorefed€C o | | i ns o
(1990/2003) articulation of an ethic of caring from an Afrocentric feminist epistemology in

which fAemotionséare central t62) haend& nuhasdhgier c

(2015)assertion that students need not only knowledge of oppression but also an understanding

1]

of the p odmbtibnaleasdns whyg appression so often plays out invisibly and
unchall enged 2788 pur Pt oves9®9of pp. dcane lemisdeus on hu
that Athe |l iving other i s ndheaymushipesubordinatte t han
to the caring r el at xvidnYethcirpiot i (cNaold dpi endgasg, 0 g2i 0e0s5 ,t €
and racism less as a complex affective eigpee than as a set of social and political issues to be
addressed through syst e mdl8). Assuwgestddyhsugk the datZ e mb y
inChapter5, such analyses can someti mes feel deter
(Noddings &Brooks, 2017, p7 ) . By engaging experience as a i
(Collins, 1990/2003,®5) , whil e al so fAnot assum[ing] that
automatically from struct uk3®),lthe thacheeedunatonsant i on s 0
this study worked tdengage schools as sites of possikdligs places where students can be

educated to take their places in society from a position of empowerment rather than from a

position of ideological and economic suthmatiord (p. 120; see also, Mintz, 2013)his
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nuanced emphasis on experience over discourse has also been observed with other professors
teaching about diversity and social justice with preservice teachers in the HSI context (Enumah,
2021) and safeguasdhgainst an oveantellectualization of race (Delgado & Stefancic, 2017) and
ot her aspects of diversity that speak l|little
labeled as raced or dis/abled, which sets one outside of the western cullmralmor ( An na mma ¢
al., 2013, p11).

Rat her than Asacrific[ing] xxpPBr.Ocdmpdadd t o t h
Dr. Anderson stretched | @amebaateschélars.ugng, @A knuck
intersectional theories such as DisCritl @R T would (rightly) find problematic (i.e., Annamma
et al ., 2017). Yet, while thelZi$Sdplecwdirlcadfl yilpe
bare some of the contradictions between | angu
(Annamma et al., 201$.52) is important in advancing equity and social justice Ghegpter2),
Dr. Ocampobés and Dr. Ander sonds edtoisnvorkis ment st
limited, as their language was not fully indicative of their practice. Noddings (2008 rkim
statal: Objections that are basically ideological can rarely be met to the satisfaction of the
objectlbts). (lpn ot her words, it becomes more di
wheni n practice, fAknucklI| ehstudedtdo may not refer t

Diversity as (Im)moral Curriculum

Il n i ne with eondhdmarsty Malcelrd X adwopated fer actions that are
Asincerely motivated from a deepl tsogatéstthe of hum
basic causes that produce t MacolmxX&Haley, 196xpp | osi o
377).Fromhi s perspective, teachersé critical t hin

mor al commitment 0o ( No® andpolifisal claritygBaiotoly $994, &0 17, p
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cited in Valenzuela, 1999) made possible by an authentic, relational, integderdon of caring
(Beaubeu-Lafontant, 2002Collier, 2005; Noddings, 201@012b; Valenzuela, 1999)

(described irChapter2). The analytic themes connecting the dat@hapter5 surfacel tensions

around addressing diversity in teacher education frasmtloral perspective. In order to further
understand these tensions, | use DisCrit and a theorization of caring as a moral commitment to
read Dr. Abbottés and Dr. Ocampods competing
and immoral, as well as surface tensions around the relationship between reflection and social

action, the purpose of education, and potentials for curricular transformation. More specifically, |

first discuss Dr. Abbottdés focus dacrittadandhg a
culturally relevant senses of <care. Next, I d
rigor. |l conclude by discussing Dr. Ocampods

Being a AChampion of Diversityo

Dr. AbbotbésnfoauBcbampion of diversitydc

o
=

diversity and adopts a continuous, evolving stance of what diversity meansbftbat

StevenandMi r et zky (2014) termed Atransferrabl ed s
dispositiondor any historically marginalized student (s&eapter2), as opposed to Dr.

Ocampob6s focus on specific facets of diversit
included fAet hni c, érgaecnidaelr, taon da sloecsisoeerChaphzotnei nct . O
5, Dr. Ocampo worried that if diversity (in teacher education) meant everything, or any kind of
identity/experience, then it would eventually mean nothing. In other words, Dr. Ocampo linked
diversity toan issue of equity (the achievement gap), which aligns with a critical understanding

of diversity, as explained iilChapter2, andwith a sense of urgency indicative of an

understanding of the larger systemic problems impacting urban students (Valebh@8@)ayet,

268



at the same time, looking at race, for example, through the lens of equity/the achievement gap

alone can sometimes encourage static;intarsectional, and perhaps dehumanizing

understandings of differenées uc h as Asi an shequieeanddsfer[finglégon d [ i n g ]

aut héthayoposition Athe burden of responsibil

first with the student s, Vakernuela rn999.&hi | i es, and
Dr. Abbott éds use olkddnotersdd difietsityanaasifigenothing,b | e 0

as Dr. Ocampo worried. Rat her , Dr. Abbott uti

understanding of the diversity that exists within the Black community, as reflected in her interest

in LGBTQIA+ diversity (seeChapters) and her sharing that professors need to recognize that

not all Black and brown people have the same narrativedfsagter4). Moreover, reading from

a culturally relevant sense of cafbeeng her focu

essentialist(a) pushes against a colevasive understanding of cafb) recognizes Black

children need to be cared for in ways that differ from white children and other children of color

(Knight, 2004; Roberts, 201,0and(c) understands th&tumanizing and expecting greatness

from Black children, who too often are denigrated by society, is in and of itself a political act

(Beaubeu-Laf ont ant, 2002). A realist critical sta

At he Bl ack immopakas shevasnotexplictlg addressing how teachers can

address/change individual, school, and societal conditions for Black students (Bennett et al.,

2019). In other words, she may be engaging in authentic caring without the political clarity

necesary to negate the subtractive schooling experiences of multiply marginalized youth

(Valenzuela, 1999), as describeddnapter2. However, reading Dr. Abbo

toward equity and emphasis on nft hsns8dfaek expe

complicates the binary in critical teacher education between thoughts/beliefs and action. In
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particular, conceptualizing humanizing and expecting greatness from Black children as a
political signifies the necessary stance for social actiahis transformative, rathéranthe
Ami ssid okar gyeal 0 ( Hyt t74, ascigediwBRenneteenal., 2219,0.309) p .
that can accompany calls for action without reflection.
Emphasis on Rigor

Reading Dr. Ocamgpa nd Dr . Ab b ontrigodand tieerstpndaads frosn
critical, authentic (Valenzuela, 1999), and culturally relevant senses of care complicates moral
guestions around the purpose(s) of education (academic, moral, spiritual, economic, etc.)
(Noddings, 1997). Critical perspeats might read how Dr. Ocampo linked rigor via grades and
test scores to economic improvement as immoral, as scholars both in (Rodgers, 2013) and out
(Bell, 1996; Harris, 2014) of education have problematized wealth and economic mobility as
antithetical toequity and justice, as Noddings (1997 pter

[Meeting standards is not helgfufhen we know that the educational status of parents

is the single strongest predictor of how children will do in sahaalucation by itself is

not the solution to povertyp. 2)
Moreover, an emphasis on the st ampdramtavenue GP A,
of advancement for many potenti @9Whenproducti v

universitie[s] and college][s] [insist] on evidence of student conformity to the high school

curriculum, regardless of whether that curriculum is chgllemand supportive or

degrading and meaninglegp. 99)
While caring does not neglect academic achievement (Alder, 2002; Noddings, 2012a; Roberts,
2010; Valenzuela, 1999) (s@hapter2), hereNoddings (1997) and other scholarere operating
fromt he assumption that the mor al aims of educa

c hi | do ed-IBferaantb2002; Knight, 2004) by teaching the importance of community,

caring for others, good citizenship, and living a happy life (BeawfHoafontant, 2002; Knight,
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2004; Noddings, 1992 01 2 a ; Noddings & Brooks, 2017; Rodg
the notionofacoleb | i nd cur ri cul umd09). Thask maratains hra , 1999,
understood as antithetical to notions of education anob$ioly that are geared towards
improvingo n eeéosomic status (Noddings & Brooks, 2017), especially when such aspects work
against the caring relation necessary for student suddedslifgs, 2005; Valenzuela, 1999)

Dr.Ocampé and Dr . A b bsonrigdr,thereforg dperatédom a different
set of assumptions around the purpose and place of education and cothiiieateral
i mmor al binary derived from bifurcating educa

economic mobility. As demonstied inChapters, Dr. Abbott was similarly concerned with a

culturally relevant sense of ceafiLadobtant,200H hasi s
Knight, 2004) in her discussion of meeting st
asonoted in the fact that she felt it was a nd

and/or feel that students need to be rescued from their communities. Urban students themselves
have fiinterpretedét eacidndpressiure siudds ihtdo getngwasks t o b e
done as the highest f2050n)s. oTfh ucsar eadt t(eAnl ddienrg, t200
needs is an important aspect of completing the caring relation with students, even if such

attention on academics may rest on an indididtieapitalist ideology (Collins, 1990/2003).

Additionally, her concern with (white) saviorism compliahtiee physical place (of school
buildings) in which (moral) education can occ
focused on academics and that children do not need to be rescued from their communities

implicitly framed the community as equipg to provide children with tools for democratic

engagement and other types of (honacademic) education (moral, spirituai ¢hes)way, an

emphasis on rigor and academics pdsgainst a dehumanizing form of (critical) care thas
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forced on otheréErevelles & Minear, 2010; Kendi, 2019; Piepzamarasinha, 2018) and may
(unintentionally) construct -eguipped ®supdeinent ami | i e
their childrends (moral) educati on.

Moreover, given the critique that critical racedhey may not At ake adeql
economic democracyo (De0Ofpdané& BShesanwet cto20é
compr ehensi ve tlbkethergyestiorfarises whether@mphgsizing economic
improvement, in relation to rigor and the stards, is mutually exclusive from moral
imperatives around community, care, democratic citizenship, and happiness. Unemployment is a
stronger predictor of experiencing violence than race (Kendi, 2019), and a college degree is
associated with better econarautcomes later in lifBlake, 2017; Reuss, 2001/2016). Thus,
the i mpact of economics on onebd6s experiences
economic mobility would inherently impact a <c
happiness, and befiin democracythus rendering economic mobility a necessary consideration

in the context of (schoddased) education of students from lowome families. This moral

guestion is further complicated whensscoornssd der
understandings of economic mobility align wit
mobility in U.S. s o865 dleaviogthe Miretgityeneighboehboa,, 199 9,

regardless of whether one gives back to their community (ValenA9€18). Even as Dr.

Ocampo seemed to emphasize GPA and SAT scomm®blematicallyeconomic mobility was

only one of the two goals he had for his students. That he also wanted them to impact students in
the community (se€hapters) aligns with preparingeachers who use culturally relevant

met hods, as such teachers fisee themselves as

giving back t o t iB#lings @009np28)i In oghér wdrds,ahdlding n
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simultaneous goals of both economic ioy@ment and community involvement for his students
pushes against a deficit narrative of the irgigras a place that should be left.
Inclusion as (Im)moral

From disability studies, DisCrit, and inclusive education perspectivetsgaer2),
Dr.Ocanpo6s emphasis on fithe middle studentso an
reached can be read as immoral and exclusionanC{sagaters). Notwithstanding the question
of whether teachers emph as]broipnpg ecsosnitornool (iAsl diedr
p.262), Dr. Ocampobs approach to students can
interpreted Acont r ol 250)amithe @mosal af gistuptiveestuderdshaa v i o r
forms of care. Both of these readindg®wever, reinscribe the general education classroom as a
place that is a Afixed, bounded, naturalized
students]o (Ndhai aemo2@léofpiknuckl|l eheadso an
islegi ti mi zed becaus gbehahiadrequiments df thppeeeeat educdtign
plac@d @md because they fHintwthdutei s abwii i htt ks Ol
(p. 18). Notably, Naraian (2016) found in her study that whenleagni need was Ai nter
with student connectedness as Athe organizing
|l i kely fApotential for deeper trans2dor mati ve e
Conversely, |l earningcroaengd t2ubd)$ evdtt he oi rnectliucsailolny w
exclusive focus on learning negzecam¢t he f undament al prem).se for
Moreover, this exclusive fosuasl 8we@keemdi ¢ tnlea p
pedagogicdlt r ansf or Badt)i ondshi(hp.school s. That Dr. Oc ¢
as simultaneously mor al and i mmor al from both

reinscribing a fixed understanding of learning need that worksstgaore transformative

273



curriculum and pedagogy, illustrates the prevalence of the ideology of ability (Siebers, 2008) in
the Acausally signif i can 32)tsab(mateadlly) strecare schoble s 0 (
in ways that work against a marellective sense of authentic, relational carargd subsequent

moral education (Noddings, 2005; Valenzuela, 1999).

Graham and Slee (2008) similarly troublaclusion as dependent on the place of general
education whentheyast When we tal k of including, into wlt
pP.277). This question, coupled with B8tatsi ands
A much mor ®the @mmpekities of liged experiences acijgeneral and special
educatiohboundar3l@swr f(pces mor al commit ments that
radical schooJand curricularr e f o r 3@pwithinseemingly fixed, immoral understandings
ofstudentsd | earni ngDmee@sampMod £ empreltadiicadnd yijt
and subsequent understanding of some students as unreachable also escapes the moral/immoral
binary for two reasons. Fi r s toes lithero pmlriematiaesai s o n
curriculum that prioritizes liberal arts over skills for the workforce (Noddings, 2005) or one that
idi smi sses or derogates [studentsdé] | aé2yuage,
Coercing students tlearn certain material goes against preparing students for democratic life
(Noddings, 199,/2005), especially when emphasizing subjects such as histodpha little to
help them understand themselves in relation to others (Boler, 1999; Noddings Su@b)d, an
emphasis on dall children can | earn, 0 especi a
the achievement gap (Philip et al., 2019) or the standards (Noddings, 1997), neglects the
inequitable structures outside of schools that givetoisglucational disparities (Noddings, 1997
2005 2006; Valenzuela, 1999) and that are a greater predictor of educational achievement

(Noddings & Brooks, 2017). Moreover, if all children can learn, then pathologizing discourses
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about students (McDermott Raley, 2009; Philip et al., 2019; Valenzuela, 1999) and/or teachers
(Noddings, 1997; Philip et al., 2019) are used to explain children who cannot learn. The
professorsd questioning about the extent to w
studen s 6 | iChaptaen) reflecde@t hi s mor al questioning and re
to care i n schoo?20}asthdydre cuaently gtreiciure® i &dys thapcan
positively change the life trajectories of young people.
Implicatio ns

The implications from this study suggest several recommendations for policy and
practice in both higher education and teacher education. These implications are guided by the
guestion: What does it mean to serve historically marginalized students sintovtie teachers?
As discussed i€hapterl, more students of color are enrolling in institutions of higher education
(Conrad, 2015; Flores & Park, 2013; Merisotis & McCarthy, 2005; Raines, 1998); however, the
majority of college graduates are stillwhjtesc| or es & Par k, 2014; OO0Br i e
Sleeter, 2017). This was also evident in the two HSIs in this study. ECU, which enrolled more
Hispanic and Black students than NSU, also had a lower retention and graduation rate than NSU,
demonstrating that énHSI label by itself may not be enough to work against the racial
achievement gap in higher education. Additionally, as discus<glakipter4, while MSls, as a
whole, graduate many teachers of color (John & Stage, 2014), these two HSIs may betehave
making a substantial contribution to racially diversifying thé Xteaching force. Additionally,
they were not remiss from whiteness and respect/ability as property in the teaching profession.
As such, the following recommendations for practice asiatypare suggestions for working
toward racial equity in both higher education and teacher education, within the MSI and HSI

contexts specifically.
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Serving Historically Marginalized Undergraduate Students in Higher Education

As demonstrated i€@hapter4, the underrepresentation of Hispanic and Black students
and the overrepresentation of white students
dilemmas around serving undergraduate students of color in the HSI/MSI context. These
dilemmas were not as prament regarding the graduate population at each institution, given that
the majority of graduate students at each institution were white. Thus, recommendations for
practice and policy consider better ways to serve undergraduate students of color inghd HSI
MSI contexts.

Recommendations foPractice: DepartmentalGoals Within HSIs

The overrepresentation of white students, and underrepresentation of Hispanic and Black
students, in both ECUG6s and NStUtbassomeealgedhyer pr e
programs, and/or departments at HSIs are doing a better job of meeting the needs of Hispanic
and Black undergraduate students than others. In theZIP®school year, the top
undergraduate majors/programs at ECU were in biology, management, cjusiita,
psychology, and nursing (ECU website). In the 20089 school year, the top undergraduate
majors/programs at NSU were similar: business administration, psychology, biology, family
science and human development, and justice studies (NSU website).

Currently,to qualify for HSI status, only the race/ethnicity (at least 25% Hispanic) and
socioeconomic backgrounds (at least 50%-io@ome) of the undergraduate population, as a
whole, are considered. The disproportionate representation of white aodtgratudents in
each HSI 6 s edha&a BSIsmightdensfit from setting goals for each college/school/
department within the institutiénin terms of race and class demographics of undergraduate

studentd that support being identified as an HSI. Idday , each coll ege/ schoo
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and class representation at the undergraduate level would closely mirror the entire institution.
Thesedata can serve as a starting point for each college/school/department to reflecttbayhow
are servingts undergraduate student population. While COEs may still have a slightly higher
percentage of white students than other colleges/departments/programs, given the enrollment of
graduate students, this would help them increase their racial diversity overall.
ReommmendationsfoPo | i cy :SdrBliarcgk | nstabeluti ono (BSI)
While both ECU and NSU were still figuring out what it metanbe an HSI, Dr. Ruben
and Dr. Abbott expressed that their campus may not have been as inclusive and tolerant as
ECUObGs. More specifically, Dr. Abbott shared t
that the institution received the HSI labelf bot a label to signal the Black student population.
As mentioned irChapter4, neither institution qualified for the label of Predominantly Black
Institution (PBI). It is also possible they may not want this label, given that nothing in the
wording suggsts a commitment teerveBlack students. The HBCU label also does not apply to
either institution, given that neither ECU nor NSU were developed explicitly to serve Black
students and to right a historical wrong of educational exclusion.
While simultaneosly recognizing the importance of lahedsd also recognizing that a
label is limited in what it can provide, | suggest that higher education policy may benefit from
the | abeServinm@Bllarkt i tuti ono (BSI). 2Z6%e requi.l
Hispanic population required for HSI status and would take into account that while 18.5% of the
U.S. population in 2019 identified as Hispanic, only 13.5% identified as Black or African
American (U.S. Census Bureau, 20IR)us, the BSI label would ragqe 20% of the student
body to identify as Black or African American, rather than the 40% currently needed to qualify

as a PBI. ECU could be a BSI as 23% of their undergraduate student population identified as
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Black or African American in the 2018019 sbtiool yearand 24% in the 2022020 school year.
Additionally, the Hispanic Association of Colleges and Universities (HACU) also idehtifie
A n gmofit, degreegranting institutions with fultime equivalent (FTE) undergraduate Hispanic
student enrollmentfo at | east 15% but | ess than 25%0 (HA
Keeping in mind the overall \3.population, if a similar parallel opportunity existed with the
BSI | abel, an fAemerging BSI 0O may requbobbee at |
Bl ack or African American. NSU could be an fde
student population identifying as Black or African American in the 2208 school year and
14% in the 2012020 school year.

The label of BSI would affirm ingutions that see an increase in their Black student
popul ation that is not directly tied to an in
label of BSI would provide more opportunities to secure grants and funding, which of course are
not without complications, aBr. Rubensuggested. Moreover, the label of BSI is already
somewhat reflected implicitly in the |iteratu
and Native American students than HBCUs and TCUs whose historical mission arget
those specific populationgCuellar, 2019andNufez et al., 2015as cited irGarcia et al., 2019,
p. 2). Thus, higher education is likely to see institutions with both the HSI and BSI labels,
thereby expanding notionsdfs er vi ngo t hat only take into acc
Serving Students and Faculty at HSIs in Teacher Education

The data presented @hapterdd whi ch di scussed mul tiple asp:e
relation to student and faculty experiertesurfacd recommendations for policy at the

institutional levels. The data presentedClmapters surface&l recommendations for practice at the
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classroom level. Taken together, they suggbstys of strengthening teacher education for
diversity in the HSI context
Recommendations foPolicy: TeacherPreparation Requirements

The earlier discussion about f&&to and dgure segregation shatdthe necessity of
decoupling licensure exams not only from certification and employment at the state level, but
also from the admissions process to the teacher preparation program at the institutional level. As
the data demonstrateteacher preparationgmyrams differentially interpret and apply these
standards in ways that maintain the whiteness and respect/ability of the teaching profession.
Importantly, this de jure vs. de facto difference between ECU and NSU does not tell the whole
story. Seuvudente® eaxp an i mportant indicator o
Ameerah and Roberto shared at ECU, they felt
Roberto shared that the professors duerfinda very
Al oophol ed that allowed her to at | east take
unofficial, or informal, support. At NSU, even with leniency in the admissions process, both
Cara and Amanda reported feeling stressed, with Amsimalang that professors were not very
understanding toward students with ftithe work obligations. Dr. Ruben corroborated their
testimonies. Thus, while the race, class, ability/achievement, and location of the university may
impact the ways in which teher preparation prograndgferentially apply state employment
and licensure requirements to their teacher preparation pragtasnsot necessarily indicative
of the support students experience in their programs. Similarly, as stated earlier,stikepos
ECU had not developed support for student teaching. Thus, support for students should be

integrated throughout the progrénprior to licensure exams, with licensure exathspughout
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student teaching, and getting ready to enter the proféssind shold take into consideration
students6é experiences land obligations outside
Recommendations foPolicy: Teaching andTenure Requirements

Both ECU and NSU were contending with the historical legacies of whiteness in higher
education in terms of requirements of teaching and tenure. The increasing pressure to publish, at
both institutions, meant that faculty did not have as much time to devtetaching, and at NSU,
this pressure to publisivas possibly used to legitimize denying tenure and/or promotion to
Black professors. Thus, teaching and tenure requirements in the HSI context should be more
aligned with both the needs of the studentsthadtrengths of individual faculty, as Dr. Ruben
suggested. Tenure requirements for faculty preparing teachers should similarly be aligned with
the needs of the community and the amount of work faculty are putting into the surrounding
school communitiesas Dr. Ocampo and Ameerah shared that some faculty, even at ECU, still
did not have as much familiarity and/ordepth experience with the urban context.
Recommendations foPractice: Caredriven TeacherEducation

The field has called not only fofamor e compr ehensive definitic
(Roberts, 2010, p150), but also for a clearer articulation of care in teacher education,
specifically (Knight, 2004). The data presente€irapters demonstratéthat a caredriven
conception of preparinggachers for diversity, equity, and social justice depends, in part, on the
context of the institution of higher education, just as the situation and context of schooling
impact whether/how teachers can enact a relational sense of cafiadlcation (Nddings,
2005; Valenzuel a, 1999). At ECU, Dr . Ocampo a
differently than Dr. Abbott and Dr. Ruben at NSU, in relation to putting critical boundaries in/on

their classroom.
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That diversity was an incomplete, expettial process suggestthat teacher educators
may not fAknowod or be able to truly assess stu
not) be put into practice in future classrooms. The power differential between teacher and student
does not gowway simply because the professor is a person of color or from a historically
marginalized background. In fact, given the student demographics at HSIs, that power
differential may have more of an impact on student learning than in institutions wheresstudent
may have, as Dr. Rubemggestedmore cultural capital. Thus, this study suggést
importance of giving students multiple opportunities to experience the content and making sure
that those opportunities are not linked to hihkes assessments rabie Eurocentric,
masculinist ways of validating knowledge (Collins, 1990/2003; SMdoning, 2019).

This is not to suggest that learning about diversity, equity, and social justice in teacher
preparation is a lovgtakes situation. Rather, when teachercatbrs utilize strategies like
fistrategic empathyyand conceptualize learning about diversity as incomplete, that learning has
the potential to be longer lasting and extend past the temporal boundaries of the semester. If
Dr. Anderson had told Allison me explicitly that her perspective upheld racist ideasf
Dr. Ocampo told his students who called urban
deficit views, these students may have shut dowwanse, held more firmly to these
problematic stateents (Kumashiro, 2015). Thus, given that the field of teacher education also
has a moral responsibility to future K students and schools, this study pedio the
importance of positioning students to continue revisiting their beliefs throughoutdhesrs,
the way Allison was continuing to work through her experience in her interview with me.

Noddings (2006) wate Mdst teachers are not critical thinkers because they have not

been asked t o 9.IMhe préviouslisdussioncobctiticaytideory suggedthat
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critical thinking should also be extended to critical theories like CRT and DisCrit, which are not
remiss from being used for dogmatic purposes that go against democratic goals of schooling.
Critical theory shold be seen as one of many tools to help teacher education students understand
diversity and orient them toward justice. Moreodtbep r of essor sé grassroot s
suggests the importance of making sure opportunities for engaging criticgl #nedinked to
the expressed needs of the communities in which students will be teaching. Giroux (1997)
further waredus of the risk of emphasizing ideological critique, detached from the needs of
multiply marginalized people:

[R]adical education #ory has abandoned the language of possibility for the language

of critiqueg in their failure to develop an educational theory that posits real alternatives

within schools, radical educators remain politically powerless to combat the conservative

forces whech have adroitly exploited and appropriated popular concerns over public

education. (p120)

We see this i n t odaGQRdtatcmmosleutilizeanthitewashedat t a ¢ k
portrayals of Dr. Kin@ that fail to mention his harsh critique of the U.Sygbr n ment & s
involvement in Vietnam, his antiapitalist beliefsthe factthat he was hated by many white
people when he was alive, atiithedid not support racial integration of U.S. schools for fear
of how white teachers would view and treat Blackdraih (Kendi, 2019 to advocate for
multiculturalism, rather than antiracism, in curriculueny(,Paslay, 2020). Yet, what seems to
be becoming increasingly uncomnioa s evi denced in Dr. Ocampoods
Agoi ng ag alofhaslato ft hper oggraeésnsi ve, | i bedak teacher
teacher educatohoc an productively respond to Pasl ay®bs
Aantiraci st educ ab)ioutside theslanguagd af critique (Zemhylasp20X?) ( p .
and/or the faming that maintains racial (and other) inequities (Kumashiro, 2020). That all four

professors in this study were not, as Dr. And
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studentsdé minds, o0 yet still agwaysofmeEsporgdingtdh e i mp
conservative backlash against CRT.

Whil e certainly upsetting,CRPandgdntaagisnsas ( 202 0)
Ai ndoctrinationo is not completely unfounded,
(Crenshaw, 1991; Delgado & Stefancic, 2017). Critical race theorists propose that storytelling
|l eads to a @conver snobdize pgticians te shange rdcibt éaws (Relyado t h e n
& Stefancic, 2017, b1). Kendi (2019) argukfor a somewhat opposite approach. Change racist
policies firsB even if they do not have majority biryd and once people live through the
egalitarian effectsf such new laws, their minds will be turned. While this approach may be
appropriate from a law/legal/policy standpoint, and not discrediting the lengths that marginalized
people have undertaken in order to fight for their legal rights (Noddings & Br2oks), civil
rights laws are limited in promoting equity, access, and inclusion (Bell, 1996; Delgado &
Stefancic, 2017; Noddings & Brooks, 20PiepznaSamarasinha, 20),8especially if
oppressive systems are designed to reproduce themselves withmithestof the law
(Delgado & Stefancic, 2017; Lopez, 201@pnsequently, a grassroots emphasis on caring and
humanity may not inspire teachers to be activists for law and/or policy. Caring may even be in
conflict with policy activism (Piepzn&amarasinha&018). Yet, by focusing on justice beyond
simply the access of (civil) rights, the professors in this study sughes possible to inspire a
stance in which social justice does not depend on (educational) policy.

Future Research

Several lines of fiure inquiry have emerged from this dissertation regarding research

with teacher education students, research with teacher educators, and research on HSIs. The first

line of inquiry (research with students at HSIs who wish to be teachers) emerged from the
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research design, as this study did not permit as much time with the students enrolled in each
course as it did with the teacher educators. The second and third lines of inquiry (research with
teacher educators and research on HSIs) emerged in respdmséridings of this study.
Research with Students Who Wish tBe Teachers at HSIs

Given the diversity that exists within the HSI label across race, class, academic
achievement, and other identities, | did not recruit students based solely on race, class,
dis/ability, and/or other identities. The study was open to any student who wanted to participate.
Yet, given the predominantly white student population at 8l®Umaybe in response to my
own positionality as a white researaighis meant that six of theme students who participated
in the study were white, one of whom was Hispanic and one of whom was Muslim. None of the
students | interviewed were Black. A more intentional focus on stuélensst her t han t hi
focus on professodswould allow the ressrcher to engage in a more reciprocal relationship with
the student participardswhat Mohanty (2003) theorida s a fipol i t i cdsasof sol i
described irChapter3d which may be more inviting to students from historically marginalized
backgroundsPut differently, while | could offer the students a snack or any advice on teaching,
the students were really the ones helpimgynot the other way around. A more deliberate focus
on them and their experienéeboth with learning about diversity and witie teacher
preparation program admissions proéessuld enrich the data and the field, as well as provide
support to the students in teacher education who may need it themmicktcould potentially
wor k against the dAbur d200%po &sthe mgearcher would aotbe o n 0
the only one benefiting from the research

Learning aboutDiversity, Equity, andSocial Justice
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Future research might seek to ascertain ho
and/or sociajustice shifts, if at all, throughoutelsemester in a given course. This can be done
by interviewing them several times over the course of the semester, rather than just once, as in
this study. Future studies could also utilize a more longitudinal agipreidéh a cohort of
students over the course of several semesters to learn how diversity, equity, and/or social justice
arespiraled throughout the curriculum and how s
their program. This work could alsoextencdht o st udent sé first years
understand the role of universitya s ed t eacher preparation in rel
understandings of diversity.
TeacherPreparation Program AdmissionsProcess

AtECUL Ameer ahdéds and Dr . OcampRaxisinGhapted i moni es
affirmedthe necessity of decoupling licensure exams not only from certification and
employment at the state level, but also from the admissions process to the teacher preparation
program at the institutional level. As the data demonstraéacher preparation programs
differentially interpret and apply these standards in ways that maintain the whiteness and
respect/ability of the teaching profession. While prior work has focusedsparic and Black
student s6 e x Peaxisare othee state certsure ekame (e.g., Bennett et al., 2006;
Graham, 2013), future research is needed on the experiences of Hispanic and Black college
students with the admissions processasawhbolet he i nsti tutionds COE. E
recommended provisionally admitting students
While NSU had taken up this recommendation, in practice it ended up benefitting white
candidates. Thus, it is necesstryinderstand how Hispanic and Black college students are

making sense of the admissions process within
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process at ECU seems more straightforward and the increased opportunities and application
requiremets at NSU more overwhelming. Or maybe Hispanic and Black students at NSU are
simply not interested, or less interested, in being teachers, compared to Hispanic and Black
students at ECU or other HSIs. Such insight is necessary in thinking about expacdswgfar
Hispanic and Black undergraduate students attending HSIs and for racially diversifyind2he K
teaching force.
Research with Teacher Educators

As Milner (2008) wote fiThe racial and ethnic background of teacher educators, their
students, and their interests are those that have been considered and should continue to be raised
in raced studies in teacher educadi¢m 335) These considerations drive the suggestions
presented here for future research with teacher educators.arkaseof future inquiry emerged
as a result of my methodological memos and the findings from this study.
Understanding thd dentities andexperiences ofl eacherEducators (ofColor)

While the majority of my participants were people of color,ntagority of the faculty
were still white at both institutiolsPerhaps unsurprisingly, white and/or female faculty were
less likely to respond to me during the recruitment protesmailed 10 white professorsvo
of whom were Latino/a), 11 professasf color, andgix professors whose racial identities | did
not know. Sixteen of the 27 professors (59%) | emailed responded to me. Of the professors who
responded (and either declined or acceptl)erwere white anchinewere professors of color.

Thismeans that 70% (7/10) of white professors responded (including the white Latino/as) and

11 am classifying faculty as white or people of <col
recognize there is room for error in this method.
2l realize my positionality as a white woman may ha

did not openly identify as a white woman in my email. However, there is an avatar on the TC email account | used
to recruit professors at NSU. ECUoessors could have searched me on the faculty web page and looked at my
headshot.) Additionally, | am also not certain how my last name signaling | am Jewish may or may not have affected
professorsd willingness to respond.
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82% (9/11) of professors of color responded. In other words, professors of color were more
likely to respond to my recruitment emails, even if they could not pargcthamselves.

Moreover, men were more likely to respond, whigsalso reflected in my professor

participant sample. It seems that historically marginalized faculty meélaed multiply
marginalized, in the case of Dr. Abhkibtare still doing diversity wik at both schoold\alcolm

X & Haley, 1965). Yet, for these professors in particular, it was not so much the content of the
study that was driving their participation. When | asked the professors why they agreed to
participate in the study, the one answmy all had in common was that they had been in my
shoes, and they wanted to help. In other words, their participation was rooted somewhat in their
enacting a caring relation toward me as a doctoral student. Thus, the dissertation genre may be
well suited to continue this work.

The field certainly needs more research centering the voices of faculty of color. However,
in the HSI context specifically, future studies that have both white professors and professors of
color may provide richer insight into praing teachers, as well as faculty experiences (which is
an indicator of Aservingnesso) in this contex
dis/ability, andgender, future research should also consider the age/generation of teacher
educators. I a millennial and was 3gars old during the semester of data collection,
compared to my participants who spanned from their 50s (Dr. Ocampo and Dr. Abbott) to late
60s/early 70s (Dr. Ruben and Dr. Andersdyy.described itChapter3, my understandings of
diversity, equity, and/or social justice are shaped by my experiences as a white, Jewish, middle
class, nondisableshorgqueerwoman born in the United States (second generation) at the start of
Reaganomics and a child of the Clinton admit r a t i-evasiGedougioo-trime stance

(cf., Kendi, 2019). | was not bussed to school like Dr. Abbott or pushed to Vietham like Dr.

287



Anderson. Such experiences strongly impact how one understands the world and diversity,
equity, and/or social juste.
MethodologicalConsiderations

Future research with teacher educators can be guided by two methodological
considerations that emerged from this study. First, my use of playwriting as an analytic tool
suggestdthat focus group interviews with teacheuedtors may be useful in understanding
professorsdéd stances toward diversity, equity,
connections across very different views and perspectives. Focus group interviews would
strengthen these connections itufe studies.

Second, with the help of my fAcritical frie
2013) during the data analysis stage of this studyGhaeter3), | learned how difficult it was
for me to enact a caring stance toward my participants viltame to the observations. Even
though this study focused on professors, given my own experience at ECU, from the very
beginning ofChapterl, | aligned myself with the students, especially those | perceived to be
struggling (through the story of Yasem®. Additionally, while data collection was taking place,
| was also working as a student teaching supervisor, where my classroom observations were
clearly more evaluative in nature. Thus, it was difficult for me to approach the observations in
this stug from the perspective of the professor, even as an adjunct professor at ECU myself.
Future research with teacher educators that utilizes observatiortalelega if ttosedataarenot
the primary sourcafeused to contextualize the interviewsdasein this study can utilize ce
teaching and participant observasoather than the more traditional approach | theke.If |
had been able to géeach with my participants, | could have gained further insight and

understanding into their classrooms. By experiencing students alongside the professors, future
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researchers may be less inclined to be evaluative during obsesviatia way that limits
pedagogi cal i nsights into professorsoé practic
Research on HSIs

Future research on HSIs can help the fields of both higher education and teacher
education better understand fAservitimgveess. 0 OnN
studies could examine servingness from a morébéyge perspective. Qualitative research can
be used to examine servingness from a more localized, individual perspective.
Larger-scaleSt udi eSe r @ h n i MeashsrBdudation andHigher Education

The fields of teacher education and higher education would benefit from-saajer
guantitative and/or mixethethods studies on the role of various departments within HSIs in
serving the needs of their students. Laigmale projectsould examinghe racial demographics
of each department, relative to the undergraduate population of the entire institution. Within
teacher education specifically, more research on the particular teacher preparation admissions
criterig. and the ways in which programespond to state requirements for employment and
licensureacross a large number of HSIs could contribute to understanding the mechanisms
through which certain racial demographics are o@eunderrepresented.
Examining Typology inRelation toServingness

Nufiez et al. (2016) identified six types of Hispanic Institutjan® of the six types were
4-year HSIs. They argde

By considering forms of diversity not employed in the most common institutional
classification approach, these findirgjstinguish HSIs in arguably more meaningful and
useful ways. For instance, results suggest that institution control (public versus private)

may be less relevant in distinguishing amongfgear HSI when additional forms of
diversity are considere@. 73)
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While ECU and NSU woul d b o #hearlnstituttohsaisngthd i ed as
abovementioned typology (as mentionedGhapter3), an intersectional lens throughout this
study demonstrated that social class and location were differingistimyuishing factors
between these two institutions. Thus, future research may more closely examine the diversity
within the ABig Systemso typology in relation
Anderson and Dr. Ruben faced in two veryatiént4-year public HSI8 regarding the range of
studentsdé prior academic knowldeugpesddthatd s ki |l | s
Aservingnesso can/ should be examined not only
courses within departmentin relation to teacher education, serving historically marginalized
students who anaterested irteaching is different from serving historically marginalized
studentsvho havealreadybeen admittedb a teacher preparation program.
Conclusion
In concluding this study, I return to one of my interviews with Dr. Anderson:
| tell [students about when | was at [university] w

was an Indigenous Native American fromeaervation in Maine. He and | were the only

two minorities in thié 33-student cohort. And, at the time, he was likd\&tarsold] &

and | used to go to him during the breaks anésayhy candét we just st uc

want? Why do we have to take this s@ipturriculum? There are so many things in the

university to learé . | was so eager to leanand | said, what is this bullshit, man?

You take these bullshit boring courses. You pay all this money to get a degree so that

we can work for somebody ese h#¥ is the purpose of life? And he saidhy tribe

believes that the purpose of life is to make the path wider for those behind us. And |

never heard it articulated like thatMy tribe believes that the purpose of life is to make

the path wider for those cang behind usAnd so, you know, | point out to the students,

whet her t hel28étudentsratr[anothern i K e r semebogy] hasémade

the path wider for ya#i . Once you get this degree, what are you going to do? How are

you going to give back?dv are you going to pay it forward?
As was the case in my interviews with Dr. Anderson, | was not excused from answering such

guestions that he posed to his own students. While wary of the (academic, social, economic)

privileges that writing about racial inequities provides (white) acadeg@aswvitzman, 2018),
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this study was my attempt at making the path wider. In the midst of a polarized political climate

in which teachers and schools are too often b
insights of these professors providgpa@nd possibility in ways that: simultaneously uphold the
democratic ideals of schooling and productively respond to (conservative) pathologizing

discourses about people of color; move beyond critical critique; and (re)prioritize the humanity

of both K-12 and college students.
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Appendix A

Professor/Teacher Educataterview Protocols

Foll owing Seidmandés (2013) structure for i
4590 minutes, depending on professorsodé availab
#1 took place at the beginning of the Fall 28&ghester, interview #2 took place in the middle of
the Fall 2019 semester, and interview #3 took place at the end of the Fall 2019 semester. (See
Table 6 for dates and |l ength of each professo
responses shape ttgection of the interviews (Bogdan & Biklen, 2007), the protocols that took
place in practice were not identical for each professor interview. As such, here | include the
guestions that | asked to most, if not all, of the professor/teacher educatopgaitian each
interview. Prior to each interview, | explained the overall purpose of each conversation.

Interview #1:
This interview focused on professorso |ife hi

1. Tell me a little bit about who you are, both as a@sebr and as a person.
a. How do you identify?
b. What is your teaching philosophy?
2. Tell me a little bit about how you became a professor of education.
a. How have you developed your stance as a teacher educator?
b. Were there other careers that you considered? Wiiraiately led you here?
3. Tell me a little bit about your dissertation work and your own research.
a. What has your research trajectory been like?
b. How, if at all, does your dissertation and/or current research inform your
teaching?
4. What were you doing, persdlyaand professionally, prior to becoming a professor of
education?
a. Tell me a little bit about your K2 teaching experience.
5. What events in your life have been significant in your decision to become a professor of
education?
6. What goals do you have for yostudents? Have these goals shifted during your career,
and if so how?
7. What goals do you have for yourself as an educator? Have these goals shifted during your
career, and if so how?
8. How do you define diversity?

Interview #2:

The second interview protocol focused on their instruction and was guided by the literature on
preparing teachers for-K2 diversity (Cochratsmith et al., 2015), the literature on preparing
teachers of color (e.g., Kohli, 2009), and the literature onsned pedagogy (Valle & Connor,
2011) (outlined irChapters &nd?2). In other words, | asked them questions about both the
curricular content and accessibility of their courses. | also asked them-ighl@uestions about
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interview #1 and things | obsenvén their classes and/or the institution. (Given that these
follow-up questions were unique to each individual participant and could potentially reveal
participant and/or institutional identities, they are not included in this protocol.)

1. Tell me a littlebit about the course you are currently teaching this semester that | am
observing. How do you think it is going?
2. Tell me a little bit about your students this semester.

a. How are they doing?

b. As a class, what do you f eaedweakmessesf ou st

c. Are there any particular students who stick out to you as struggling a lot or doing
extremely well compared to the rest of the group?

3. When do education students take this course/How does this course fit into the teacher
preparation curricuim, in terms of preparing students for diversity?
4. How has this course shifted or evolved throughout your career as a teacher educator?

a. Have you taught this course previously at ECU/NSU? If so, how does this
semester compare to previous semesters?

b. Have youtaught a course like this at another institution? If so, how is it similar
and/or different?

5. What are some of the obstacles and/or challenges you have faced in teaching this course
this semester? How are these obstacles similar and/or different to pnestees?
6. What type of textbook do you use? (scholarly, practitioner based, etc.) Do you feel like
your students are doing the reading? Does it matter?
7. What have been some highlights and/or moments of success this semester?
a. Describe a teaching moment thesrgester that you feel went really well.
8. How accessible do you think this course is?

a. Do you provide any academic supports for this course? Why or why not? And if
so, what, if any, accessibility measures or tools have you put in place for
students?

b. Are there any students in the course registeredaffitte of disability servicess
having a disability and/or needing accommodations?

9. How culturally relevant, responsive, and/or sustaining do you think this course is?

a. What, if any, culturallyrelevant, responsive, and/or sustaining teaching strategies

do you use?
10.What do you think are the most important skills and/or knowledge that teachers need to
successfully teach in urban¥ schools?

a. How do you address these skills and/or knowledge icdbeses you teach/the
course | am visiting?

11. About planning: How much do you plan/prepare for this course? How much do you
deviate from the plan and why?

a. How does this compar e tindernssioffh@wyouc our ses
approach it?

12.Do you think itis easier to addregdiversityoin some types of courses over others?
13. Will knowledge of diversity in and of itself lead to equitable teaching? Both12 Knd
higher education?

Interview #3:
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The final interview asked them to reflect on the semestewasdalso guided by the literature on
HSIs, where | asked them questions about how they felt the institution was serving its students
(Garcia et al., 2019). | also asked them foHogvquestions about interviews #1 and #2 and

things | observed in their daes and/or the institution. (Given that these follpaguestions

were unique to each individual participant, and could potentially reveal participant and/or
institutional identities, they are not included in this protocol.)

1. How do you feel this semesteent, overall?

2. If you could have changed something about how this course went, what would it be and
why?

3. What, if anything, would you change about this class if you were teaching it at a
Predominantly white Institutio?

4. Describe the diversity gfour current students/class.

5. How do you feel about the HSI label? For this school and/or for other schools? How does
it impact your work?

6. How do you like working here at ECU/NSU? What are some of the positives and
negatives?

a. What types of professional delepment opportunities are available
b. Do you feel supported?

7. How important do you think coursework, in general, is for preservice teachers? How
important do you thinkour course is for preservice teachers?

8. In the first interview | asked what types of &kiK-12 teachers need to be successful. In a
similar vein, what are the important skills professors of education need to have in
preparing teachers of color? Are these different than skills needed in preparing white
preservice teachers and/or studentsfrooh historically underrepresented identities?

9. This is more of a methods class. Have you taught theoretical, historical, and/or
foundational classes? If so, what, if anything, do you differently? (For Dr. Ruben and Dr.
Anderson, | asked the reverse, gitkat they were teaching a historical/foundational
course as part of the study.)

100.Do you think the notion of Abest practices
achievement gap?

11.0ne thing | have also been doing throughout this study is keeping an eyees curr
events both on campus, nationally, and globally. Are there any particular events that
happened either here at ECU/NStJthe United States, and/or globally during this
semester/recently that may be affecting your teaching and/or your students?

12.0ne thihg | have thought about throughout this study is sample selection and recruitment,
so | have some questions related to that:

a. Why were you interested in participating?
b. Woul d you have agreed to be in this stu
tenure phys a role in this? / Do you have tenure?

! Given the allwhite (appearinyd e mogr aphi cs of Dr. Abboohat,ds cl ass, |
anything, would you change about this c¢class if it had |
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Appendix B

Student Interview Protocol

Foll owing Spradleyds (1979) st idbmihuter e f or i n
interview with the student participants, toward the end of the semester after | had gained their
trust. (For more information about the student participants, see TaBleEQU, interviews
took place in my adjunct office. At NSU, interviews took place in the student café. Prior to
starting the interviews, | reminded the students that I will protect their anonymity and asked them
if they had any questions about the stulllythe end of the interview, | provided my contact
information in case they had any follow up questions about the study and/or if | could provide
them with any advice or support as they moved through their teaching programs and early
careers. Here | incledquestions that | asked to all of the student participants, as well the
guestions that were specific to each instruct
to/to learn about other daflaprofessor interviews, observations, curricular documeids,

1. Why did you choose to attend ECU/NSU?
2. Why do you want to be a teacher? /Did you consider another major?
3. Tell me what it is like to be an education major here/student interested in studying
education.
a. What major/program are you in?
b. What year are ydWhere are you in your program?
4. How do you define diversity?
5. Where/how do you learn about diversity in teaching/your program?
a. Interms of coursework, is the way diversity is addressed across the courses you
have taken similar and/or different?
b. (Iftheyment i on being around Adiverseo peopl
helps them a little bit more.)
c. (If they mention fieldwork, ask how coursework has helped with those
experiences.)
How important do you think coursework, in general, is for presetemehers?
How important and/or useful do you think this particular course is for preparing teachers?
a. How does this class compare to other classes you have taken at ECU/NSU in
terms of difficulty and/or importance and/or usefulness?
8. What have you learned this course that | am observing/studying?
a. How is diversity addressed in this course specifically, through assignments,
classroom activities, reading, exams, etc.?
9. Where do you see yourself/your identities/your experiences represented in the class
materids and/or discussions (if at all)?
10.What skills and knowledge do you thinkX® teachers need to have to be successful?
11.What skills and knowledge do you think professors of education should have?
12.How are you doing in this class?
13.How do you fee[professor] supports you in this course and/or in general?

~N o
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14How useful is [professorodsijlasseedback on as
comments/activities?

15.What was your favorite course session/lesson and/or assignment and why?

16.How familiar were you with the egse content prior to this class?

17How does [professorés] teachi

18How hel pful are the professor
understanding of the material?

g compare to
s

n
0 personal s

Additional Questi onStudadskEECH) t o Dr. Ander sonos

1. Atthe end of each class, Dr. Anderson assigns terms for you to research for the next
week. How helpful is this in helping you understand the material? Is there anything you
would change about the homework?

2. Did you like the videos on raceiv did you feel about spending class time watching
them? What did you learn from them?

3. Do you feel this class is welcoming of different perspectives?

a. If so, how did this happen? / How did Dr. Anderson help make this happen? How
did this beocdodmd oa tfad &f eabsopudac controver si

4. (In response to inclusion of students with disabilities in the sylldbwé)at have you
learned about students with disabilities and/or disability in general? What kind of focus
did disability receive in the course?

Additional Questions Asked to Dr. Ocampods St

1. Would you have liked the online component to have required you to write responses to
your classmates? Why or why not?

2. What have been the most useful aspects of the online component of thi® dvhete
have been the most useful parts of theenson classroom management workshop
component of the course?

3. In particular, how useful did you find learning about the 6 soft spots?

4. How familiar were you with classroom management anagsessment prior to this
course?
a. Was your prior knowledge addressed in your coursework? In your field experiences?

Or both?

Addi ti onal Questions Asked to Dr. Rubends Stu

=

How did you do on the midterm exam?

2. How helpful/useful was theeview session for the midterm?

3. Is doing the Chapter Based Questions (homework prior to class) useful in helping you
prepare for class?

Addi ti onal Questions Asked to Dr. Abbottds St

1.1dm curious about t he c oudnstattersleasistooloplaceo n d i
prior to Dr. Abbott joining the study). What did you do in class? What did you learn?
How will you use it in your teaching? What does it mean in terms of diversity?

323



a. Had you ever heard about UDL, inclusive education, artigability prior to this
course? If so, when/where/in what classes?
. How did you feel about the speakers on the last day of class?
. The syllabus indicates that you had the opportunity to explore and examine lesson plans.
Did you turn in lesson plans? Whadppened to those lesson plans you turned in?
. Did you receive the rubrics for the assignment prior to the due date?
. What was your favorite art project (either done in class or at home)?
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Appendix C

Researcher Journal Entry on Time When Observational\DataCollected

Taken from my researcher journ@igble 9details how the dates and general time frame |
spent in each classroom might have impacted what | observed, and how what | observed might

have been different if | visited at different points in the semester.

Professor Participant
and Time Period of

How Time Period Might Have
Impacted What | Observed

How Data Might Have Been
Different if | Observed at a

(ECU)d Beginning
of the Semester
(9/3/19, 9/3/19,
9/3/19 10/28/19)

Obsevation Different Point in the
Semester
Dr. Ocampo The bulk of myobservational hours | Had | observed Dr. Ocampo

for Dr. Ocampo came from the first
day of the semester during &dur
in-person classroom management
workshop. (I classified this-Aour
wor kshop as Awor
in terms of time spent in the
classroom.) The students takésth
class while they are student teachin
but at the time of the observation,
they had not yet started their studer
teaching. Dr. Ocampo mentioned th
come in already nervous about
classroom management/knowing it
going to impact their teaching. Thus
the students were very invested in t
material. While they might have bee
a little anxious, they were not yet
tired from student teaching and the
semester. Their nerves about
classroom management and that th
semester had not worn down on the
yet was eident in their continued

interest throughout the session.

in late October/early
November, the students mig
have been tired from studen
teaching and preparing for
and submitting their edTPA
assessments. They may hay
even resigd some of what h
was teaching, if they felt like
they had a student or class
that was just impossible to
manage.
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Dr. Anderson (ECUjJ
Mostly beginning of
the semester (9/26/19
10/3/19, 10/10/19,
11/21/19)

The bulk of my observations
happened at thend of
September/early October. Dr.
Anderson asked me to wait until th
last week of September to visit, aftg
they had all gotten a chance to get
know each other/build a community
Thus, on the first day | visited, the
community had been establishedt
the students did not seem too tired
yet from the end of the semester. I
way, | feel like | got both Dr.
Anderson and his students in their
prime. The last observation was lat
November. The rigor had already
relaxed, somewhat.

While | think aspects ahe
positive classroom
community would have
remained the same, | think if
was observing Dr. Anderson
later in the semester, the
academic rigor might have
declined. The last session
startedwith students
negotiating the time the clas
would finish, everthough
half of the class was going t(
be devoted to a
celebration/party.

Dr. Ruben (NSU)
Throughout the
semester (9/26/19,
10/15/19, 10/22/19,
11/19/19, 12/3/19,
12/5/19)

| observed Dr. Ruben 3 times befol
the midterm exam and 3 times afte
| feel | was able to watch him and
the students grow together
throughout the semester, which wa
ideal.

As Dr. Ruben shared in
Chapter5, it took a long time
for this classroom communit
to ficrystaliz
more time in the beginning g
thesemester, | might have
seen less participation from
the students. The students d
seem to get more comfortab
as the semester progressed
Had | spent more time at the
end of the semester, | might
have seen more student
engagement.

Dr. Abbott (NSU)i
Endof the semester
(10/24/19, 11/7/19,
11/14/19, 12/5/19)

My observations for Dr. Abbott wer
later in the semester, due to
recruitment. She was the last
professor who agreed to participatg
in the study in mieDctober.
Routines and norms had been fully
estdblished. The students seemed
somewhat tired from the semester
and not as fresh and excited about
the material.

Had | observed Dr. Abbott
earlier in the semester, |
might have been able to see
how norms and routines wer
established and the process
behird those. The students
may have also had a little
more energy and been more
willing to participate in
instances where | noted they
were not.
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Appendix D

Information Used for Informal Review of Sample of Institutions of Higher Education

in the State i'Which the Study Took Place*

*SeeChapter3 for more details on how the informal review was conducted.

2017-2018; public,
4-year; $43.9

million endowment
(US News) in 2018

SAT scores are optional. 41!
of enrolled firsttime students
submitted scores. SAT
EvidenceBased Reading an(
Writing: 25th percentile

score500 & 75th percentile
score590; SAT Math: 25th
percentile score490 & 75th

percentile scor®80

School & PwI/MSI Fall 2018 Acceptance Graduation Rate and Outcomes
Status, Percentagg Admissions Requirements Rate (20172018)
of Pell Grant (20172018)
Recipients, Type of
School, &
Endowment

ECU: MSI-HSI 1.HS GPA & transcript 96% 73% retention rate fdull-time

(became HSI beforg 2.recommendations acceptance | students vs. 32% retention rate for

2008); 65% of 3.SAT/ACT (SAT Evidence | rate, 23% of | parttime students; 39% Overall

undergraduate Based Reading and Writing:| accepted graduation rate & 31% transfeut

students received | 25th percentile scoré¢30 & | students rate within 150%

federal Pell grant in| 75th percentile scorg30; enrolled completion of their program;gear

20172018; public, | SAT Math: 25th percentile graduation rate by race/ethnicig83%

4-year; $12.5 score- 420 & 75th percentile Asian, 32% Black or African

million endowment | score530) American, 42% Hispanic/Latinx, 439

in 2018 4. TOEFL white, 33% two or more races, 43%
race/ethnicity unknown, 0% nen
resident alien, 0% American Indian
Alaska Native

NSU: MSHHSI 1.HS GPA & transcript 71% 79% retention rate for futime

(became an HSI in | 2.Completion of college acceptance | students vs38% retention rate for

March 2016); 44% | preparatory program rate; 31% of | parttime students (started studies i

of undergraduate | 3.recommendations accepted Fall 2017 and returned in Fall 2018)

students received | 4. TOEFL students 71% overall graduation rate & 19%

federal Pell grant in enrolled transferout rate within 150% of

Anormal timed to
program;6-year graduation ratey
race/ethnicity 75% Asian, 63%
Black, 74% Hispanic/Latinx, 50%
Native Hawaiian or other, 73% whitg
68% Two or more races, 69%
Race/ethnicity unknown, 52% non
resident alien
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Institution #3: MSt | 1.HS GPA & record 89% 80% retention rate for fulime
HSI (became HSI in| 2.completion of college acceptance| students vs. 43% retention rate for
20112012 school | preparatory program rate; 14% | parttime students; 46% overall
year); 27% of 3. Recommendations of accepted| graduation rate & 35% transfeut
students received | 4. TOEFL students rate withimol5aly
federad Pell grant; enrolled to completion of their prograne:year
private, 4year,; Standardized test scores arg graduation rateby race/ethnicity66%
$87.7 million optional for students with a Asian, 41% Black, 52%
endowment in 2018| 3.3 GPA. If GPA is below Hispanic/Latinx, 50% Native Hawaiia
3.3,standardized test scores or other, 68% white, 44% two or mor
are required. races, 42% race/ethnicity unknown,
70% nonresident alien.
Institutions #4, #5, | 1.HS GPA & transcript 63% 88% retention rate for futime
#6 (multiple 2.Completion of college acceptance| students vs. 50% retention rate for
campuses): MSI preparatory program rate; 16% | parttime students. 64% evall
HSI (became HSI in| 3.SAT/ACT (95% of enrolled| of accepted| graduation rate and 21% transtert
20152016 school | first-time students submitted| students rate within 150%
year); 58% of SAT score. 10% of students| enrolled completion for their progran@-year
students received | submitted ACT score. SAT graduation ratbey race/ethnicity72%
federal Pell grant; | EvidenceBased Reading anc Asian, 61% Black, 55%
public, 4year; $1.33| Writing: 25th percentile Hispanic/Latinx, 67% Native
billion endowment | score510 & 75th percentile Hawaiian, 68% white, 56% two or
in 2018 score590; SAT Math: 25th more races, 52% ca/ethnicity
percentile score510 & 75th unknown, 53% nomesident alien
percentile scor®€00.ACT
composite (25th percentile
19, 75th percentile24), ACT
English (18, 24), ACT Math
(18, 25)
4. TOEFL
Institution #7: MSt | Open admission policy N/A 68% retentia rate for fulitime

HSI (became HSI in
20162011 school
year); In 20162017,
64% of freshman
students received
some type of
financial aid either
in the form of grant
or scholarship from
the federal, state, or
local government
and the institution;
public; 2year; $16.9
million endowment

in 2017

students, and 48% retention rate for
parttime students; 30% graduation
rate and 12% transfeut rate for
students within
to completion of their program;
Overall graduation ratdsy
race/ethnicity 33% Americantdian,
45% Asian, 24% Black, 31%
Hispanic/Latinx, 33% Native
Hawaiian, 34% white, 37% Two or
more races, 30% race/ethnicity
unknown, 29% nomesident alien
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Institution #8 Open admission policy N/A 57% retention rate for fulime
(Community students, and 39% retention rate for
College): MSI- parttime students. 10% overall
HSI (HSI before graduation rate, and 12% transéernt
2008); 62% of rate for students within 150% of
students receive Anmal timed to cd
federalPell grant; program;Overall graduation ratdsy
public; 2year,; race/ethnicity 10% Asian, 7% Black,
barely has an 11% Hispanic/Latinx, 0% American
endowment Indian, 0% Native Hawaiian, 12%
white, 16% two or more races, 7%
race/ethnicity unknown, 0% nen
residentlien.
Institution #9: MSI| 1.HS GPA & transcript 61% 60% retention rate for fulime
- HSI & PBI 2.recommendations acceptance| students (no data for pdiine); 34%
(became HSI 3.TOEFL rate; 17% | overall graduation (transfeut rate
during 20152016 of accepted| notreported)wh i n 150 % O
school year); 77%/| SAT is not required. 77%f | students timedo to completi
of students enrolled firsttime students | enrolled 6-year graduation ratey

received federal
Pell grant in 2014
2015; private; 4
year; $14.4 million
endowment in
2017

submitted SAT, and 7%
submitted ACT. SAT
EvidenceBased Reading anc
Writing: 25th percentile
score430 & 75th percentile
score530; SAT Math: 25th
percentile score430 & 75th
percentile scor®300. ACT
composite (25th peentile
16, 75th percentilel9), ACT
English (15, 20), ACT Math
(16, 18)

race/ethnicity 50% American Indian
or Alaska Native; 60% Asian; 32%
Black or African American; 37%
Hispanic/Latinx; 34% white; 50% Tw
or more races; 23% race/ethnicity
unknown; and 30% nonesident alien

Institution #10:
MSI - HSI
(became HSI
during 20142015
school year); 51%
of undergraduate
students received
federal Pell grant;
public, 4year;
$20.3 million
endowment in
2018

1.HS GPA & transcript
2.Completion of collegr
preparatory program

3. Formal demonstration of
competencies

4. SAT/ACT (95% of
enrolled firsttime students
submitted SAT, and 9%
submitted ACT. SAT
EvidenceBased Reading anc
Writing: 25th percentile
score450 & 75th percentile
score550; SAT Math: 25th
percentile score430 & 75th
percentile scor®40. ACT
compaite (25th percentile
16, 75th percentile23), ACT
English (15, 23), ACT Math
(16, 23)

Letters of rec and TOEFL ar
recommended, but not

required.

93%
acceptance
rate; 22%
of accepted
students
enrolled

70% retention rate for fulime
students, and 17%ftention rate for
parttime students. 52% overall
graduation rate (and no transfer rate
reported) within
timed to completi
program;6-year graduation ratesy/
race/ethnicity 100% American Indian
62% Asian, 43% Black, 49%
Hispanic/Latinx, 55% white, 44% twqg
or more races, 42% race/ethnicity
unknown, 100% noiesident alien
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Institution #11:
Pwl; 19% of
students received
federal Pell grant
(US News; public,
4-year; $39.6
million
endowment in
2018

1.HS record/transcript

2. SAT/ACT (87% of
enrolled firsttime students
submitted SAT, and 25%
submitted ACT. SAT
EvidenceBased Reading anc
Writing: 25th percentile
score580 & 75th percentile
score670; SAT Math: 25th
percentile score580 & 75th
percentile scor®80. ACT
composie (25th percentile
25, 75th percentile30), ACT
English (25, 30), ACT Math
(25, 30)

3.TOEFL

GPA, completion of college
preparatory program, and
recommendations are
recommended, but not
required

50%
acceptance
rate; 23%
of accepted
students
enrolled

93%retention rate for fultime
students and 100% retention rate for
parttime students; 86% overall
graduation rate and 10% transtart
rate within 150%
completion for their progran@-year
graduation rateby race/ethnicity
100% Amerian Indian, 87% Asian,
72% Black, 82% Hispanic/Latinx,
67% Native Hawaiian, 88% white,
80% two or more races, 88%
race/ethnicity unknown, 67% neon
resident alien

Institution #12:
Pwl; 33% of
undergraduates
receive federal Pe
grant; public, 4
year;$207.2
million
endowment in
2018

1.HS GPA & transcript

2. Formal demonstration of
competencies

3. SAT/ACT (94% of
enrolled firsttime students
submitted SAT, and 12%
submitted ACT. SAT
EvidenceBased Reading ang
Writing: 25th percentile
score520 & 75th pecentile
score620; SAT Math: 25th
percentile score488 & 75th
percentile scor®03. ACT
composite (25th percentile
20, 75th percentile27) ACT
English (20, 27), ACT Math
(21, 27)

4. TOEFL
Collegepreparatory program
and letters of
recommendation are

recommended

73%
acceptance
rate, 26%
of those
accepted
enrolled

84% retention rate for fulime
students and 38% retention rate for
parttime students; 72% overall
graduation rate and 16% transtart
rate within 150%
complete their pragm; 6-year
graduation ratéy race/ethnicity67%
American Indian, 62% Asian, 52%
Black, 61% Hispanic/Latinx, 100%
Native Hawaiian, 76% white, 71% tw|
or more races, 67% race/ethnicity
unknown, 80% nomesident alien
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Institution #13:
Pwl (Ilvy League);
24% of
undergraduate

1.HS record
2.recommendations
3.SAT/ACT. 68% of enrolled
first-time students submitted

5%
acceptance
rate, 69%
of accepted

98% retention rate for fulime
students; 96% overall graduation ratg
(no transferout rate reported); within
150% of #Anor mal i

students in Fall SAT, and 55% submitted students for their programg-year graduation
2019 received Pell ACT. SAT EvidenceBased | enrolled rateby race/ethnicit: 100% American
grant; private, 4 Readingand Writing: 25th Indian, 97% Asian, 94% Black, 94%
year; $25.4 billion | percentile scord10 & 75th Hispanic/Latinx, 97% white, 95% twdg
endowment in percentile scorg70; SAT or more races, 85% race/ethnicity
2018 Math: 25th percentile score unknown, 95% nomesident alien

730 & 75th percentile score

800. ACT composite (25th

percentile32, 75th

percentile 35) ACT English

(34, 36), ACT Math (30, 35)

4. TOEFL
Institution #14: 1.GPA & transcript 70% 78% retention rate for fulime
Pwl; 31% of 2.completion of college acceptance| students. 33% retention rate for part
undergraduate preparatory program rate; 14% | time students. 65% overall graduatio
students received { 3.recommendations of accepted| rate (no transfeout rate reported)
federal Pell grant; | 4.formal demonstrations of | students within 150% of
private; 4year, competencies enrolled completion for their ppgram;6-year

$64.3 million
endowment in
2018

SAT/ACT are recommended
not required. 92% of student
submitted SAT scores. 16%
submitted ACT scoresAS
EvidenceBased Reading anc
Writing: 25th percentile
score500 & 75th percentile
score600; SAT Math: 25th
percentile score500 & 75th
percentile scor®90. ACT
composite (25th percentile
20, 75th percentile25) ACT
English (20, 25), ACT Math
(18, 24)

graduation ratby race/ethnicity
100% American Indian, 55% Asian,
52% Black, 53% Hispanic/Latinx,
100% Native Hawaiian, 70% white,
59% two or more races, 75%
race/ethnicity unknown, 50% neon
resident alien.

Institution #15
(Community
College): Pwi;
66% of students
receive federal Pe
grant; public, 2
year; could not
find endowment
information

Open admission policy

N/A

66% retention rate for fulime
students and 40% retention rate for
parttime students; 43% overall
gradudion rate and 14% transfeut
rate within 150%
completion of their progrant-year
graduation ratby race/ethnicity0%
American Indian, 67% Asian, 21%
Black, 44% Hispanic/Latinx, 50%
Native Hawaiian, 47% white, 38% tw
or moreraces, 46% race/ethnicity
unknown, 100% nomesident alien

331



Appendix E

Diversity Curriculum and Pedagogy in the HSI Context: A (Data Analysis) Play

(As described iChapter 3italicized text indicates that the words were addedterpretive
purposes and were not part of an interview, informal conversation, or observation.)

TG: | 6ve tal ked with each of you in depth abo
enjoyed spending time with you and your students. | have thigeliaist year trying to write about

our conversations and what | observed. | know there is much to learn from all of you, but | am

having a hard time writing about it without imposing my own lens or the lenses of the literature

that | have read. So, | thgtt it would be helpful for us to come together to talk. | appreciate

that you all made the trip into the city, especially with COXtBDand everything.

Dr. Ruben: Of course. Research is an important, but sometimes difficult, endeavor. | got a good
feeling from you when you reached out to me to participate in the study, and | believe your
intentions are sincere. | am happy to help.

Dr. Ander son: Li kewi se. | 6ve bee [

n your sho
youbre famous aaorld afterydu gdt thiedegreei n t he

n
w
Dr. Ocampo: | loved the research process and being a doctoral student, so | am also happy to
helpand make sure you have that experience.

Dr. Abbott: Il li ke hel ping peopl elftlatnmd Happey b
to be here, too.

TG: Great, thank you. Okay, so why dondét we s
a little bit about who you are and the class you are teaching that is part of this study.

Dr. Abbott: (looks arountiefore answering) Hello, my name is Dr. Abbott, and | am teaching
the social studies and the arts in the elementary classroom methods clasgat MGUJat el s e d
you want us to say?

TG: Just a little bit about who you are.

Dr. Abbott: Qhk, hseutreer.o sledxmuaal BAdoaman fr om Massac
| abeling myself as a creative. | dondt have a
things. And so, | try to bring that into the classroom at NSU. It also helps me bring in the

persm a | since I 6m still working on that interp
nnestuudents in the class. ..l 0m used to | arger

challenging for me.

Dr . Ocampo: | 6 m Dr .ssroOm mamggement and assessmdnt mtethaels ¢ | a
course at ECU. | identify as a Hispanic mal e.
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just had my DNA done, and | found out that 16
However, in the United Stagen 2019, what you look like is more important than what you are

in a | ot of ways. So, thatdés how I identify b
think itdéds jJjust helpful

Dr . Ruben: | 6m Dr . Ruben, aeurselatNSUtheté pdntofthb e hi s
study. | am Latino and Jewish. Originally born in Argentina and lived part of my early years in
Uruguay before joining the Israel Defense Forces. So, my first teaching experience was actually

in the army, and after realizin had some talent there, | decided to double major in history and
education. | met my wife in Israel, and we came here to the United States for graduate school,

never thinking of staying here, to be brutally honest. But here we are however many gears lat

And | can somewhat relate to what you are saying, Dr. Ocampuay role as a Latino

professor, | understand a lot about where the students are coming from, especially those from
immigrant families, and | try to support them how | can. Some of theknnse®ut when they

need guidance. But, for me, their presence is also validating. It is great to see the growth in the
Latino popul ation on campus, even if the uniwv
from a budget perspective. Anyway, | think eigss is going okay, not great according to my

criteria. | have all first semester freshmen, and this is new for me. Challenging, in terms of
classroom participation and doing a close rea
the studentd.think they could just get more out of the class if they had a bit more prior

experience.

Dr. Anderson: | 6m Dr. Anderson, and |1 &d&m teach
ECU that is part of the studyndIlduwm puoedt odt t\
developedBut, like you Dr. Ruberthere is such a wide range of academic skills and prior

knowl edge. | realize thatdés on me, though, an
| do from the freshmen, | have to meetever s wher e t hey are at. So, I
as concrete as possible, and I try to make su
about me, | 6m an Af rthree gears & experianae ;R amdanipher. Forty
education, mosjlin the Boston area as a teacher, assistant principal, principal, and
superintendentvh o am 1 ? | dondét think we have enough
TG: Thank you. Okay, |l etbds just dive right in
in your courgs at your respective HSIs?

Dr. Abbott: | certainly dondét reference the H
thatds represented in my students. But, in my

a progressive educator, diversity should really be througheudrttire curriculum, not just a
separate lesson. This semester, | am really happy with the intentional focus on Native American
and Asian perspectives, and students are required to incorporate one of those perspectives in
their News Ta lslkesature to halpsntrodecé theimdorthe éas of students who
learn differently, or students with disabilities, and LGBTQ diversity. The focus on LGBTQ

diversity aligns with my research. Il didnodot f
theinterest came, | think 2009, when | learned about Carl Joseph Widiketer. An 11lyear

old kid out of Springfield, Massachusett s. He
was maybe a |ittle more eff emihehadkangedhimBdif,ac k Kk

333



and so when | | earned that story, and then 160
heés out of Florida, similar situation in sch
still not accepted and supporteahdhekilled himself. So, when | learned those two stories,

theseare :yearol d ki ds. They could have been in my c
myself as this person, this champion of diver
thsaspect of diversity, so that was the trigger
and then | figured that would be an easier way to kind of bring the narrative and the conversation

into the classroom. But I still have folks who are uncomfarb | e you know, il C ¢
that, o or, you know, AWhat am | supposed to d

people losing their lives because they feel teachers are not supportive, we need to figure out a

way to have these conversatosnd to be supportive. Relatedly, | am also happy that the
students in my soci al studies class have al so
Dr. Anderson: PGPs?

Dr. Abbott: Preferred gender pronouns.

Dr. Anderson: Oh, rightYes, | am surehiere are varied sexual preferences among the students
in my class, as well.

Dr. Abbott: |l nteresting. Yeah, | dondt ask ab
Dr. Ocampo: Yeah, I dondét take a poll

Dr. Ruben: Right, 1 only know about their diveéysbased on how they are presenting
themselves.

Dr. Ander son: | dondt even try to define the
recognize the chal llenjgwest, hadndt dhoeadrtd deel adwnte t
Dr . R u b e n lly address seruélity inmg @dasses. Part of that is because we have so

many resources on campus for the LGBT community and for teaching about LGBT diversity,

and if the students are in the teacher preparation program, they will take a class on gender. But
part of that also is that | donodot really know
world.

Dr. Ocampo: Well, also, if diversity means everything, then it means nothing. When it comes to
di versity, | 6m f oc us eaon eace] ethnidtyl, aand dodioeconomic gender
status, since that is what is related to the achievement gap.

Dr. Ander son: | think ités also important to
achievement gap. | t hi understartd éhat the sygtecnwasaatup f or
from the beginning to only educate certain folks.

t

Dr. Ocampo: | believe the hidden curriculum, school as factory thing, to an extent. But the
structures of schools in terms of classes and bells and teachers bdiaggm and students
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striving for grades is pretty much the same i
practical and how students can succeed in sch
my father was abl e thatfodvard forthe studdnté meretatrE@Uamdy t o p
their future students. | want my students to become successful teachers for two reasons. One is so
they can impact students in the community, and two so that they can stabilize themselves

financially. They can @t good health insurance and raise their families in a healthy way. But |

think that one of the things that we need to do is teach our students, who are going to be teachers,

to be more rigorous with their students in the field. Which is really diffioutiat because given

thats omet i mes theyodre not the strongest student :
hard to expect them to do the same, but we need to start raising the bar in terms of expectations

for everybody, and urban schoolsimger al , and probably the studer
used to kind of mediocrity, and just kind of getting by, so trying to change that dynamic a little

bit.

Dr. Anderson: So, you think we should just ignore the history in our courses?

Dr.Ocampo | dondét think teachers can reverse cen:
centuries of oppression or generations of drug addiction and prison, whatever the case may be,
divorce, trauma... you can reverse all that because of your exceptional per8ondlith at 6 s

arrogant.

Dr. Ruben: Of course, you need to change structures. But teachers can change th®-minute
minute. The history of education is made through practitioserghat teachers do in the
classroom impacts that historjeachers have an incredible role and raspmlity in our

society.

Dr. OcampoOf course, and | agre@he most impactful variable for student success is the

gual ity of the teacher. We know thatdés true.
becoming a teacher challenging. But | guess wheeed to do some more thinking is that

sometimes | am conflicted between putting the best teachers out there and making sure my own

students get |jobs. | 6d never put someone out
| 6ve writtenemgdatwi oigs rfecaromsnt udents who | di dnd¢
and someti mes the recommendation isndt quite

Dr. Andersoni woul dndt wor r yBedause evenlif tedcheess meetinioret h at .
rigorous standards and are the best, whattera also is the school leadershijust like teachers

have a responsibility to nourish and develop all kids, school administrators have a responsibility

to nourish and develop the teachers. Just like a teacher needs to differentiate in their classroom, a
school leader needs to differentiate and provide each teacher with what they need to be
successful.

Dr. Abbott:I t hink 1 6m focused | ess on the standar d:
making sure my students are responsive and ready for any student who is going to be in their
classroom. | know they dondét plan t othinkor k wi t

my class is important. It gives students an opportunity to move away from their own familiarities
and experiences.
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Dr. Anderson: Yes, it is so important for everyone to be exposed to other perspectives...
Dr. Ruben: And be open to changing howmyot hi nk and to | earning mor

Dr. Anderson: Yes. | hope that my students become enlightened in some way by the
conversations we have in cl ass. But i1t is not

Dr. Ocampo: You have students from the suburlysum class?

Dr. AndersonNot many, but a fewl.here is this one young lady in particular who lives in a

gated community. She has said that itAnds hard
not race or anythingels@&. hat 6 s pr o bwadtdught bywieaparensshaad from their
perspective, they did work hard. So, their reality is that everyone has the same opportunities.

Dr. AbbotttEven though ités probably hard to hear t|
similar approach withmy studentd. present multiple interpretations of the realities | see and let
them decide for themselves.

Dr . Ruben: But then doesndét the classroom bec
way because |Surelxweevant seudenterdlate td the@ontent, and admitteitly

my own class of all first semester freshmen, | wish the classroom community was more

crystallized so students would feel comfortable sharing their frustrations and fears in relation to

the content. But how atbey developing an interest and learning somethingihthe entire

class becomes only about affirming everyoneos

Dr. Ander son: | think itdéds more about the exp
going to tell a studenttheyaner ong because they are p-storytially
Even what 1 6m saying doesndét mean itds true.
your c¢class isnbdébt going to be the thing that c
here. The curriculum is scripted so you can get a degree. | focus on what comes after the degree.
No matter what school Il 6m teaching at, | ask

going to make the path wider for those coming behind you? Howoargoing to pay it
forward? You have a gift, and you have an obligation to use your gift to better this world, no
matter who you are or what your upbringing is.

Dr. Abbott: Well, | think sometimes you need to tell students what they are saying is wrong

Surely not about political ideas or contentious topics. But basic things like racial

microaggressions, | feel | need to point out to the studeased to be afraid to address them,

given who | am and who my students &a1t | 6 ve got tleovertheoyeas @omf or t
course, | still have tbe delicate with how I talk to the students #émdk about how what | say

may point negatively at me.

Dr. Ocampo: | guess thatés whatdés different a
studentsome from urban schools, so rarely do | need to help them unpack their assumptions. Of
course, thinking about assumptions and biases is important for any student, but with limited time

you pick and choose. The curriculum is a limited resource. So mapiepebo work in schools
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who are from privileged backgrounds say thing
inappropriate.

Dr. AndersonNot even just teachers from privileged backgrouhéisaow of instances where

teachers of color have been draed worse than a lot of white teachers, and it goes back to what

Paulo Freire points out iRedagogy of the Oppressed | t 6s | i ke when youdve
take on the character of the oppressor when you get in a position of power because ybatthink
this is how things are done, and you even sta
made to think that youdre | ess than, and then
others who look like you, and you think of them as lessthan,ts®&é s | i ke a vi ci ous

Dr. Ocampoi¥Yes, now that you mention @&very once in a while | do get a student who went to

an urban school who also has pretty negative
in urban schools as a net positive, but sometimes they have very specific reasons about why it

was negat v e . AThe other kids were animals and f oo
done. I feel l' i ke | didndét | earn as much as |
not going to argue with her BagausiéVesthe kmaws
i nappropriate.o Who am | to say that? | didno
Dr . Ruben: And, as | shared with my students

is not only educating. They are also a learner. And at timestuithers who is normally a learner

is also a teacher. Teaching and learning are lifelong enterprises, but also there is always
somet hing we can | eamryourdase,dmOampo, there is sbmethingto 0 S
be learned from that student.

DrrOcampo: Yeah, |1 o6ve done a | ot of research an
l earn a | ot about ur ban schools from the stud
from them.

Dr. AbbottWh er ever t hey owme reedt@mmakegritiiabstudeertsacertainly
recognize diversity and process that alongside their lived experiences. But we need to not get
weighed down with the diversity and think that all this extra stuff needs to happen, and
remember that we have humanity in our classrmoAnd students, who are certainly other

peoplebs children, to borrow from Delpit, nee
Dr. Andersoni mean, thatos t he .Iwandedtobesomeamewhdo i nt o t
nurtures and develops kids, rather than crudieds $pirits the way my coach and teachers

crushed mine when | was in a college prep hig
football pl ayer, and the teachers told me | n

material. They destroyedyndreams. And when | started skipping school, nottone did a

teacher ever put his arm around me and say, youkubva t 6 s .o, Vietrgam was my

only option after barely graduating from high school. And, after coming home, when | started
teaching in Boston at the height of desegregation, kids of all races and backgrounds just flocked

to me. It was like | had a gift. And, inthiati r st year my mot her ds words
whenlwasinViethamnd t hought | Wwa &n 6éhta sc camiprl gandH ofnoer y o
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realized | survived the war so | could dedicate my life to working with kids. So that no kid would
have to go tlough what | went through.

Dr. Abbott:Wow.I mean, | grew up in the Boston area,aBond, whi |l e | di dnodot e
Vietnam | was certainly tracked into vocational type courses in high school. | did graduate from
college, but | was not at all preparead the level of rigor in law school, which was how | ended

up becoming a teacher. My mom was a teacher, and when | was living at home after being
counseled out of | aw school, she told me to s
needed a paychk...

Dr. Ocampoi mean | can certainly relaté.had a lot of trouble in elementary school, and |
remember as a young child wondering why the t
And | al so spent ti me i n uaderstendwhy gvadpatdhere.l assr o
was one of the only Hispanic kids in my school, and | certainly wondered if that played a role in

how teachers viewed me...

TG: Dr. Ocampo, you never told me that in our time together last year.

Dr. Ocampo: Well,itdd 6t seem compl etely relevant to the
you asked me outright if | had trouble in school | would have been hbhast nothing to hide.

Dr . Ruben: ltdés interesting youthswaassomethings not
that came up immediately in our interviews.

Dr. Abbott: Mmhhm.

Dr . Ruben: My sel f, |l didndét struggle with my
problems with authority figures.

Dr. Anderson: Yes. First question sheaskedl cané6t tell anyone about
about what happened to me in high school.

Dr. Ocampoiguesd 6 m just really focused on the pract.i
resilience. | attribute my eventual success in school to my peer group, family, and also | had a
teacher or two who really believed in me.

Dr. Anderson: Exactly. Teachers can nurturd develop kids, or they can crush their spirits.

Dr.OcampoBut we cand6tOneathipgeltgvki dever heard a

say, that | taught in my classroom management
teachersneedtolmek ay sayi ng, AYou know what, this kid
right now. 0 Sometimes you have to |l ose the ba

Dr. Anderson: So, are you encouraging teachersift and sort kids, and say these are the ones
who aregoingtomk e it , and these are the ones who wor
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Dr. Ocampo: Of <course not. |l 6m tal king about
better termWhen we were doing the seating chart activity in my class, | told students we want

to be careful labelingkidb ut youdére going to do it in your
this brings up an inherent conflict in studying and researching diversity. On the one hand, we

want to treat every child like an individual, apart from whatever identities they haveand
stereotype them. | dono6ét think anyone would d
diversity studies and ethnic studies is to learn about the tendencies of certain groups, then what

was the point of learning all that stuff to begin withPsee an Asian student in my class, and

Asian students tend to be quiet and defer to authority, do | just ignore that? Now, obviously what

I tell my students is you put what youodove | ea
research aboutamehni ¢ group and you stick that in the
And then you interact with the student, and you can kind of get a sense of whether or not they
match the research. So, therebds agifweithink,l e bi t
you know, lower SES students generally suffer from this, and we have a school full of lower SES
students, right, then wedre going to address

based on the research. But the minute wedottle® r e assumi ng things abot

Dr. Rubenlt is interesting to me that you unequivocally accept what the research says, when in
reality, we can design any instrument to measure what it is we want it to measure. | have seen
this here with my colleagued NSU and how they approach assessing the strengths of our
teaching program. We want to believe certain things about our program in spite of what the data
says or what it doesnot.

Dr. AndersonRight, | mean look at the study of eugehfdsthat reserchd and we talked
about this in my clagsall that research that said Black folks were less than...

Dr. Ocampo: Well, and this is where having valuable practical experience is implortart.o n 6 t
believe every research study is perf@&tu t | 0 v e ghdirpeeimsthooés todhave developed

an understanding of best practices, or what works for the largest number of students. The
research does happen to support what | think, but | work backwards, starting with my experience
in the schools.

Dr. AndersonMan, | ook, |l 6m not naive enough to think
even that school I t s el Myqgueshis likephbw de | boeakrthe ayole | d 6 s
of poverty, you know. You have to do more than just tell kids you gotta readraadyou

know, reading, writing, and arithmetic. If you stusgrd, t hen youol | get a go
youdbve got to understand where you are in thi

environment and that you have a responsibility andodigation to try to make a difference, you

know, itdéds not just about i mproving yourself.

path wider for those coming behind you.

Dr. Abbott: As future teachers, though, my students have an obligatiorvibat it is the state

has hired them to do. Which is to teach the s
And where you do a disservice to students is when you are focusing more on trying to rescue

people thareducating h e m. S 0 mactuallynsaid in ydclasses that students have their

own | ives and families, anld hyaovue ndéotn 6sta inde etdh ayto
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studies c¢class, but maybe thatés because it ha
theyneed to explain how the pedagogical tool they are making connects back to one of the state
standards for social studies.

Dr. Ocampo: | told my students in the classroom management course, that the purpose of

classroom management is maximizingtimeoktas St udent s i n urban scho
waste, and when you are wasting time, itds a
And | ook, we value group workeébut when you do

Forget what people say é@took at what they measure and what they value.at 6 s t he ki nd
stuff you need to focus on in your teachiggd classroom management is a tool for that.

Dr. Anderson: Look, as a school administrator in Boston, | experienced a lot of success creating
teams that were successful, and, not just athletic teams, but academic teams. | ended up being
Massachusetts Principal of the Year, National Distinguished Principal. | was invited to the White
House likesixt i mes f or the work that we did, and | t
to work with them. As a school leader in Boston, the superintendent asked me to take a bigger
school that was surrounded fiye housing projects and then we ended up wignire Blue

Ribbon Award, and highest reading and math scores in the city and all that. But I still think one

of the biggest mistakes that we make in America is we teach kids and test kids individually, and

then expect them to go off to work as a memberoft eam, and for many t hat
adjust ment because they havenét been trained

Dr. Ruben: Yes, there are certainly hegemonic understandings and norms of seitbols of

them is certainly around meeting the state standards and ge#rtgjrcscores on standardized
testsCertainly, at the college | evel, yes | want
what do those AOGs represent?

Dr. Abbott: | 6ve also tried to get my student
dondt want to hear it. My students are very ¢
TG: Yes, | 6 ve not iSomdaimes ihsedms thdy miss,the pointoftdeb b ot t .

assignments because they are so concerned about their grades.

Dr. Abbott: Whether or nothey missed the poirthe real test is always when they get to their
own classrooms, and | &m not there. What they
guided by the fact that they are still trying to be good students.

Dr. OcampoWell,I[don 6t know ab o,buatcettainky in &12,kidseage being e v e |
puni shed i f we dondét give them gAndalemshoughh shar
the real test comes when they are on their own, | think | can get a sense of howesisrgeory

to be as a teacher when they are a student at E@thk | can also get a sense of how they

were as a high school student.

Dr. Anderson: Oh really?
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Dr. Ocampo: Yeah, I mean the real Ak nuneyk | e hea
class. Theyor e not Beésides,ithe gtatethas weeeled themeouttwighahe h e r s .
stricter requirements to be a teacher.

Dr. AndersonWe | | |l 6m not sure they are in my <cl ass
requirementstobeinyn cl as s! | t 6 s aadbklievandptbataverystaders pastbe |1 v e
capacity to learn, unless they have a chemical imbalance, and it is up to the adults in their lives to
help them realize that capacity.

Dr. Ruben:Along that linejn my class, presented to my class an alternative point of view from

the researchers in the 70s and 80s in the new
because they were feeling |ike we candt chang
teachers have alotf power . The question is how they use

you can go counter hegemonic so you can really open possibilities for students.

Dr. Abbott:| think | tried as a middle school teacher to do that. To open up possibilieesn

went maybe beyond what being a progressive educator does, and when possible, | tried to serve

as an ally and act for change on behalf of my students. But, | was also rigid, and | think that was
because...a lot of those kids looked like me...l thought abeuhthgs people did to mentor me

and get me to wherever | was, and | felt that [there] was not much room for flexibility because

the world wasndét going to be flexible with BI

made sure that Iwas professial | ' y dressed. ..l never wore snea
because.. . my thought was, thereds going to be
roll ers and a bathrobe, so theyodére going to g
and pesents herself in that way...| thought a lot about my identity as a role model for the

students. Sadly, |1 dondét know that they viewe
was over, people werenbét hangi ngtin¥aranicai n my c |
Richardsod6 cl assroom. this German white woma
sergeant. . .even if | am from the community, a
not trying to hang out with you after school...dacs e t hat doesndt seem | i}

few occasions when...some students would look to me in that s@ye. of them would see me
in the community, so in school, the students might ask to spend some time with me, and where |
could make that happel certainly would.

Dr. Ocampo: Wel |, | asked my students in the
of your years of K12 schooling. First, picture your favorite teacher. Then, picture the teacher

you learned the most from. Forhowmanyobu i s t he first person the
And only three students raised their hands, o
necessarily the one you | earned the most from
all know the teackr whoisbuddjp uddy wi th the students, but th
done. They might I i ke you in the moment, but
incredibly valuable, particularly for students who maybe come from very unstmicture

househol ds, and again, itéds | iberal i gnorance

classrooms, and those classrooms should be these free places where people get to do whatever
t hey want to do, and AYou donatt 6wln dvhrasgt arhdce,y
But, first of all, so many inner <city school s
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for the students, that some of them are proba
have this orderly environment, arigjou look at the research on what makes students
successful, a lot of it is about discipline and-se#ftraint, and delaying gratification and

persistence and grit and all those things tak
safetyng and all these opportunities when youodre
without having too much discipline. But if you want to change your socioeconomic status you
candét. So, Il think t haésthptéheyspew fortha & d att h @d ¢ elan a
hold a lot of weight.

Dr. Anderson: (chuckling) My man with what the research says!

Dr. Ocampo: Obviously |1 06m generalizing here.
househol dsé

Dr. Anderson: Well, when | look back on my time assaateh er i n ur ban school s
about the téeachersd | ounge

Dr. Ocampo: The worst place. The only thing that happens there is a lot of whining and
complaining...

Dr. Ander son: Right, exactly. Whadchodls enj oyed

teacher, assistant principal, principal, superinterilentis being a teacher and a coach, but
because of my relationship with kids, | would hear them talking about teachers in the building
and how teachers were treating them unfair. | also readgportunity, because | was a teacher,
to sit in the teacher s®dt gaohmsr.s Andladmdl édcahle d?
them talking badly about the kids and about t
between many of theachers and many of the kids. And | approached the headmaster about it,

but | realized that | needed to get in a position of policy. Like | need to be able to impact policy
and change some things. Thatés whenedndlwent b
became assistant principal and then eventual

- Q

Dr. Ruben:And those teachers may have been engagirgf ihe time, was considered

progressive practice3.hat 6 s somet hing | emphoewaegdoegmt i n my c|
always mean truly progressive or without its problemsEven back in the 1850:
was used to rationalize racial segregation. A
the Black kids to go |beverydraspated goingto hodl with Whsted t h e
kids because they dondédt have the intellectual
theméThis is what some of wus call benevol ent

di scriminatironlid 6dowe i | | i mportant to not be

read it in the present.

Dr. Anderson: And | dondét know that racial di

focus on, like what do we think was the root? Why were people acting like that at that time? |
mean | grew up in a racist city and experienced racism, unimagiratism, and for a long

time, you know, embraced that, and felt hatred towards Irish Catholic and South Boston boys.
And then you have the Afroentric perspective, too, you know, about we were kings, and we
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were taken from our lands, andthe whitemamdd t hi s t o us. |l to6s |1i ke,

everyone wasnot a king, number one. But, then
smart? They werenod6t! Just t hathpwedo pgete¢hisaropt h mo n
gr own ? Asrihé megtheeohodnical way to grow this crop so | can get paid. What? | can

buy folks in, you know, if youdbve never been
animals. They speak a different | angafage; the
them. They can work the field! l'tdos | i ke, I d
did is they took poor white folks and made th
to make money. Wedre makitnlgeyoareg ,bdbudugy® uYos &
know. So,Biaok ahwhpgpteersus an economic thing
Theydre poor Black. Youodll get a |whitePutteat bi t b
white badge on, you knw . Al édm white! o But youdre broke, vy

money. Theyodore buying up everything. So, this
you know, back and forth that we lose sight of what were the conditions that made it possible?

Like what were the real conditions because the
it differently, you know. You gotthe schet@d-pr i son pi peline, and youolv
and meanti me, fol ks who havegetingichekand rithetahdo s e w
richer, and their kids arendét going off to fi
Spanish kids who are being funneled to these
products, theyoéretmakthg hewnstavery...itbds a
on economics. You dondét need to pick cotton n
TG: | have my students at ECU read parTbé New Jim Crown our class.

Dr. Anderson: Mmhhm.

TG: So, they should read the wholebdokyt | al so had them just rea

Dr. Ander son: But why? Why dondét you have the

TG: | really should have the whole thing, and you know what, | think maybe next time | teach
this class, wedre just gghinggg to read books. (

Dr. OcampoBut, al so, i1itdés not al ways plknawthat,cal f or
for the most part, theyodére only going to read
what they need to read is enough to get them timogmu know what | mean, to make that link

about why i1itdéds i mportant. I't always struck me
when | was in school, like walking to history class and looking at the syllabus and it would say,

like, okay for Tueday read pages 1216 and then, who is doing all that reading? So, | figured,

|l 6m going to give them fewer, |l ess reading wi
you tell me to read 5 pages, 10 pages, okay. If you tell me to read 120lp&dges, not even (g
to read 5 pages. | 6m going to be overwhel med.
Dr . Ander son: Yeah, I me an, I donot t hink my
have so many other things going on, and some
yetThat 6s why | try to make our time together
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Dr. RubeniYes, but my question from earlier remains. Listen, Dr. Anderson, | certainly wish |

had more of the classroom environment that you have at ECU with my stud¥8td.And,

when | 6ve had classes of uppercl assmen, |l 6ve
text than | do with this group of first semester freshnBert.how are they learning if what

everyone says goes in your class? | mean, Dr. Ocampo, ydioneehliberal clictés earlier,

andl certainly have issues with the present dominant discourse on race refatiphsould

never suggest dogmaticapproach to talking aboutdiversity | 6 m a | efti st, but
these intolerant left peoplandl 6 m not saying you should tell t
she is quote Awrong. o0 But what is she | earnin

away is that everyone has the same opportunities?

Dr. Anderson: Well, one student of coloddespond to her perspective and suggested there
were things this young lady did not understand because she was white.

Dr. Abbott: What did she take away from that interaction?

TG: | spoke with this white s teadythingtagaingtha ual | vy
person who said that to me, but I 6m | ike, you
my family, youymydisterwho is karredvo a Blackkjan Y e s |, | 6m whi t
went to a suburban school. Iliveima t t | e private | ake community
thatds the whole point of the class. You canbé
somebodybés background. So, |ike, at that poin
priviegedy ou just donét get it, what theyoére relat
thatos |i ke, that was | i ke one of the whole p

like race is, you know, where your roots are from, but becauseiietg, everything is based on
your race and then your economic status, like, everything is based on that and people just make

assumptions, and |i ke, i1itdéds his class where vy
have on wher,®h ghpah and gist de¢ dverybanyhas a whole. And like that one

comment , Il was just |ike, okay, so | guess ev
from the suburban area, I i ke I dondt kmow wha

an urban area type thing. o

Dr. Ocampo: It sounds | i ke for the first ti me
stereotyped.

TG: Yes. As a fellow white woman, | can relate to that feeling of defensiveness. | was defensive

in an interview with DrAndersorwh en he suggested itds possible
class because 1 6m too hard on them, and they
Dr. Ander son: I wasnodét trying to make you fee
TG: No, itodés okay! I needed to hear that, and
guestions | ike why | dondét assign students th
sense that |1 06ve been havnvergationsimech bngerthangdhisand ot
student I guess the difference I s that momen
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Dr. Anderson: How do you know if she is there or not?

TG: Well, 1 asked her whether that changed her experience ateisgor whether this was an
i solated incident. Sheffhatahiedg, ndlod | tkwaw t h
it |i ke that. Like, | didndédt obviously say an
made. It stuck with me for@uple of days, and it did kind of annoy me. But it was just a
comment that was made that | was | ike, this i
eyes to, I|like, everything that youdre taught,

Dr. Abbott: Well, it does sound like she was at least a little bit reflective. She said the comment
stuck with her for a couple of days, and the fact that she was bringing it up again, at the end of
the semester, means maybe she is still thinking about it.

TG:That 6s true. | guess |1 0Om also just wonderin
classwhen the white women take up so much of the
matteé or | i ke, Dr. Ander son, wh stingthdtithle hijabrisy got s
oppressive, and the older Muslim student in t

And Hillary got all offended and legitimized her perspective because she is married to a Muslim
man, and that suhe 6tsh airc | sohseelrwag smalat thgllisonos sb e . 0
referencing her Black brothen-law as a reason she may understand race and privilege more
than her classmates of color thinks she does...

Dr. Anderson: Well, did you talk to any of the students loiréo my class?

TG: | did talk to two Hispanic students, one of whom was white. But none of the Black students.
In fact, none of my student participants in this study were Black.

Dr. Anderson: What did the Hispanic students say?
TG: They said the clasgas open to multiple perspectives.

Dr. Anderson: | mean, | tell everyone, look as long as your intentions are good, and you are
respectful, then everyone has a right to express their perspective. Only then can you have growth.

That os | i keiwitimgOhievewasadmRepublican; | shou
di d, but [ shoul dnot have.
Dr . Abbott: I t hink Bl ack fol ks, t oo. Wedr e s

Dr. Ruben: And same for Latinodle 6r e so used to microaggressi ol
Theyhappen constantl ye

Dr. Abbott: In the other class | teach where there is a practicum component, a lot of the white
students say stereotypiaal even racisthings aboufCity], or doing their practicum at a school

in[City],t hat t hey d are@distAndveha | have olnd ig that the brown and

Black students are frofcity], right. And |1 6éve had one or two
right, | actually went to that school as a yo
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schooland that is not true, so you al/|l need to w
that tends to happen with most of the Black and brown kids that | have in the classroom. So, they
kind of refute those things and kind of buck that for the stisden

Dr. Ruben: Yes, the ethnic minorities usually pick up on things. Like we were reading a

childrendés story from the 1850s. ltés called
remember the name of the char aschteebrs, ab uwo nsdoenreftu
per son. Sohbhut s bfedurse, fatticalarly the students, you know, the ethnic

minorities, they immediately pick up that but. What do you mean by but?

TG: Are there ever any white students who will say, like, they yckn the, oh you said, but,
or, you know, I|ike sheds a Black woman, but?

Dr. Ruben: Uh (pause)
TG: Or is it wuswuallyé

Dr. Ruben: Yeah, there are some white students that pick up the issues that many others will not
even do that maybe because of theinow ki nd of , |l dondt know i f t|
because | have no idea about their backgrounds, but, at least they have a little bit more of the

cultural capital and probably are more used to be able to feel safe raising questions about issues
thatothers, perhaps, have nGit course, the issue of safety is a whole other conversation.

Sometimes safety just leads to tangents, rather than staying focused on gaining critical thinking

skills about the topic of discussiobut anyway...

Dr. Abbott: And, so, maybe that was shocking or upsettingdoiTG, that the white women

from the suburbs were taking up so much of Dr
perceived that as what was happening. Especially in an institution in whith students are

the minority. But as women of color, and Black women, if we internalized and got upset over

every problematic thing that was said, wed6d n
insecurities onto the women in Dr. Andersonoés
TG: Thatés certainly possible, and | apprecia
may be significant that students of color even felt comfortable enough to say something in Dr.
Andersonds cl ass. |t hwhatRr, Ocampomentioned tsneealioaetd t o
this campus being so inclusive and tolerant of diversity and difference.

Dr. Ocampo: Right, but then doesndét that 1incl
ECU, most of our white students are still working sld8st generation, and also from the urban
school s. Il n some ways, there isnbét much diffe

terms of our ultimate goal of helping them move up to the middle class via teaching. These one
or two girls sound likgust two bad apples. No school or classroom is perfect.

Dr. RubenYes, | mean this is my issue wditgmatic way®f talking about white privilegdt

muffest he white students or anyone who doesnoé6t t
White peo are not a monolittand some white people at one point in time were not even
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considered white! And 1 6m noThatdoaidoofwhmptl b
to talk about white privilegd. j ust dondt want ngadogmatictebatent o t h ¢
among the muffled. How much time and what levels of theoretical background are needed to

unpack experience and look at how this intersects with systemic and structural conditions?

Therefore, | make choicebout the direction of clagtiscussionsl think of myself as a leftist,

right, and actwually i f you read my writing, I

Dr. AndersonBut why are we talking about white folks at all? Like | said eariiex need to
just stay focused on the conditions thetke these racial categories possible. and t o me, t
capitalism, greed, and neoliberalism.

Dr. Ocampo: Right, but also, we need to be giving our students tools to overcome the obstacles
that come from these conditions. That seems, to me, a motearapproach.

Dr. AndersonT hat 6 s r i g hitell mylstudérdgs the stdcyeof hbvwowhen | was working

in the schools, and the Black students thought the Chinese students did better on the standardized
testsbecausé hey ar e Chnonyeusam playing basgetbhlliafkeeschool, and what do

you think the Chinese kids are doing? They ar

TG: Yes, one of the students | interviewed in your class, Dr. Anderson, mentioned that anecdote
and said it was helpful in thinking about hbe might approach his future students who may
engage in similar thinking.

Dr. Ocampo: Right. Too much of the conversation about urban schools is focused on student

failures, rather than theirsuccessesi1d it 6 s not sayi ng texiskere oppr e
even saying it is okay that these oppressive systems exist, which | feel like is the pushback | get

by focusing on academic resilien&ut | 6d r at her focus on what we
TG: |l t6s | ess deter mi ni st stuentsis that thesoglbwerfll i k e i f

systems have already determined their life outcomes, then where is the room for resistance and
change?

Dr. Abbott: And, also, these conditions sometimes fall under the umbrella of heavy political stuff.
|l work hard to try to not bring so much of th
psychologist or a psychiatrist, so if something comes heavy at me, hbelithen | going to

respond that? | dondét know what to do with th
attention to what | bring into the classroom.
talk about Trump any more thanIdidOleami n t he c¢cl assroom. Because
know that there was probably one person in th
and thereds probably one person in the classr
again, 1itds .ndtt das poolti tai cdebate class. Therebs
and opportunity for that, but in those ways I
peers and coll eagues who ar e jhuasd enreauwgh nttheantt
singing this whole democracy song, and inclus
know, just to kind of bring in the heavy pol

347



Dr. RubenWell, and certainly you can give students the ttmisavigate the current

sociopolitical climate without appearingtobe biased. | i ve i n a state of an:
remember for a long time. | think from, since my times of being in the army and being at war |
dondt experi ence auseofthe largercentext ofthings. Notipersonal, bute c

really, | feel responsible for my generation screwing up everything. That we are having globally

a return to fascism in some ways, neofascism, popwamewill choose to call it. Theolitical
context gives me a great | evel of anxiety, ev
environment, climate change, is giving me a great level of anxiety, not for me because by, you

know, how many years, maybe do | have left? | mean, hopeful3 206 | t mi ght not h:
my lifetime. It will happen to my grandchildren. | feel that anxiety, and in a way | am trying to
channelize some of diseinto the urgency for my students here to understand that they, if they

choose to become teachers, theyehan incredible responsibility because they have the potential

to change the world, and itds not just a naiyv
on the impeachmefof Donald Trumgp. There are more important things, particularly when |

know what the outcome will be, so do | want to get even more depressed? (laughing) Instead |

try to give them a little more social theory to help them understand and unpack what is going on
hereé And | arger i ssues, we h ayotthepolsizatiosafed. W
those who have and those who have not and the access to quality education. We have dealt with

i ssues of ethnicity and race and gender, not

|l east, that o0s wmbrgtiméthas phave doneain thheipdst; dncl hdve t

incorporated a little bit more of social theéryo provide them tools to unpack things, to learn

something that can then be transferred and used to understand a particular context.

Dr. Ocampo: | mean,r@e Trump won the election, | stopped watching the news.

Dr. Anderson: Well, Trump is only the symptom of much larger problems. And until we really
address those problems, democracy and inclusion are going to seem like farses. Like Dr. Abbott
was saying.

Dr. Ocampoi mean, is full inclusion in the classroom even possible? There are some students

whose needs just cannot be accommodated in the general education classreomd it 6 s a
disservice to teachers when their preparation progtelittiem that ipossibleThey t hi nk, i
must be doing something wrolMg beaastsetthhitdsi $
happened for mel learned how to teach by watching other teachers in the school where |

worked, rather than focusing on what was taughtyrundergraduate program.

Dr. AbbotttBut it doesnét mean we canodt stil]l empha:
coursesTheassumption that | have is that my students have not been around Blaclslks

try to emphasi zeo Adarhde Qgilwae ks texpenrtienazesense of
easy for me. Mostly through the songs listed in the syllabus. Those are the soundtracks of my

|l ived experience. What I havenét done, becaus
learning albut me and/or the Black experience from the soBgs.t , al s o, |l 6ve noti
shy away from race and ethnicity at timetke, when they are sharing their pennant

assignment s, |l 6m |Ii ke, so where am IwemeAnd ¢t he
her e. |l 6m | i ke, okay, theydére thinking in tha
Massachusetts. 1 0Om | ike uhhh, okay. But the r
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Dr. Anderson: Why are you afraid?

Dr. Abbott: Sometiles t he for mal course evalwuations, AOh
consider other pAanod |leddns tphoii mkti nogf, vweelw.,0 i f | 6n
grow, and something youdre saying leasnedtoc ong, I
maybe say it with a smile and then, maybe | 0m

balancing act for me to try to figure out how do | have those difficult conversations with students
in a way thatds not goi,argnpdctaneingpway. k n o w, poi nt

Dr.OcampoSometi mes you doné6t even have to emphasi

leastatECUT G was telling me that my students, wher
diversity was addressed inmy clagsd, no] di dndét al ways call attent
and anecdotes I gaveinclagsut , gi ven who we are, who our st

teaching itosikiosdkohdpefvasisvel mplied.

TG: Well, one student thought it was addresisethe assessment portion of the course, in terms
of the prior knowledge students will bring. But, right, neither of them thought diversity was
addressed in the classroom management part of the course.

Dr. Ocampo: Well, classroom management is a présiguo everything, and it is going to
dictate so much of their emotional l i fe at sc
el se because | donét want it muddl ed.

Dr. Abbott: Do you think diversity would muddle it?

Dr. OcampoNot necessay. But | tend to draw on theories of
hierarchy of needsyhi ch | guess maybe dd®ubdrawonahode a | ot
theories because itd6s commonsensical. Student
metbef ore anything else, or they arendét going t

of classroom managemeirt,addition to maximizing time on tasis, physical and emotional
safety.

Dr. AndersonBut al so, it ds n$tudenisees tokrovb yowdcare @oua d e mi ¢ s
them,and that is why you are working on their behalf to get their needs met.

Dr. Ruben: Yes, we talked about this in TGO0s
crucial role and teachers as caring and criticalicalliand political workers. Caring means
creating an environment where you | ove them a
them as people, but you need to love them as students. One of our alumni here at

NSUé[ schol ar] she c @oapéalliagree theresis achasic sensg éf bolidarityyw

interest, i mportanceéand critical because you
who doesndét... We need to educate ever.pmmne, r e
the way to do thas to embrace democracy and inclusieny en i f it doesndt f ee

Dr. Abbott: What does that mean? Political worker?
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Dr. Ruben: Embracing things like diversity, inclusion, multiculturalism, cosmopolitathsinis
a political act.Even just saying that being American nowadays incorporates a lot of
cosmopolitanism is something the alt right disagrees Whkre is no aglitical when it comes
to teaching.

Dr. AndersonCosmopolitanismyes, one of the young ladies of color in my class was saying
t he ot her day, Théreisongrace. $he bumaniraces Bui tkis racéithing was

created to keep peoplegnr oupséf or i deol ogi cal oppression. o
TG: And what was interesting was this was 1in
where did it come from?06 And Hillary was sayi
you are from. 0 fihnadt ydooue sa stkheadt hneeraan 2?0 And she s
are from Nigeria or Switzerland is your race.
plantation in [one of the Carolinas, in the United States]andther countdy So, what 6s m

r a c An@ she said something vague, along the lines of people in different places can have the
same race...and even after the student of color made that comment, she said, that from a very
Ascientific point of view,0 race i s where you

Dr. Anderson: Wi, she said that before we watchiedce: The Power of an IllusioAnd maybe

she didnét get completely there by the end of
anythingé |i ke Dr. Abbott said. Theshecamal t est
make the path wider for those coming behind her.

Dr. OcampoAnd even if teaching is never apolitical t hat doesndt mean we s
political agenda in our classes. We need to look at each individual case and adopt a unique
approachrather than stay caught up on politics or worrying about offending pbgsaying

things |ike students need s, brrgenerdllyspeaking,the we ¢ an
education in urban schools is not as good as it could be or should be.Gfker a r eason why
and brown families head to the suburbs when they can.

Dr. Anderson: Well, itdéds not rocket science w
TG: Yes, and one of the students | spoke with
matter what school he ends up teaching in, it
urban schools what they are. And that hedd ev

studentsdé minds about st udegntys, ohre pael ospol es aiind,u
figure students in suburbs may be going to go for high positions in jobs, and some of them might
influence urban schools. So, Il 6d really 1ike
realize that there are problsrthat create those problems in urban schools and areas, and that
they can possibly fix them by doing certain t

Dr. Abbott: That really does show the power and importance of being exposed to multiple
perspectives and things beyond your own expeggn

TG: Yes, and Dr. Abbott, one of your students was sharing how she learned that having these
di fficult conversations can happen at a young
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|l earned that | really t otihing lwdswabodttheoHuolocAust, Abbo
but | didndot realize how young you can start

other things. Just | ike teaching them to be <c
them, which | think isabigthn g . 0

Dr. AbbotttThat 6s great. | g u e s slwastfegling aditteadidappgoiotedh e a r |
with the ATaking I nformed Actionodo part of the

aspect had been more substantive. So, when we diggttege around the campus with the

Earth Day Group about recycling, | would have loved for that to have been more meaningful and
purposeful. And with the bullying and anti bul
really do anything with it.

TG: Yeah, | kinda gasped inmy headwbene of the girls in the Eart
matter if the signs got taken down because they already did their part for the project.

Dr. Abbott:l nt er esti ng. Il dm not eventwawulguesslyour egi st e
know, there are always places or opportunities for improvement. Like after that second lesson
you observed, TG, I know you came to mind, or

The stuff about diversity was not even includedd¢hso maybe it comes in in other kinds of

ways, like me being in the classroom and just having some conversainoh&hen students

dondt see the | ar g @& likewhen |get pushbackgor us spendiegtimen t hi n

making thingsinclagsifed | i ke 1 t0s because | havendt done
i mportance. You know, didnét get resistance w
very intentional about why we were doing that.

TG: And that perspective gives you, and shelents for that matter, a lot more agency. Rather

than my perspective, which, of course, is rooted in the literature on Black women professors and
getting more pushback. But my perspective also constructs a particular Black woman professor
dealing with @rticular resistant white students. | need to stop wondering what your class would
have been like if you were white and/or male and instead look at it for what it is. | did get the
sense that students got a lot out of your class. | maanpf the studestl interviewed said you

were definitely one of the better teachers she had because you constantly kept emphasizing ways
to reach future KL2 students.

Dr. Abbott: Well, thatés of course great to h

Dr. OcampoRight, | mean that should be the purpose of any methods class. Giving our students
as big a toolbox as possible for when they walk into their student teaching and their future
classroomsl think that at ECU we should do more courses in methods and lebewpmall it,
foundational or background stuff because what our kids need is a really big toolbox with tools
that they know how to use well

Dr. AndersonBut,alsg any good teacher is going to have

infrontofthem |t doesndét matter how knowledgeabl e t
reach the kids, and depending on your culture or your background or your language, you know,
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the teacherd6s content may just boawagteatyod f you
can understand it.

Dr. OcampoWell, right, let me be clear. Just because the students at ECU come from the

nei ghborhood schools, it doesndét Someofout hey ar
students, first of all, recognizethayr en6t a good fit to teach, dis
than you might think, we end up counseling people out of the program. And this is after they

pass the Praxis and are admitted into the program. Student teaching is really designed for people
who can do it full time. And so, with our students, who are sometimes juggling other

responsibilities with student teaching, the stress exacerbates interpersonal issues, and we get
complaints from the cooperating teacher. The cooperating teachers have hestah@tprds, as

they should. And, you know what, i1itos okay be

Dr.RubenAnd | think thatoés where the value comes
Because at least in our classes they are learning thhmgsare useful and important, whether or

not they end up teachinijot just about the history of schooling, but howg&in the levels of

confidence for them to start gaining a public voice on those matters that are more professional
andengage in a diague. Which, it sounds like they are learning more of the dialogue and
public voice pieceBuitn Drn. mAyn dce rassosn Gast d leaassst ., I
them with their writing and help them with th
education, mine is the easiest by far, in terms of the amount of work!

TG: Yes, one of your students, Dr.Rube s hared how you dondét trick
do. What you said was going to be on the test was on the test. And both students shared that they
felt |i ke you cared about t hemé

Dr. Ruben: And some of the instructors at NSU, | would like it if theyld be far more

accommodating when you have students that have some major needs or problems. Just the other
day, there was a student who was failing her section of the history class, so | told the instructor,

give the student an Incomplete, and | wilhgaete the class with her, so | gave her a whole new

plan of work with her that we are going to work over the break and everything, and also | told

her, okay, when you will have students strugg
way you carsay thank youo meis if you approach your own students in this way. Now we do

have some good people who engage in this way at NSU, but | wish we had more.

Dr. Ocampo: Yeah, | mean once people get tenure, they have little incentive to try to improve

ther teaching. At |l east, thatodés been my experie
what 6s best for the students? The peopl e who
who donét need i

TG: Well, tenured or not, all four of you good work on behalf of your students. And | feel like

youdbd do that anyway even i f your schools wer
|l i ke the one thing you al/l have i n common i s
be an HSI.
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Dr. Anderson: Yeah, | mean | shared with you
mentioned it. And it has no impact on how | feel or what | do with the students. No matter where
| 6m teaching, i1tds | i ke hdoew afroer ytohuo sgeo icnogmitnog

Dr. Ocampo: | mean, you asked whether | would teach this class differently if at a Pwl. And, |
said I would. But al so, | 0 m Li&es saidearliiargnatylofat P wl
the white students at ECU aaéso from urban schools.

TG: But what | appreciate about you, Dr. Ocampo, is §@t also described your students as
inexperiencedSo, you arenodot saying t heachingihbreey ar e nec
schools. Just that they have lived expemsnas students that is helpful.

Dr. Abbott:Ri ght . Il tés that role of |ived experienc:
continuously working on expanding tlatd learning more about folks who might not have the
same background as you.

TG: And, | thirk as professors, you all capitalize on that. Or at least, you share parts of your
own lived experiences, and even that is a form of teaching.

Dr. OcampoAnd sometimes that sharing is subconscidus.u k n o w, Il didndt grc
urban area. But the students assume | did, wh

TG: Right, the Hispanic male student | interviewed said he felt connected to you in that way.

Dr. Ocampo: And | did teach in an urban areaé
TG: Right, and he waecaudsbouwere Hispan.dtwasdecdusedf t o y o
your credentials, too, and your experience teaching in the Bronx. In fact, he told me that he

thinks professors of education should have2@/ears of K12 teachig experience in one

specific area or subject.

Dr. Ocampo: | mean, yes | only taught for 3 years in the high school classroom, and more time in
the K-12 classroom would certainly make any of us better teachers. But | didldohti c h canét

be said of all myolleagued and | 6 m stil | in the schools rese
harderteachingkl 2 t han col | ege. | woul dnét want to go
Dr. Abbott: Interesting. | see the value in what your studentissapingd , per sonal | y,

go to gaduate school with the intent of being a professor. | was planning on going back to the
classroom, but some of my colleagues were applying for professor jobs, and so | applied, too. So,

in that way, | became a professor of education by happenstancendligp focusing on middle

school in my K12 teaching. That was where | needed to land. But prior to that | had a wide

range of experience across multiple grades and content areas. As a sub, | just wanted to go where

| was neededl even in bilingual classrans wher e | di dnét speak the |
helped me learn the landscape of teaching and education, where children are, who children are.
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Dr. Ander son: |l mean, | 6m a grassroots kind o
time.

Dr. Abbat: | mean, | do work in higher education fulltime but | 6ve al ways vi ev
at the university as...the university is not
university, | think, is more for students, so you know, they woulid@ved in, kind of, the

speak outs and the engagement and the activism in that way.

Dr.RubenWel | , and | t hi nk vy o uthedensegfistedent agtivisnhonme , Dr
campus at NSU is certainly dwindling. The university, in general, does stff. They have a

day on social justice, but ités not really. I
they dondt try. |l dondt know, it used to be m

there was a little bit more of antatst presence. For instance, when Bush was the president, and
there was going to be an election, and students became more active, and we were all having a
little bit more of, kind of a, Iife. |l donot
spending more time on the telephone. Not necessarily is that a bad thing, but the telephone can
certainly stupefy.

Dr. Anderson: Right, bread and circus. We talked about that in my classhe role of cell
phones in particularbut the idea.

Dr. Abbat: Y e s maybe itdés dwindling. But , agai n, i
encourage that. | mean, again, eweith the Earth Day signagexercise in my class. | tried to

bring up activismWe were talking about whether students needed taipsion to post the

signs, and | suggested we could just do it anyway and see what happens. But that if we do that,

we probably shouldndét put our names on it. A
names on it, and | tedivethaghtto tfiald Todvhahextent areiyeut s h av
going to go against [the rule]? Is it loss of a Jidpat we are makiqgpr | oss oBut, a | i be
as TG mentioned, the student may not have gotten thegpaird s a i d ,-case $chnariswo r s t
it gets torn down. | mean we did our part of
TG: | mean, now that | think about it, 1 0m no
have done with that.

Dr. Ocampo: Right . I mean from her perspectiyv
necessarily wrong to see it in that way. Il 6 m

Dr. Ander son: And maupderstand things differéndyou kocaavdt,firsts h e 6 | |
| didndét believe ndy hmaosm awhpelna ns hfeors ayiodu o Gvh e n v
Vietnam. Everyone around me was dying, and she said | was coming home because | was

speci al . |  wapsu tltiikneg, pfiMocne,s lo6fm speci al peopl e
wasnot until | started teaching in Boston man

Dr. Ruben: Right. Our courses do not happen in isolation. They happen alongside other courses

and our studentsdé | ives &mldas DrhAaderson is gaging, they ci op
may even carry over into the future.
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TG:That 6 s wdirdto met Dr.fAedersgrviaen | asked you in our second interview

when iIs the next time you wil/ be assessing vy
Assessment might imply there is one right way to understand thatized in that momenhat

assess was the wrong wordé

Dr. AndersonRight.] t 6 s | i k e |earessti rhcaev ey oywwbuve been here?
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Appendix F

Dr. Andersonés Syllabus (ECU) *

*Information that would reveal the identities of the participants or the institution has beetedeolaremoved.
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Appendix G

Dr. Ocampobés Syllabus (ECU) *

*Information that would reveal the identities of the participants or the institution has been redacted.

5 ethnic
class discussion are used

red for QIR Recommended for GEEED

. (2012). The Teacher’s Guide to Success. New York: Pearson.
-705074-7 (You may use a later or newer edition, the section headings will be si
‘page numbers may be different)

of Topics: Tuesday, September 3, 2019 (9:55AM —2:00PM)

s/Review of Syllabus/BlackBoard protocols
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ity Traits That Make Classroom | Th 9/5/19

‘More Difficult. Review the six traits
article, and for each one evaluate the
ch that trait is an issue for you and classroom
Then describe what steps you could take to
n each of the areas. Length is approximately two

le-spaced pages. Cut and paste onto Discussion
(Article Available in Syllabus)

F 9/6/19

rating Academic Urgency report. Reviewing
ecific Issues, Importance, and Possible

starting on page 8 of the “Generating Academic

ough Improved Classroom Management”
e why each is important, then evaluate how
believe the proposed solutions would be.

solutions you could see yourself applying

m and why. Length is approximately four

pages. Cut and paste onto Discussion

on BlackBoard “Content" tab)
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