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ABSTRACT 
 

There is growing concern that the California school system is failing to ensure equity 

and excellence for all students.  This research sought to understand the perceptions of 

teacher educators at a California public university in the Central Valley with regards 

to what they believe multiple-subject preservice teachers need to know, be able to do, 

and have a disposition towards to ensure equity and excellence in today’s diverse 

classrooms.  The design of the study used a qualitative interpretivist approach via 

semi-structured interviews, observation, and document analysis.  Teacher educators 

perceived that multiple-subject preservice teachers need to know Teacher 

Performance Expectations, need to reflect on their practices, assess students, provide 

collaborative and hands-on activities for learning, and have a disposition that fosters 

personal relationships with students including having high expectations, advocating 

and empathizing with students, and establishing a sense of community both in and out 

of the classroom.  Interpretive analysis of participant responses resulted in the 

following themes: compliance mentality, dysconscious perceptions of deficit, racial 

erasure, and hidden curriculum. 
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CHAPTER I 

INTRODUCTION 

 California is the United States’ most populous state and serves the most 

students in the public education system (United States Department of Education 

[USDE], 2014a).  The demographic profiles of students nationally enrolled in the pre-

kindergarten through twelfth grade (P-12) system are increasingly diverse while the 

teaching force is predominantly White, middle-class, and monolingual English 

speaking (Bennett, 2012; Sleeter, 2001). This demographic profile of students and 

teaching force is mirrored in California, even more so when narrowed to focus on the 

Central Valley of California, a “vast area stretching from the north at Shasta County 

to the south at Kern County, approximately 450 miles in length” (Umbach, 1997).  

This area includes four California State Universities, all of which have teacher 

education programs.  For the purpose of this study, the Central Valley is delimited to 

include only six counties, a region that is specifically served by one university which 

is included in this study. 

 The population of the Central Valley is 34.23% White, 43.9% Hispanic or 

Latino, 9.73% Asian, 5.37% Black or African American, 2.27% American Indian and 

Alaska Native, <1% Native Hawaiian and Other Pacific Islander, and 4.13% who 

identify as two or more races (United States Census Bureau, 2016).  These numbers 

differ when using demographic data solely representing student data from the 

California Department of Education (CDE).  The demographic of the student 
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population in the Central Valley is 24.67% White, 56.91% Hispanic or Latino, 6.62% 

Asian, 5% Black or African American, <1% American Indian and Alaska Native, 

<1% Native Hawaiian and Other Pacific Islander, 2.27% Filipino, 2.16% who 

identify as two or more races, and <1% who decline to state (California Department 

of Education, 2016c).  Regardless if one is using census or CDE data, it is apparent 

that a majority of the Central Valley is non-White; therefore, throughout this project 

populations are not referred to as minorities, but as non-dominant racial, ethnic, or 

socioeconomic populations.  Though socio-economic data could be provided by each 

population, it is not necessary for the context of this study.  What is necessary to note 

is that 2014 estimates show 20.3% of Central Valley persons are living in poverty 

(United States Census Bureau, 2016), and 67.65% of students enrolled in public 

schools in the Central Valley during the 2014-2015 school year qualified for free or 

reduced lunch fees (CDE, 2016c), an indicator of low socio-economic status.  The 

variation in indicators of poverty between home income and free and reduced lunch 

status is due to differing criteria for qualification.  This community and school 

population information must be understood by educators who have the challenge of 

ensuring equity and excellence for all students.  

 Unfortunately, in the Central Valley, educators are not meeting the challenge 

of making sure that all students achieve.  To begin, the academic demographics of the 

Central Valley show that of the entire population, only 17% of persons aged 25 or 

older have a bachelor’s degree or higher (United States Census Bureau, 2016).  It is 

not surprising, therefore, that the Central Valley includes four of the nation’s ten 
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least-educated cities (Bernardo, 2014; Dill, 2014).  This dearth of degrees may be in 

part due to the educational system that is preparing students for entrance into and 

success in post-secondary education.  In the 2013-2014 school year, only 82% of 

Central Valley cohort students graduated from high school, and of those graduates, 

only 29% were eligible for entrance into a University of California (UC) or California 

State University (CSU) system (CDE, 2016b).  Dissecting the data further shows that 

all racial groups met the Central Valley average or exceeded it with the following 

exceptions:  79% of Hispanics graduated from high school, and of those, only 24% 

were eligible for entrance into a UC or CSU; 71% of African Americans graduated 

from high school, and of those, only 20% were eligible for entrance into a UC or 

CSU; and 70% American Indians graduated from high school, and of those, only 20% 

were eligible for entrance into a UC or CSU.  Additionally, the performance of 

students in the Central Valley on the 2014-2015 California Assessment of Student 

Performance and Progress (CAASPP) show only 37% of Central Valley students 

meeting or exceeding standards in English Language Arts/Literacy and only 42% 

meeting or exceeding standards in mathematics (CDE, 2016a).  When broken down 

further we again see that Hispanics, African Americans, and American Indians meet 

or exceed standards at lower percentages than other ethnic and racial populations.  In 

addition, students who are identified as socio-economically disadvantaged meet or 

exceed standards at lower percentages than their socio-economically stable or 

advantaged counterparts.  Central Valley educators are not successful at ensuring that 
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all students are meeting academic expectations, particularly non-dominant racial, 

ethnic, or socioeconomic populations. 

 These concerning statistics suggest that the larger issue among public schools 

in the Central Valley may not be whether there are varying expectations that all 

students will learn depending on their race, ethnicity, or socioeconomic status, but 

whether all students actually do learn.  Reflecting on these challenging realities, both 

perception of ability and measured success are important metrics.  To address this 

issue, Central Valley educators should consider a focus on teaching equitably, as 

defined by Field, Kuczera & Pont (2007): 

Equity in education has two dimensions. The first is fairness, which implies 

ensuring that personal and social circumstances – for example gender, socio-

economic status or ethnic origin – should not be an obstacle to achieving 

educational potential. The second is inclusion, which implies ensuring a basic 

minimum standard of education for all – for example that everyone should be 

able to read, write and do simple arithmetic. (p. 11) 

 If educators are going to ensure equity and excellence in the classroom – that 

all students receive what they need to succeed academically, socially, and 

emotionally – then teacher preparation programs that facilitate an equity 

consciousness and support the teaching of non-dominant racial, ethnic, and 

socioeconomic students is critical.  Preservice teacher preparation is also critical 

because teachers have the greatest impact on student learning.  In Hattie’s (2009) 

synthesis of over 800 meta-analyses relating to student achievement, 9 of the top 13 
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influences on student learning are related to the teacher or teaching.  Because teachers 

have such great influence on student learning, preservice teachers need to be 

instructed on ways to ensure equity and excellence in their classrooms. 

 The instruction of these new teachers could be in any 1 of 240 approved 

institutions with active teacher education programs (California Commission on 

Teacher Credentialing, 2016b).  The renewed emphasis on teacher education 

programs is also a result of the shortage of prepared and qualified teachers to fill 

classrooms.  Though the recession of 2008 caused many teachers to lose their jobs, 

public schools in California today are now trying to repopulate classrooms with 

teachers quickly.  Often these needs require schools and districts to hire interns, 

especially in the content areas of mathematics and science.  The use of interns to fill 

classrooms as full-time teachers is problematic because they are at the beginning or in 

the midst of teacher education programs and not fully prepared for the challenges of 

being an educator. It is imperative that these new teachers are prepared to ensure 

equity and excellence in their classrooms.  

Problem Statement 

 To improve schools and the education of all children we need to understand 

what teacher educators who prepare multiple subject preservice teachers in the 

Central Valley perceive that these preservice teachers need to know, be able to do, 

and have a disposition towards to ensure equity and excellence in today’s diverse 

classroom.  This teacher educator perception can be influenced by many factors, and 

this study seeks to understand what those factors might be.  The literature on 
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preparing preservice teachers is strong; however, we have little knowledge of Central 

Valley teacher educator perceptions on multiple subject preservice teacher 

preparation because there is no research done on this specific topic in this unique 

geographical area. 

Purpose of the Study and Research Question 

 The purpose of the study is to include Central Valley teacher educator 

perceptions into the preservice teacher education research literature by acquiring 

knowledge through research that may lead to closing the achievement gap.  By 

understanding these perceptions, we may move forward as educators to potentially 

improve the learning experiences of all students.  To do this, the following question 

was used to guide the research: What do teacher educators perceive new teachers 

need to know, be able to do, and have a disposition toward in order to ensure equity 

and excellence within their classroom? 

 To answer this question I used a qualitative interpretivist methodology.  As a 

participant observer in the study, I sought to understand the perceptions of the teacher 

educators. I did this by valuing their experiences and understanding that their 

perceptions of the realities in preparing multiple subject preservice teachers are 

subjective and socially constructed.  In order to understand their multiple truths, the 

methods of semi-structured interviews, observation, and document analysis were 

used. 
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Significance of the Study 

  Date and historic context play a significant role in understanding school 

purpose in the United States for different students.  These historical factors play a role 

in educator perceptions and preparation; ideas shaped by context may align with or 

contradict existing literature on teacher education.  In the current decade, increased 

attention has been given to the issue of equity in education at the national, state, and 

local level.  The increased attention may be a reflection of the number of students 

who are not performing at grade level expectation.  In particular, there is a consistent 

disparity between White students’ performance on assessments and their African 

American and Hispanic peers’ performance on the same assessments. To address 

these consistent, disturbing statistics, increased scrutiny has been placed on the 

teaching profession. Before teachers enter the classroom, they are enrolled in teacher 

education programs.  The numerous teacher education programs in the United States 

do not have consistent practices, nor do they have consistent determiners of 

competency that establish readiness to teach in the public classroom. This question of 

readiness is particularly true for classrooms made up of diverse students who require 

and deserve an equitable and excellent education that counteracts the learning 

disparities evidenced in the academic statistics. 

 This interpretive qualitative research study will help inform teacher educators 

who prepare multiple subject preservice teachers, specifically those in the Central 

Valley of California, how instructional practices in teacher education programs lend 

themselves to equity and excellence for P-12 students.  The results gathered in this 
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study are especially relevant to teachers of dominant races and/or ethnicities who 

serve students of non-dominant races and/or ethnicities.  

 Additionally, the study will highlight actions, words, and thoughts that create 

barriers to equity and excellence for non-dominant racial, ethnic, or socioeconomic 

students.  Perhaps most importantly, enlightened with new information and results of 

the research, teacher educators may be influenced to modify their instructional 

practices to ensure equity and excellence for both multiple subject preservice teachers 

and the P-12 students whom they serve. 

Chapter Summaries 

 This dissertation is organized into five chapters.  Chapter I, an Introduction, 

provides an overview of Central Valley demographics and highlights the disparity of 

academic proficiency when comparing White students with students of non-dominant 

racial or ethnic populations.  Paramount to addressing the racial-academic disparity is 

preparing high quality teachers in teacher education programs to teach all students 

equitably and excellently.  Additionally, this chapter highlights the study’s relevancy 

and its necessity to advance the current body of literature on preparing teachers with 

an equity consciousness to meet the needs of today’s P-12 classrooms.  Chapter II, 

Literature Review, provides historical context related to the study as well as a review 

of the research literature associated with teacher education.  Chapter III, 

Methodology, describes the design of the study, using a qualitative interpretivist 

approach via semi-structured interviews, observation, and document analysis.  

Chapter IV, Descriptive Results, includes participant responses to questions and how 
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they relate to current research.  Chapter V, Interpretive Analysis, includes an analysis 

of participant responses with the development of themes as well as an interpretation 

of the relationship among those themes, implications for future research, and 

recommendations based on the results of the study. 

Definition of Terms 

For a better understanding of this study, the following terms are operationally 

defined. 

All Students – “This phrase is intended as a widely inclusive term that references all 

students attending public schools. Students may exhibit a wide range of 

learning and behavioral characteristics, as well as disabilities, dyslexia, 

intellectual or academic advancement, and differences based on ethnicity, 

race, socioeconomic status, gender, gender identity, sexual orientation, 

language, religion, and/or geographic origin. The range of students in 

California public schools also includes students whose first language is 

English, English learners, and Standard English learners” (California 

Commission on Teacher Credentialing, 2016a). 

Elementary (Multiple Subject) Teacher – an individual with the credential to teach in 

“a self-contained classroom such as classroom settings in most elementary 

schools” (California Commission on Teacher Credentialing, 2016a).  The 

individual may be assigned to teach in any self-contained classroom (P-12 or 

in classes organized primarily for adults).  The individual may also serve in a 

core or team teaching setting.  
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P-12 – The letter “P” refers to pre-kindergarten and “12” refers to the twelfth grade in 

high school.  The range implies the public educational span in which most 

students attend school.  

Preservice Teachers – individuals who are enrolled in university with the intent of 

becoming teachers in public or private school systems. 

Student Teaching - Student teaching is defined as experience in a classroom or school 

under the direction and supervision of an experienced practitioner to complete 

teacher education program requirements. Other terms sometimes used include 

field work, field experience, directed teaching, practice teaching, practicum, 

etc. (California Commission on Teacher Credentialing, 2015). 

Teacher Educators – individuals who teach at the university level and prepare 

preservice teachers for teaching in P-12 public or private schools by 

facilitating coursework required to meet the requirements of teaching 

credential programs. 
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CHAPTER II 

LITERATURE REVIEW 

 The intent of this literature review is to provide an overview of the evolution 

of education in the modern United States, provide a justification for the increased 

focus on equitable practices needed in education, provide an examination of the 

research and works of others that promote equitable practices, and to identify areas 

that may need further examination to prepare teachers to meet the demands of diverse 

classrooms committed to equity and excellence. 

Education’s Evolution in the United States 

 The purpose of the American public education system, from inception until 

today, is constantly evolving.  Multiple approaches have been used to accommodate 

many different and shifting purposes in education; one purpose has not consistently 

been considered more important than any other.  Since 1820, the various purposes 

and approaches in the United States educational system, while sometimes successful 

for their expressed goals, have not always included all students.  To include everyone 

is to address the issue of equity and excellence in education.   

 Shifting political climates often create barriers to including everyone in 

education.   The 1950s were characterized first by Brown v. Board of Education and 

then the “Race to Space.”  Brown v. Board of Education ruled in 1954 that “in the 

field of public education the doctrine of ‘separate but equal’ has no place, [and that] 

Separate educational facilities are inherently unequal” (United States Courts, 2016).  
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Because the ruling did not give direction for implementation, this case, and the road 

to desegregation in schools, would play out (and is still playing out) in educational 

systems over many years.  Toward the end of the 1950s, the Soviet Union launched 

the first Earth-orbiting satellite into space; Americans no longer felt technologically 

superior.  In response, “the National Defense Education Act of 1958 became one of 

the most successful legislative initiatives in higher education” (United States Senate, 

2016), emphasizing academic content focused on math, science, and foreign 

languages.  

 The “open-classroom” movement of the 1960s mirrored the social unrest and 

retaliations against the social constraints of the previous decade, which included an 

emphasis on race, gender, special needs, and President Lyndon B. Johnson’s “War on 

Poverty.”  Also included in this decade was the release of the Coleman Report in 

1966 which “set in motion the mass busing of students to achieve racial balance in 

public schools” (Kiviat, 2000).  The 1970s brought the creation of minimum 

competency standards in education and the creation of the United States Department 

of Education (USDE), which fostered formal assessment and measurement.  At the 

same time, United States exportation of manufacturing jobs to other countries took 

initial steps towards turning an industrial economy into a knowledge-based one.  

Economist Gary Becker argued that “human capital represented three-fourths of the 

wealth of the United States and that investment in education would be the key to 

further economic growth” (Spring, 2014, p. 82-83).  This shift from a manufacturing 
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economy to a knowledge economy would place a greater emphasis on global 

knowledge, communication, and networking. 

 The 1980s were characterized by the release of the National Commission on 

Excellence in Education’s report, A Nation at Risk: The Imperative for Educational 

Reform (USDE, 1983) and an additional report, A Nation Prepared: Teachers for the 

21st Century compiled by the Task Force on Teaching as a Profession (Carnegie 

Forum on Education and the Economy, 1986).  The former began the conversation 

related to equity; the latter, standards for the teaching profession.  The 1990s brought 

national educational goals based on the A Nation at Risk report, which included 

guidelines for professional development of teachers (Cochran-Smith & Villegas, 

2015; Futrell, 2010). 

 The 2000s were characterized by the No Child Left Behind Act of 2001, 

which reauthorized the Elementary and Secondary Education Act of 1965.  Though 

No Child Left Behind did not improve overall academic achievement, it did increase 

awareness of non-dominant racial, ethnic, and socioeconomic student groups by 

requiring local education agencies to identify academic proficiency rates by ethnicity, 

socio-economic status, and special education status. This attention to diverse groups 

elevated the equity conversation by “providing clear, common expectations for 

student achievement for all student groups; focusing public attention on achievement 

gaps; providing accountability data…and holding district and school leaders 

accountable for educating literally all students” (Skrla, McKenzie, & Scheurich, 

2009, p. 13).  Finally, the 2010s are highlighted by the Every Student Succeeds Act of 
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2015, an additional reauthorization of the Elementary and Secondary Education Act.  

With this latest incarnation, the Obama administration sought to “create a better law 

that focused on the clear goal of fully preparing all students for success in college and 

careers” (USDE, 2015a), further heightening the equity concerns in education by 

including provisions that specifically address the issue of academic progress 

regardless of race, income, zip code, disability, home language, or background. 

Increased Focus on Equity 

The emphasis on educational equity is not only highlighted at the national 

level, but at every level within the institution of education.  If one reviews the current 

educational rhetoric, there is an obvious trend that guides educators’ attention.  The 

USDE (2014b) Strategic Plan for Fiscal Years 2014-2018 has an entire goal devoted 

to equity: 

The Department’s goal is to ensure that all – not just a subset – of the nation’s 

children, youths, and adults graduate high school and obtain the skills 

necessary to succeed in college, in the pursuit of a meaningful career, and in 

their lives.  This includes racial, ethnic, and religious minority students; low-

income students; English learners; students with disabilities; girls and women; 

lesbian, gay, bisexual, and transgender students; and students who live in 

geographical locations with the greater barriers to or fewer opportunities for 

an equitable education.  (p. 33) 

 Similarly, the California Department of Education’s (CDE) mission statement 

states their goal is to “prepare students to live, work, and thrive in a multicultural, 
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multilingual, and highly connected world” (California Department of Education 

[CDE], 2015e).   More specifically, California’s new English Language Arts and 

English Language Development Framework has an entire chapter devoted to access 

and equity, stating, “Schooling should help all students achieve their highest 

potential.  To accomplish this, students need to be provided equitable access to all 

areas of the curricula” (CDE, 2015d, p. 880).  

 The university participating in this study, a teaching university, states on their 

College of Education homepage that one will find a “vibrant academic environment 

with a commitment to diversity and educational opportunities for all,” specifically 

advertising in their mission statement that they are “committed to the development of 

diverse educational leaders who meet the needs of a multicultural and multilingual 

society” and that their vision is to “model a culture of educational accessibility and 

respect for diversity” (California State University, X1 [CSU], 2015b). 

 Though state, institutional, and college language address diversity and suggest 

implementing equitable practices, the evidence of their written commitment is not 

backed by assessment data.  Student scores on the National Assessment of 

Educational Progress (NAEP) show that Black, Hispanic, Native Hawaiian/Other 

Pacific Islander, and American Indian/Alaskan Natives consistently perform lower 

than their White, Asian/Pacific Islander, and Asian counterparts in reading and 

mathematics at both fourth and eighth grade.  Similarly, students who are eligible for 

the National School Lunch Program (NSLP), a measure of socioeconomic status, 

                                                
1 Any identifiers of studied university omitted for confidentiality 
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consistently perform lower than those not eligible (USDE, 2015d).  Academic 

achievement statistics are similar at the California state level.  “In 2013, 73 percent of 

California’s fourth grade public school students were unable to read at grade level 

and 67 percent were unable to compute at grade level” (Children’s Defense Fund, 

2015).  Though troublesome, the percentages of Black fourth graders not able to read 

(87%) or compute (82%) and Hispanic fourth graders not able to read (84%) or 

compute (81%) are worse (Children’s Defense Fund, 2015).  These statistics are 

mirrored in students in the Central Valley of California (CDE, 2016a. 

The aforementioned statistics call into questions the gap between the intent of 

P-12 educational institutions’ commitments to provide students with “the skills 

necessary to succeed in college,” to ensure that students “achieve their highest 

potential,” and to “model educational accessibility” and their ability to fulfill those 

commitments, especially when we consider non-dominant racial, ethnic, and 

socioeconomic populations.  The consistent gap that exists in academic achievement 

is an equity issue because the academic institutions are not ensuring that personal and 

social circumstances are no longer obstacles to achieving educational potential.  A 

large number of students are not meeting minimum educational standards, but it is not 

because of the lack of information available on how to improve learning outcomes for 

all students.  The works of Banks (1995), Gay (1997, 2002), Nieto (1994, 2006), and 

others show that schools and classrooms that are culturally responsive are making 

strides in supporting all students in meeting and exceeding minimum educational 

standards. 



 
 

17 
 

 
 

Multicultural Education Theory 

 With a multicultural education theory background, teachers are more likely to 

be culturally responsive.  The research of Sleeter and Grant (1987) shows that the 

term multicultural education is defined in varying ways.  For this research, 

multicultural education theory is perceived as an overarching umbrella that includes 

ideals found in culturally-responsive teaching, culturally-responsive pedagogy, 

culturally-relevant education, culturally-relevant teaching, culturally-relevant 

pedagogy, and multicultural education.  To summarize the many definitions of others, 

multicultural education seeks to achieve social and economic equity through the 

educational institution by integrating diverse cultures throughout the curriculum, 

empowering students to be accepting of cultures different from their own by 

understanding the role of race, ethnicity, and social class, and ultimately being agents 

of their own learning (Banks, 1995; Bennett, 2012; Merryfield, 2000; Smith, 2009).  

Multicultural education theory stemmed from “a school reform movement that arose 

out of the Civil Rights Movement of the 1960s and 1970s” (Banks, 1995, p. 391) with 

the goal to reform schools so that all students would have an equal opportunity to 

learn.  To prepare teachers to work effectively with non-dominant ethnic, racial, or 

socioeconomic students is a multidimensional process whose key components can be 

organized into simplistic categories “used to identify the basics of multicultural 

education…the knowledge, attitudes, and skills needed to teach to, about, and through 

cultural diversity” (Gay, 1997, p. 161).   Critics of multicultural education often pull 

their arguments from isolated incidents or practices that are not closely aligned with 
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the multicultural education theory, or critique multiculturalism which has a different 

meaning entirely (Banks, 1995).  In the face of these criticisms, multicultural 

education theory stands true to the ideals that all human beings and their unique 

identities are valuable in a diverse society. 

Demographics in Education 

 To respect and value diversity, one first must be aware and acknowledge the 

existence of diversity (or lack thereof).  Teachers with a background in multicultural 

education have the potential to improve student achievement, especially when 

considering the demographics of students and teachers at the national, state, and local 

level.   

Table 1    
United States Education Demographics by Ethnicity and Gender 

  Student Teacher 
Preservice 
Teacher 

White 51 81.9  
Black 16 6.8  
Hispanic 24 7.8  
Asian/Pacific Islander 5 1.8  
American Indian 1 < 1  
Two or More 3 1  
Female  76.3 70 
Male   23.7 30 
Note.  Values are percentages. 
Source.  U.S. Department of Education, "Racial/Ethnic Enrollment in Public Schools," 
2015c; U.S. Department of Education, "Number and Percentage Distribution of Teachers in 
Public and Private Elementary and Secondary Schools, by Selected Teacher Characteristics," 
2015b. 

 

When considering the teacher population in Table 1, 51% of teachers have 

elementary credentials and 49% have secondary credentials (USDE, 2015b).  With 
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student gender populations at nearly half female and half male, the statistics show that 

female teachers dominate both the teaching workforce and the preservice teacher 

demographic.  The demographics of the teaching population do not mirror the student 

population; instead, the Department of Education demographics show that Whites are 

the dominant ethnicity in the teaching workforce.  Similar statements can be made 

when reviewing data at the California state level. 

Table 2    
California Education Demographics by Ethnicity and Gender 
  Student Teacher CSU Faculty 
White 24.6 65.0 66.0 
Black 6.0 3.9 

30.0* 

Hispanic 53.6 18.6 
Asian/Pacific 
Islander/Filipino 9.3 7.2 

American Indian < 1.0 < 1.0 
Two or More 2.8 < 1.0 
Unknown/None 3.1 4.0 3.7 
Female 48.6 73.2 46.5 
Male  51.4 26.8 53.5 
Note.  Values are percentages. 
*30.0% of CSU faculty are non-dominant races/ethnicities including Black, Hispanic, 
Asian/Pacific Islander/Filipino, American Indian, or identifying as more than one of these 
races. 
Source.  California Department of Education, Educational Demographics Unit, "Statewide 
Enrollment by Ethnicity", 2015d; California Department of Education, Educational 
Demographics Unit, "Enrollment by Gender, Grade and Ethnic Designation", 2015c; 
California Department of Education, Educational Demographics Unit, "Certificated Staff by 
Ethnicity", 2015a; California State University, "Full-Time Faculty by Rank, Gender, and 
Ethnicity (Headcount), Fall 2013 and Five Years Earlier", 2015a. 

 

In the 2014-15 school year, 295,025 public school teachers were employed in the 

state of California (CDE, Educational Demographics Unit, 2015a).  Though 

California has a smaller percentage of White teachers when compared to national 
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statistics: White teachers still outnumber teachers from non-dominant racial or ethnic 

populations.  To note, in California, the largest student racial demographic is 

Hispanic, though only 18% of teachers racially identify as Hispanic.  Faculty in the 

California State University (CSU) system are not reported by unique ethnic groups as 

they are at the state level; instead, faculty are recorded as White, minority, or 

unknown.  Finally, though the leading national and state demographic for teacher 

gender is female, at the statewide CSU teacher educator level, the gender 

demographic is more aligned with student gender demographics that are almost equal 

in male and female numbers.  While it is important to consider why White women are 

drawn to the teaching profession, or why men or individuals from non-dominant 

racial or ethnic populations are not drawn to the profession, it is equally important to 

consider what systems are in place that may create this disparity.  Specific to this 

research, how does a predominantly female teaching force impact the learning and 

academic success of a more evenly divided student gender population?  And how 

does that same predominantly White teaching force impact an increasingly diverse 

student population?  The data show that the ethnic and gender disparities do not 

solely exist at the national and state level, but also in the Central Valley. 
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Table 3 
Central Valley and CSU X Student Demographics by Ethnicity and 
Gender 

  P-12 
Student 

CSU Bachelor 
Student 

CSU Credential 
Student 

P-12 
Teacher 

White 24.7 38.4 35.8 71.5 
African American 5.1 2.3 1.4 2.0 
Hispanic/Latino 56.9 38.6 27.4 17.0 
Asian 6.6 8.5 5.4 4.2 
Pacific Islander < 1.0   <1.0 
Filipino 2.3   1.2 
American Indian < 1.0 < 1.0 < 1.0 < 1.0 
Two or More 2.2   < 1.0 
Unknown/None < 1.0 11.6 29.3 2.3 
Female 48.6 78.8 78.5 72.5 
Male  51.4 21.2 21.5 27.5 
Note.  Values are percentages. 

Source.  California Department of Education, Educational Demographics Unit, 
"County Enrollment by Gender, Grade & Ethnic Designation", 2015b; California 
Department of Education, Educational Demographics Unit, "Certificated Staff by 
Ethnicity", 2015a; California State University, X*, "Headcount Enrollment by 
College, Demographic Characteristics, and Degree Level-College of Education", 
2015c [*Any identifiers of studied university omitted for confidentiality] 

 

 Central Valley P-12 teachers make up 5.7% of all California teachers (CDE 

Educational Demographics Unit, 2015a) and exceed the state percentage of White 

teachers by 6.5%.  This is doubly concerning because White teachers in the Central 

Valley are nearly three times (2.89) the demographic percentage as White students.  

Moreover, as students progress through the educational system, P-12 to bachelor’s 

degree to credential program, White enrollment increases while enrollment for 

students from non-dominant racial and ethnic populations decreases, ultimately 

leading to a teaching workforce that strongly differs from their student population.  
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The problem with these demographic differences is that “historically, schools have 

not educated [minority] students on par with their White, more affluent, native 

English-speaking peers, and there are persistent disparities in achievement” (Cochran-

Smith & Villegas, 2015, p. 11).  These disparities in achievement may also be 

influenced by the racial and cultural incongruence between students of color and their 

White teachers (Howard, 2003).  The demographics of students compared to their 

teachers are also profound because students from non-dominant racial and ethnic 

populations “have been expected to divorce themselves from their cultures and learn 

according to European American cultural norms.  This places them in double 

jeopardy – having to master the academic tasks while functioning under cultural 

conditions unnatural (and often unfamiliar) to them” (Gay, 2002, p. 114).  

 These challenges are then compounded when those who are preparing 

preservice teachers also do not match the demographic of the students who are to be 

served.  The research on teacher educators lists more challenges than guidance for 

success with teaching equitable practices needed in today’s classrooms.  Teacher 

educators have shown an unwillingness to change (Futrell, 2010) and an emphasis on 

content specialization and theoretical knowing rather than knowledge specific to 

teacher educating (Goodwin et al., 2014).  It is then not surprising that there is a 

“need to look more closely at the congruence of goals in preparing teachers for 

diversity and equity and the experiences and knowledge of their faculty” (Merryfield, 

2000, p. 441).  Those teacher educators that do have an impact on preparing 

preservice teachers with an equity consciousness are those that recognize the multiple 
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realities and are conscious of other perspectives and not threatened by them 

(Merryfield, 2000; Villegas & Lucas, 2002).  In addition to the aforementioned 

recognition and consciousness, teacher educators also need to have a knowledge of 

the general readiness levels of their students to facilitate the types of conversations 

and experiences that are needed to prepare preservice teachers for today’s diverse P-

12 classrooms (McAllister & Irvine, 2000). 

Having teacher educators who are able and willing to facilitate conversations 

to promote an equity consciousness is imperative because academic statistics show P-

12 educators are not meeting the needs of all students, especially those that are from 

non-dominant racial, ethnic, and socioeconomic populations.  The inability of 

educators to academically prepare all students, coupled with the dominance of White 

educators in the field, both at the P-12 and teacher education level, is a call for an 

examination of how teacher education programs and teacher educators prepare 

preservice teachers for meeting the demands of the modern diversified classroom. 

Teacher Education Programs 

Not only do the demographics of the teaching population not closely align 

with those who are being taught, there are also significant improvements that need to 

be made with regards to developing an equity consciousness among those who are 

preparing to be teachers.  “[T]eacher preparation programs must be as culturally 

responsive to ethnic diversity as K-12 classroom instruction” (Gay, 2002, p. 114).  

However, there are challenges in preparing White, middle-class preservice teachers 

“to teach students whose cultural and social biographies differ markedly from their 
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own” (Cochran-Smith et al., 2015).  In addition to the concern about who is being 

trained, we should also be concerned with how they are being trained.  “The realities 

of what it takes to teach in U.S. schools such that all children truly have an 

opportunity to learn are nearly overwhelming” (Darling-Hammond, 2006, p. 301), 

which is why it is so important that our teacher education programs are designed with 

equity and excellence in mind and are held to the highest of standards. 

 Unfortunately, teacher education programs throughout the United States differ 

greatly.  In 2011, 2124 teacher preparation programs existed in the United States 

(USDE, Office of Postsecondary Education, 2013).  The programs are categorized as 

either traditional Institutes of Higher Education2 (IHEs), Alternative IHE-based3, or 

Alternative non-IHE based.  IHEs make up 69% of the teacher preparation programs 

and carry 89% of the overall preservice teachers.  Alternative IHE-based institutions 

make up 22% of the teacher education programs and enroll 5% of preservice teachers.  

Alternative non-IHE based teacher programs make up 9% of teacher education 

programs and also enroll 6% of preservice teachers (USDE, Office of Postsecondary 

Education, 2016). Though alternative routes have more successfully recruited from 

                                                
2 “Traditional teacher preparation programs generally serve undergraduate students 
who have no prior teaching or work experience, and lead to at least a bachelor’s 
degree.  Some traditional teacher preparation programs may lead to a teaching 
credential but not to a degree.  A traditional teacher preparation program in the 
outlying areas may lead to an associate’s degree” (USDE, Office of Postsecondary 
Education, 2016, p. xiii). 
3 “Alternative route teacher preparation programs primarily serve candidates whom 
states permit to be the teachers of record in a classroom while participating in the 
route.  They may be within an IHE…or outside an IHE.” (USDE, Office of 
Postsecondary Education, 2016, p. xiii). 
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non-dominant racial populations, “they have a mixed record in terms of the quality of 

teachers recruited and trained” (Wilson, Floden, & Ferrini-Mundy, 2002, p. 198). 

 Beyond an individual’s route or program toward teaching, equitable 

preparation is sidelined by service competency determiners that vary from state to 

state as there is no national standard for teaching; “each state independently sets the 

requirements that candidates must meet in order to receive an initial teacher credential 

in that state” (USDE, Office of Postsecondary Education, 2013, p. 57).  In California, 

preservice teachers at the elementary level must pass the California Basic Educational 

Skills Test (CBEST), the Multiple Subject Subtest I, II, and III, the Reading 

Instruction Competence Assessment®, and the Teaching Performance Assessment. In 

California, as in all states, secondary level preservice teachers have different exams 

based on the subject in which they plan to teach (USDE, Office of Postsecondary 

Education, 2013).  But even with assessments being used as determiners of readiness 

of content, there is question of their validity with regards to truly determining teacher 

readiness for the classroom.  According to Wilson, Floden, and Ferrini-Mundy 

(2002), “more research is needed to ascertain with confidence the link between 

certification tests and teaching practice” (p. 198).  Beyond examinations, preservice 

teachers can also acquire a credential through transcript reviews, which would 

involve an individual receiving teaching certification based on the courses taken and 

passed, per documentation in official transcript.  In California, for instance, an 

individual may have to submit their transcripts to an approved outside organization 

for evaluation.  Based on the courses that were taken at a given university, the 
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evaluator would determine whether credential standards were met through university 

coursework (California Commission on Teacher Credentialing, 2016e). 

The CSU system explains the multiple paths student take to teaching in the 

public school classroom: a blended program, a credential, an intern credential, a pre-

intern program, an emergency permit, and a waiver program.  A blended program 

allows for candidates to earn their undergraduate degree and teaching credential 

simultaneously within four years.  In these programs, the content is offered 

simultaneously with pedagogy.  The credential program is offered as an additional 

year of instruction while student teaching at a local school.  The emphasis of learning 

is on skills such as classroom management, lesson planning, and curriculum 

development.  The intern credential program involves a partnership between the 

university and the local education agency (LEA).  Candidates attend classes during 

the summer and evening because they work full-time as teachers under contract 

during the traditional school year.  The candidate has to have completed 120 hours of 

post-baccalaureate studies, including three specific methods courses.  The pre-intern 

program is a similar agreement to the intern program, but the candidates work with an 

emergency credential and will need to eventually enter into an intern credential 

program.  The emergency permit is granted only if a candidate has the specified 

number of required units (depending on grade and/or subject) and has passed the 

CBEST.  The emergency permit is not renewable unless the candidate has enrolled in 

a formalized credential program and has shown progress (6 units) toward earning a 

credential.  Finally, as a last resort, the California Commission on Teacher 
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Credentialing (CCTC) may grant a waiver for a candidate if the LEA shows an area 

of need for a specific teacher.  To do so, a district requests that the CCTC waive 

requirements “because there is no one else that can teach that class and there is reason 

to believe that the candidate will be successful and the candidate has a specific plan 

and commitment to completing a credential” (California State University, 2015b). 

Across states, there are varied ways to become a classroom teacher. 

Regardless of varied teacher education programs or competency standards through 

which individuals enter the teaching profession, because of the diverse student 

population in today’s classrooms, the nation’s teaching force should be prepared to 

provide an equitable education for all students. 

Critical Features of Teacher Education Programs for Equity 

 As previously discussed in this chapter, political shifts and policies influence 

practices in education.  In response to and by reflection on these shifts, Zeichner and 

Liston (1990) identified reform movements in teacher education that are still relevant 

today.  These movements include the academic tradition, the social efficiency 

tradition, the developmentalist tradition, and the reconstructionist tradition.  The 

academic tradition focuses on teachers as subject matter specialists and scholars; the 

social efficiency tradition focuses on behavioral or disposition competencies; the 

developmentalist tradition focuses on student-centered experiences rather than 

teacher-centered experiences; and the social reconstructionist tradition identifies both 

schooling and teacher education as important and questions why and how we should 

educate in order to both understand society and to help develop the society we desire 
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(Zeichner & Liston, 1990).  Teacher education research of the last decade falls largely 

into the last tradition of social reconstructionism.  Sturm and Guinier (1996), as cited 

in Villegas and Lucas (2002), argue: 

Prospective teachers need to comprehend how American society is stratified, 

for example, along racial/ethnic, social class, and gender lines. They also need 

to understand that social inequalities are produced and perpetuated through 

systemic discrimination and justified through a societal ideology of merit, 

social mobility, and individual responsibility. (p. 22) 

It is the responsibility of teacher educators to facilitate this comprehension in the 

minds and hearts of preservice teachers; there is a moral imperative to do so because 

equity issues in education include, but are not limited to, overwhelming evidence of 

White dominance in curricular canons, faculty demographics, and social practices 

(Swartz, 2003); low-income students often being taught by less-qualified teachers 

(Darling-Hammond, Chung, & Frelow, 2002; Zeichner, 2006); and deficit thinking 

among teachers (McKenzie & Scheurich, 2004; Milner, 2010; Yosso, 2005).  But 

how do teacher educators create or modify programs that prepare a dominantly White 

workforce to serve an ethnically and socioeconomically diverse populations?  

Multiple factors can improve the preparation of preservice teachers for meeting the 

needs of the 21st century learners: recruitment and admissions, multicultural 

conceptual infusion throughout the program, equity consciousness, culturally 

relevant curricula, classroom community, and clinical work. 

Recruitment and Admissions 
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How teacher education programs accept applicants is as varied as the number 

of programs that exist.  When juxtaposed with the teacher and student demographics 

presented herein, Sleeter’s (2008)  argument that “a diverse teaching force is more 

likely than a homogeneous one to bring knowledge of diverse students’ backgrounds, 

families, and communities, and commitment to serving diverse students” (p. 1949) 

has a special resonance.  This same theory applies to teacher education.  Preservice 

teachers are more likely to be culturally responsive and have an equity consciousness 

when they are exposed to instructors and peers who share “different perspectives and 

funds of knowledge based on their different social identities and experiences” (Childs 

et al., 2011, p. 6).  An example of this is the Winnipeg Education Center program that 

focused on creating teachers for Winnipeg inner-city schools by designing an 

extensively selective applicant process.  The program was intentional about making 

sure that the preservice teacher enrollment demographics would match those of the 

individuals that they were to serve in the schools to the benefit of those students 

(Hesch, 1999).  Therefore, an argument in recruitment and admission is that teacher 

education programs should recruit and prepare more teachers of color, and/or recruit 

and select those who bring experiences, knowledge, and dispositions that will enable 

them to teach in culturally diverse schools (Childs et al., 2011; Hesch, 2009; Sleeter, 

2001, 2003, 2008; Swartz, 2003). 

Multicultural Conceptual Infusion throughout the Program 

The typical response to the call for diversity or equitable practices in teacher 

education programs is to have a course or two on multicultural education, diversity in 
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the classroom, urban education, or something of the like (Eick & McCormick, 2010; 

Milner, 2010; Sleeter, 2008; Villegas & Lucas, 2002); however, “one course does not 

provide an adequate amount of time for a person to cultivate an in-depth 

understanding of culturally-responsive teaching” (Bennett, 2012, p. 381).  Instead, 

researchers argue that the process to address equity issues in public education should 

begin at recruitment and admissions and take place throughout the teacher education 

process of early field experiences, conversations and production in professional 

coursework, and in clinical practice.  An emphasis on the “tight coherence and 

integration among courses and between course work and clinical work in schools that 

challenge traditional program organizations, staffing, and modes of operation” could 

better prepare teachers for diverse classroom futures (Darling-Hammond, 2006, p. 

306).  For this all to happen, teacher education faculty must plan together, share their 

syllabi, and branch out beyond departments and divisions to engage in collegial 

conversation regarding equitable practices that support student learning. 

Equity Consciousness 

Developing an equity consciousness addresses the need for teacher educators 

to prepare preservice teachers with explicit knowledge about cultural diversity to 

meet the educational needs of diverse students (Bennett, 2012; Gay, 2002).  Sleeter 

(2008) argues that this should include dynamics of prejudice and racism, privilege 

and economic oppression, how schools contribute to these inequities, and the nature 

of institutional discrimination in society and schools.  An example of this would be 

the need for teacher educators to prepare preservice teachers in confronting 
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misconceptions and controversies surrounding learning styles (Gay, 2002; Sleeter, 

2008).  Middleton (2002) found that these types of curricular challenges need to be 

presented in a way that it is authentic and non-threatening, fits the level of student 

development, and is perceived as relevant.  In contrast, Zeichner (2006) argues that 

more intense coursework on pedagogy for diversity should be included.  The 

preservice teacher’s knowledge of cultural diversity and the educational systems’ role 

in influencing the learning experiences of diverse learners is a step toward providing 

equitable learning for students. 

Culturally-Relevant Curricula 

 Gay (2002) argues that to meet the expectations of designing culturally 

relevant-curricula, teacher educators must deal directly with controversy, study a 

wide range of ethnic individuals and groups, and identify contextual issues within 

race, class, ethnicity, and gender.  Thus, it is important that preservice teachers are 

provided a “space” to have exchanges related to controversy, to do self-analysis and 

critical reflection of their own realities.  These exchanges could include the 

development of cultural self-identities (McAllister & Irvine, 2000; Sleeter, 2008), 

self-examinations of ethnocentrism (Middleton, 2002; Sleeter, 2008), guided 

autobiographies to develop a sense of self socially and culturally (Sleeter, 2008; 

Villegas & Lucas, 2002), critical reflection on experiences (Bennett, 2012; Eick & 

McCormick, 2010), or other systematic reflections on student learning in relation to 

learning and teaching (Darling-Hammond, 2006; Sanders, Haselden, & Moss, 2014; 

Sleeter, 2001, Smith, 2009).  In addition to elements of self-reflection, Sleeter (2001) 
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also argues for using simulations of unequal opportunity, engaging preservice 

teachers in debate, and teaching about White privilege.  Finally, Nieto (2006) 

suggests that improvisation be used as a strategy to see beyond bureaucratization and 

support a passion for social justice. 

 To design culturally-relevant curricula it is also important for both teacher 

educators and preservice teachers to do a deep cultural analysis of textbooks and 

other materials (Gay, 2002; Villegas & Lucas, 2002) and to confirm that the materials 

portray the diverse groups realistically and from a variety of perspectives (Smith, 

2009).  In so doing, preservice teachers can better develop multicultural curriculum 

(Sleeter, 2008) that distinguishes among the formal, symbolic, and societal curricula 

that exist (Gay, 2002) in P-12 classrooms. 

Classroom Community 

 Teacher educators can help their preservice teachers create classroom 

communities that are conducive to learning for diverse students by having high 

expectations (Gay, 2002), instructing preservice teachers in ways to locate common 

cultural connections, and build solidarity with, and empathy for their P-12 students 

(Milner, 2010; Nieto, 2006).  Teacher educators should capitalize on what their 

preservice teachers bring to academics (Sleeter, 2008) and use imaginative strategies 

such as video cases (Smith, 2009), book study groups (Eick & McCormick, 2010), 

and mail cultural exchanges (Sleeter, 2001).  A key component in creating equitable 

classroom communities is having effective cross-cultural communication.  The 

communication styles of different groups reflect cultural values and shape learning 
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behaviors.  Teacher educators need to prepare preservice teachers on how to modify 

classroom interactions to better accommodate the varying communication styles.  

Sleeter (2008) argues that highlighting the relationships between language, culture, 

and learning can accomplish these goals of cross-cultural communication.  She also 

argues an evaluation of culturally-appropriate teaching and assessments.  For 

preservice teachers to be able to implement these practices, they must first know their 

P-12 students more personally. Bennett (2012) suggests one-on-one student teacher 

interactions as an effective tool for building classroom community that may also be 

an effective tool for implementing more specific strategies previously listed. 

Clinical Work in Schools 

 Regardless of the strategies that may be employed in the teacher education 

program to prepare preservice teachers for a diverse classroom and to teach equitably, 

the practice of employing what has been learned is equally important.  This “practice” 

comes in the form of clinical work – also referred to as field experience, or student 

teaching.  Systematic and connected clinical experiences allow preservice teachers to 

learn from expert practice in schools that serve diverse students (Darling-Hammond, 

2006; Futrell, 2010; Zeichner, 2006).  The experiences are powerful when preservice 

teachers can examine and apply concepts and strategies that are being simultaneously 

learned in their courses.  In addition, feedback from teachers in the classroom and 

teacher educators provides opportunities for systematic reflection and learning 

(Darling-Hammond, 2006, 2010; Feiman-Nemser, 2001).  Clinical work can often be 

the most challenging and rewarding experiences for preservice teachers. 
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 An additional approach to augment clinical work in schools is through 

community-based immersion practices.  “Community-based cross-cultural immersion 

programs are those in which teacher education students actually live in communities 

that are culturally different from their own while they are learning to teach” (Sleeter, 

2001, p. 96).  Research on these types of experiences generally report powerful 

impacts (Sleeter, 2001), showing an increase in cultural sensitivity and awareness, 

and heightened empathy toward individuals from different backgrounds (Bennett, 

2012).  Preservice teachers report greater gains in confidence with implementing 

family-centric practices when working with low-income and/or ethnic minority 

families through home visits, attending community events, or shopping in stores of 

their students’ communities (Amatea, Cholewa, & Mixson, 2012) and gain a better 

understanding of students’ capabilities, strengths, and interests. 

Unfortunately, though states are required to report how many hours are 

required of their preservice teachers, similar to competency standards, there are no 

national standards for how many hours of supervised clinical experience a preservice 

teacher must have.  At the national level, there are two levels of clinical experiences 

reported: “1) classroom observations and participation, such as tutoring…peer to peer 

practice teaching, and…other interactive teacher and student formats, but without 

responsibility for a classroom and 2) student teaching with responsibility for a 

classroom” (USDE, Office of Postsecondary Education, 2016, p. 6).  Of all preservice 

teachers in the nation for the academic year 2009-10, only 47% took part in 

supervised clinical experience, with the average number of hours required at 100 
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(USDE, Office of Postsecondary Education, 2013).  Similarly, the most commonly 

reported average number of hours required reported in 2016 was also 100, but the 

percentage of preservice teachers who took part was unreported (USDE, Office of 

Postsecondary Education, 2016).  These national statistics are disappointing, given 

that research supports clinical work as a practice to improve preservice teachers’ 

ability to meet the needs of diverse students and provide an equitable and excellent 

educational experience.  The key to preservice teachers’ success and growth is in 

being fully prepared for a diverse student population and having the theoretical and 

practical knowledge to equitably facilitate the learning experiences of all students in 

the classroom.  This knowledge is unlikely to be acquired without quality teacher 

educators to facilitate the way. 

Conclusion 

 Educators have the responsibility to provide an equitable and excellent 

education for students, regardless of race, ethnicity, religion, economic status, 

language skill, ability, gender, or sexual orientation per the expectations outlined by 

both state and federal governments.  Every child should have access to strategically, 

multiculturally, and technically trained teachers.  Zeichner (2006) argues that this can 

happen when teacher education programs have “clear and consistent visions of 

teaching and learning that guide the program, strong integration between instruction 

about teaching and clinical practice, and clear articulation of the performance 

standards by which candidates’ teaching is judged” (p. 331).  Moreover, until teacher 

educators en masse understand and apply the research practices that support 
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preservice teachers’ abilities to teach all students, the United States will continue to 

produce teachers that leave students behind.  Though the research presented offers 

strategies and approaches to influence preservice teachers’ ability to meet the diverse 

learning needs of their potential students, there are areas for continued research. 

 There is limited research on teacher educator perceptions of what preservice 

teachers need to know, be able to do, and have a disposition toward in order to 

provide an equitable and excellent education for all students.  This research addresses 

local achievement gaps and compiles knowledge needed to understand what is 

required to close those achievement gaps by researching the perceptions of teacher 

educators in a local, traditional IHE.  Specifically, this project investigates the 

perceptions of teacher educators who prepared multiple subject preservice teachers 

who then went on to serve students in the Central Valley.   
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CHAPTER III 

METHODOLOGY 

 The Central Valley is an ethnically diverse area of California that is likely to 

continue to diversify.  As a result, Central Valley educators’ responsibility in 

addressing the education of diverse students will only intensify and require 

intersecting areas of knowledge that include “knowledge of learners and how they 

learn and develop…understanding curriculum content and goals…[and an] 

understanding of and skills for teaching…informed by an understanding of 

assessment and of how to construct and manage a productive classroom” (Darling-

Hammond, 2006, p. 303).  It is the responsibility of teacher education programs, and 

the teacher educators within, to educate and provide experiences for preservice 

teachers that will prepare them to not only learn, but also apply that knowledge to 

ensure equity and excellence in their respective P-12 classrooms.   “Teacher 

education programs must be transformed to ensure that future members of the 

profession are prepared to teach, counsel, and lead our schools and communities in 

the 21st century” (Futrell, 2010, p. 439).  Specifically, the purpose of this study is to 

understand what teacher educators in a Central Valley public university teacher 

education program perceived multiple subject preservice teachers need to know, be 

able to do, and have a disposition towards to ensure equity and excellence within their 

P-12 classrooms.  This purpose, the possible results, and my role as interviewer 

necessitated interpretive qualitative research methodology and design. 
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Research Design 

The purpose of qualitative research is to understand the constructed realities 

of individuals.  In carrying out interpretivist qualitative research, individuals’ belief 

systems, perspectives and experiences are shared, recorded, and used as data for 

analysis.  The researcher is “interested not only in the physical events and behavior 

that are taking place, but also in how the participants…make sense of these [events], 

and how their understanding influences their behavior” (Maxwell, 2013, p. 30).  In 

seeking to understand the participants’ perceptions and understandings, researchers 

acknowledge how their own interpretations flow from their personal experiences.  In 

seeking to make sense of these different meanings, interpretivism offers a qualitative 

approach for exploring and understanding a given situation (Creswell, 2014; 

Maxwell, 2013). 

The interpretivist paradigm contrasts directly with the positivist’s single, 

objective, and static reality.  The interpretivist paradigm’s purpose is to understand, 

and the ontology of interpretivism suggests that reality is subjective and a 

“construction of the human mind” (Merriam, 1991, p.48).  How teacher educators 

prepare multiple subject preservice teachers and the knowledge they bring into the 

classroom is a result of their socially-constructed perceptions.  Therefore, the 

axiology of this research was valuing the lived experiences of teacher educators, 

which resulted in multiple truths.  These truths or assumptions of the individuals are 

important to consider because “they [led] to different questions being asked and 

hence different knowledge being added to the field” (Merriam, 1991, p.49).  I chose 
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interpretivist qualitative research for this study because there was a gap in the 

prevailing literature related to the perceptions of Central Valley teacher educators 

concerning what multiple subject preservice teachers need to know, be able to do, and 

have a disposition towards in order to teach all P-12 students equitably.  The teacher 

educators’ perceptions provided interpretations that “point out some significance or 

meaning in the world… [which could] inspire others to perceive, believe or act in 

different ways” (Glesne, 2011, p. 24).  These perceptions and interpretations could 

not be analyzed quantitatively and would not provide one objective truth; therefore, 

an interpretative qualitative paradigm was most appropriate for this particular study. 

Methodology and Methods 

Interpretivist qualitative research seeks “to interpret people’s constructions of 

reality and identify uniqueness and patterns in their perspectives and behaviors” 

(Glesne, 2011, p. 19).  This research project utilized participant observation and 

involved the researcher as “the primary instrument for both data collection and data 

analysis, [who] shares in the world of the researched and then interprets what he or 

she experienced there” (Merriam, 1991, p.49).   I relied on multiple methods to 

collect data including semi-structured interviews, field notes, document analysis, and 

reflexive journaling to “understand the multiple perspectives available” (Glesne, 

2011, p. 47).  Guiding the interviews, “the most common and most powerful ways we 

… try to understand our fellow human beings” (Fontana & Frey, 1994, p. 361), was 

the over-arching research question: What do multiple subject preservice teachers need 

to know, be able to do, and have a disposition towards to ensure equity and 
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excellence in today’s diverse classrooms?   

Contextual Information of the Research Site 

 The study took place at a public university located in California’s Central 

Valley.  The university, to be referred to as Central Valley University, is part of the 

greater California State University system that is comprised of 23 total campuses.   At 

the time of the study the university served more than 9,000 students at two locations.  

With over 1000 instructional staff and faculty, the student to teacher faculty ratio was 

22:1.  The university offered more than 100 majors, minors, and areas of 

concentration; it also offered master’s degree programs and a doctoral program in 

educational leadership.  The most popular graduate degree program on the campus 

was the Master in Education program, (CSUX, 2015a) though the college’s dean 

communicated that even more students were enrolled in the post baccalaureate 

teacher education program. The research took place at the university for all but one 

participant. Research participants at Central Valley University helped to directly 

engage the participants within their context.     

Participants 

 The goal of interpretivist qualitative research is “to rely as much as possible 

on the participants’ views of the situation being studied” (Creswell, 2014, p. 8).  The 

situation being studied was teacher educators’ perceptions of what they believed 

multiple subject preservice teachers need to know, be able to do, and have a 

disposition towards in order to ensure equity and excellence in today’s diverse 

classroom.  I employed purposive sampling in choosing participants who could 
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deliberately “provide information that [was] particularly relevant” (Maxwell, 2013, p. 

97) to the research question and goals of the study.  The goals of the study targeted 

equity issues in education, particularly in the Central Valley; therefore, I interviewed 

teacher educators at the Central Valley University.   The teacher education faculty at 

the university was made up of 50 individuals, 17 of which prepare multiple subject 

teacher educators.  I interviewed seven teacher educators who had prepared multiple 

subject preservice teachers within the past two years. 

Participant Selection 

 As I was looking for participants in the study, I narrowed the list of 17 

multiple subject teacher educators to a list of 15 faculty who taught a course listed in 

the 2016 university course catalog.  Using the university website, I then researched 

and solicited input from other Central Valley University faculty to determine which 

teacher educators provided a majority of the multiple subject preservice teacher 

instruction, which narrowed the participant pool to seven.   All seven participants, 

through purposive sampling, met the following criteria: 

 Criteria 1:  Full-time teacher educators within the multiple subject 

teacher education program. Faculty who taught full time within the multiple subject 

teacher education program had the greatest opportunity for interaction with multiple 

subject preservice teachers. 

 Criteria 2:  Part time teacher educators participating in the Faculty Early 

Retirement Program (FERP). Those who taught in the multiple subject teacher 
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education program who participated in FERP taught 50% and had a history with the 

program. 

Data Collection 

 The primary method of data collection for this study was semi-structured 

interviews, observation, and document analysis.  The semi-structured interviews were 

conducted one-on-one and in-person between the months of July and November, 

2016.  Before meeting with the participants, I provided a digital copy of the informed 

consent (see Appendix A) and requested that they complete a background information 

sheet (see Appendix B).  The background information sheets were included in the 

document analysis and supported the semi-structured nature of the interview by 

providing information from which to expound upon during the interview.   The 

interviews were guided by protocol (see Appendix C) and  developed and previously 

piloted with non-participants in January of 2016.  The protocol was designed in 

response to the review of related literature, the research question that guided the 

study, and the collaborative input of a fellow doctoral student who conducted a 

“sister” study.  The open-ended question format allowed for interviewees to “tell his 

or her story with as little interruption as possible” (Glesne, 2011, p. 185) and to 

elaborate upon their experiences, practices, and feelings about the two.  I was 

prepared to develop follow-up questions when unexpected leads arose in the course of 

the interview and probed with “tell me more” and “please explain” to “capture the 

unseen that was, is will be, or should be” (Glesne, 2011, p. 145).  The interviews were 

digitally recorded and transcribed.  Review of the digital recordings and transcriptions 
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lent themselves to my further reflection.  The goal of this process was to establish a 

“human-to-human relation with the respondent and the desire to understand rather 

than to explain” (Fontana & Frey, 1994, p. 366). 

The process of observing included taking field notes on the behavior and 

activities of the participants during the interviews.  I kept a journal of thoughts, 

memos, reflections, and descriptive notes throughout the interview process.  The 

benefit of documenting observations was to record information as it occurred, 

especially as unusual occurrences were noticed during the interview (Creswell, 2014, 

p. 191).   The observations were of the interviewee, the environment that the 

interview took place in, the physical mannerisms and gestures of the interviewee as 

she or he engaged in the interview, my reactions to the responses, and any additional 

observation noted in the process or right after interviews.  The limitation of this 

practice was that there were occasions when it appeared the participant was distracted 

either by my note-taking or by the possibility that they believed I was making 

judgments (Creswell, 2014, p. 191).  Therefore, I also took mental notes when I felt 

writing notes would not be prudent, and I expanded upon all notes either immediately 

after each interview or by the end of the same day (Glesne, 2011). 

 The document analysis provided further data related to the study.  The 

document collections included course syllabi of the teacher educators’ courses, 

descriptive statistics of the Central Valley of California, university program 

documentation, and documents related to the study available on the California 

Department of Education website as well as the California Commission on Teacher 
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Credentialing website.  All documents helped me to prepare follow up questions and 

to engage in the interview process more effectively by addressing the research 

question and added to the process of analysis after interviews were complete. 

Data Analysis 

 Throughout the study as data were collected and reflections were documented, 

data analysis proceeded “hand-in-hand with other parts developing the qualitative 

study” (Creswell, 2014, p. 194).  The other parts included in this study were, semi-

structured interviews, observation, and document analysis, all of which lent 

themselves to the method of constant comparison to organize and analyze the data.   

 The constant comparative method involved “comparing one segment of data 

with another to determine similarities and differences” (Merriam, 2009, p. 30).  To do 

this thoroughly, I organized and prepared the data by having the interviews 

transcribed, reviewed the transcriptions with field notes, made memos of thoughts 

while reviewing the transcriptions, and began to sort and arrange the data into themes.  

In this review process of the data, I looked for general ideas about what participants 

said and then began to categorize data by identifying key words or ideas in the 

margins based on past literature and those that were surprising or were outliers 

(Creswell, 2014).  Ultimately, the goal was to create a “framework of relational 

categories” (Glesne, 2011, p. 195) for the data. 

Trustworthiness 

In interpretivist qualitative research the issue of validity is debated because 

the nature of the research is socially constructed (Creswell, 2014; Glesne, 2011; 
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Maxwell, 2013).  Instead, a process of verification for this study focused on the 

concept of trustworthiness, established through credible, transferable, and 

confirmable techniques as described by Lincoln and Guba (1985). 

Credibility 

To establish credibility I employed prolonged engagement with the 

participants by investing a sufficient amount of time to ensure saturation by setting up 

the interview, engaging fully in the interview, and following up with conversations or 

electronic communication related to the interview.  While engaging in the interview, 

because the goal of the research was to understand, I worked to build rapport with the 

participants by attempting to see their perspectives (Fontana & Frey, 1994).  These 

prolonged engagement techniques were intended to provide “an opportunity to build 

trust” (Lincoln & Guba, 1985, p. 303).  I worked to build trust with the participants 

by maintaining their confidentiality, by not having a hidden agenda, and by respecting 

their time as I engaged fully in the interview process with them.  

The opportunity to summarize thoughts and feelings also assisted in the 

process of peer debriefing to enhance the credibility of the study.  I exposed myself to 

a peer that has earned her Ph.D. in developmental psychology and who teaches 

outside of the teacher education program at Central Valley University.  She pushed to 

refine the dissertation and research process and was able to play “the devil’s 

advocate” (Lincoln & Guba, 1985, p. 308) and tested my working hypotheses, my 

next steps in the methodological design, and offered me an opportunity to debrief and 

clear my mind.  This peer met the criteria of not being my junior, nor my senior; she 
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was not a person of authority in my work or education and was not a member of my 

dissertation committee. 

Transferability 

 In order for transferability to transpire in interpretivist qualitative research, the 

researcher “can provide only the thick description necessary to enable someone 

interested in making a transfer to reach a conclusion about whether transfer can be 

contemplated as a possibility” (Lincoln & Guba, 1985, p. 316).  It was my 

responsibility to provide a wide scope of information, detailed descriptions setting, 

and many perspectives about themes.  As Glesne (2011) states, “The more sources 

contributing, the richer the data and the more complex the findings” (p. 48).  A goal 

in this study was to avoid generalizations and instead provide an understanding of 

Central Valley University teacher educator perceptions. 

Confirmability 

 To establish confirmability I employed the use of a reflexive journal, though 

this technique has “broad-ranging application to all… areas” (Lincoln & Guba, 1985, 

p. 327).  This technique essentially provided data about the human instrument that is 

the researcher.  I made every effort to follow the recommendations of Fontana and 

Frey (1994) and “[took] notes regularly and promptly; [wrote] everything down, no 

matter how unimportant it may [have] seem[ed] at the time; [tried] to be as 

inconspicuous as possible…; and analyze[d]…notes frequently” (p. 368).  While 

doing so, I organized the notes according to the recommendation of Lincoln and Guba 

(1984) making sure to have three separate sections: daily schedule and logistics, 
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personal diary, and methodological log. 

Conclusion 

 The purpose of this study was to understand the perception of teacher 

educators in the Central Valley, what they perceived multiple-subject preservice 

teachers in the same area need to know, be able to do, and have a disposition towards 

to ensure equity and excellence in the today’s diverse classroom.  In this chapter I 

have described the researcher as the primary instrument of the interpretivist 

qualitative research using the methodology of participant observation.  Participants 

were chosen using purposive sampling and data was collected using semi-structured 

interviews, observation, and document analysis.  The data analysis proceeded hand-

in-hand with the other parts of the study.  Using the constant comparative method, 

themes were identified to create relational categories.  Finally, to ensure 

trustworthiness associated with the study a myriad of techniques were utilized 

including prolonged engagement, peer debriefing, thick description, and reflexive 

journaling.
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CHAPTER IV 

DESCRIPTIVE RESULTS 

As referenced in previous chapters, what is missing from the current literature 

on teacher education for equity and excellence in today’s classrooms is the 

perceptions of teacher educators who prepare multiple subject preservice teachers in 

the Central Valley on what these preservice teachers need to know, be able to do, and 

have a disposition towards to ensure equity and excellence in today’s diverse 

classroom.  This chapter includes the understandings and perceptions of the teacher 

educators at Central Valley University that will add to the academic conversation 

about how multiple subject preservice teachers are prepared to meet the needs of a 

growing, diverse student population.  The teacher educator perceptions and 

understandings are organized into three themes that mirror the research question: 

content (What do preservice teachers need to know?), pedagogy (What do preservice 

teachers need to do?), and equity consciousness (What do preservice teachers need to 

have a disposition towards?). 

 The participants included three males and four females.  Half of the 

participants self-identified in the age range of 51-60; two self-identified as older and 

one as younger.  A majority of participants self-identified as a member of a non-

dominant racial or ethnic group and three of these identified as English learners.  The 

teacher educator participants’ range of service at the university spanned 9-21 years, 

and all attended public primary and secondary schools (two also attended a private 
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elementary school for one year).  A majority earned their Bachelor of Arts degree at a 

California State University, and all seven participants had experience teaching in 

California public schools.  Five of the seven were associate professors, two were full 

professors, and all currently taught at least one class in the teacher education program 

of the participating university at the time of the study. 

The perceptions and understandings of the teacher educators interviewed is 

supported in part by the research literature on preservice teacher education. This 

literature states that preservice teachers need to know the content that they will teach 

P-12 students (Ball, 2000; Ball, Thames, & Phelps, 2008; Feiman-Nemser, 2001; 

Kleickmann, et al., 2013; Shulman, 1986, 1987, 2013), have the pedagogical skills to 

teach those students (Shulman, 1986, 1987; Feiman-Nemser, 2001; Wilson, Shulman, 

& Richert, 1987) and have a disposition that is sensitive to equity issues so that all 

students learn, in other words, an equity consciousness (Banks et al., 2001; Bennett, 

2012; Delpit, 1995; Garmon, 2004; Gay, 2002; Ladson-Billings, 1995a, 1995b; 

Middleton, 2002; Milner, 2010; Nieto, 2006; Sleeter, 2008; Zeichner, 2006; Zeichner 

et al. 1998).  Similarly, the California Commission on Teacher Credentialing (CCTC) 

expects general education teachers to have a body of knowledge, skills, and abilities 

to teach all students attending public schools.  These expectations are outlined for 

teacher preparation programs by the Commission in the document titled, California 

Teaching Performance Expectations (TPEs) (2016a) (see Appendix D), and evidence 

of meeting those standards in coursework are evaluated through the program review 

process. 
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It appears that though content, pedagogy, and an equity consciousness are 

woven throughout the TPEs, the nature of the Commission’s program requirements 

and review process create a culture of compliance for the teacher educators.  Rather 

than emphasize a substantive understanding of the importance of preservice teachers’ 

subject content knowledge, pedagogical skills, and equity consciousness in their 

interviews, the teacher educators spoke with greater emphasis about incorporating the 

TPEs into their curriculum and instruction.   Though the TPEs embed content, 

pedagogy, and equity, the participants’ responses emphasized meeting or addressing 

the standards of the TPEs, rather than the content within them.   To further illustrate 

the emphasis on meeting the TPE standards in every course, a state-required matrix 

document (see Appendix E) was provided by one of the participants to show evidence 

of which courses fulfilled the TPEs. 

Specifically, when teacher educator participants shared what multiple subject 

preservice teachers need to know, they mainly discussed the need to address the 

California Teaching Performance Expectations (TPEs) and the time constraints that 

hinder instructing beyond the TPEs.  When participants addressed what preservice 

teachers need to do, rather than explicitly address pedagogy, most shared the 

pedagogical practices they modeled that they believed would transfer to their 

preservice teacher students.  Therefore throughout the interview process, teacher 

educators framed answers in the context of their university classrooms rather than in 

the classrooms of the multiple subject preservice teachers that they were preparing in 

the teacher education program.  And when teacher educators reflected on the desired 
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preservice teachers’ disposition, they emphasized the need for the preservice teachers 

to personally “know” their students and to foster a sense of community both inside 

and outside of the classroom.  Many of the participants addressed the need to teach all 

students but mentioned only English learners, socioeconomically disadvantaged 

students, and students who receive services through special education, to the 

exclusion of additional categorical descriptors included in “all” such as multiple 

ethnicities or races beyond Hispanic or White, gender, gender identity, sexual 

orientation, religion, and/or geographic origin. 

What Multiple Subject Preservice Teachers Need to Know 

 A classroom teacher requires subject content knowledge in order to assess the 

level of their students’ understanding, to select meaningful tasks, and to differentiate 

instruction to ensure all students learn (Ball, 2000; Ball, Thames, & Phelps, 2008; 

Feiman-Nemser, 2001; Kleickmann, et al., 2013; Shulman, 1986, 1987, 2013).  

However, not all teacher educators agree on how subject content knowledge is 

defined.  What multiple subject preservice teachers need to know can be understood 

to mean many different things.  For the sake of this research, subject content 

knowledge “refers to the amount and organization of knowledge per se in the mind of 

the teacher” that allows the teacher to define for students “the accepted truths in a 

domain…to explain why a particular proposition is deemed warranted, why it is 

worth knowing, and how it relates to other propositions, both within the discipline 

and without, both in theory and in practice” (Shulman, 2013, p. 6).  The subject 

content knowledge combined with an equity consciousness to meet the educational 
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needs of diverse students (Bennet, 2012; Gay, 2002) creates a standard of what 

preservice teachers need to know to teach all students.  Whereas the literature 

addresses the need for subject content knowledge, the perceptions of what the 

participating teacher educators believed multiple subject preservice teachers should 

know indicates an emphasis on addressing the standards of the TPEs rather than the 

content within them.  The difficulty then is parsing the participants’ perceptions and 

understanding into categories of “know,” “do,” and “disposition” because their 

responses overwhelmingly focused on the TPEs which encompass all three, without 

distinction in their descriptive narratives. 

An example of this lack of distinction can be found in TPE 3, “Understanding 

and Organizing Subject Matter for Student Learning.”  The domain title implies the 

need for subject content knowledge (understanding subject matter) and pedagogical 

knowledge (organizing subject matter).  Within every domain there are a set of 

“elements that identify key aspects of teaching performance” (California Commission 

on Teacher Credentialing, 2016a).  One of the seven elements for this domain 

identifies that beginning teachers: 

Adapt subject matter curriculum, organization, and planning to support the 

acquisition and use of academic language within learning activities to promote 

the subject matter knowledge of all students, including the full range of 

English learners, Standard English learners, students with disabilities, and 

students with other learning needs in the least restrictive environment 

(California Commission on Teacher Credentialing, 2016a, p. 8). 
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This one element expects teachers to have subject matter knowledge (content) and to 

adapt curriculum, organization, and planning within learning activities (pedagogy) for 

all students (equity consciousness).  As evidenced by this element, the TPEs 

encompass the need for preservice teachers to know content, pedagogy, and have an 

equity consciousness although the terms content knowledge, pedagogy, and equity 

consciousness were not clearly articulated within the TPE requirements. Therefore, it 

can be argued that the TPEs are written in a way that mixes up process and outcome 

and obfuscates how teacher educators prepare multiple subject preservice teachers. 

When every teacher educator mentioned the TPEs in response to questions 

about what multiple subject preservice teachers need to know, they were not 

addressing subject matter content knowledge but rather the “body of knowledge, 

skills, and abilities” that constitute the TPEs and are required by the CCTC to be 

implemented into teacher preparation programs in California (California Commission 

on Teacher Credentialing, 2016).   As stated by one participant,  

My experience…is that many [preservice] teachers don’t even know how to 

put together a good lesson plan. They don’t even know how to write a good 

objective quite frankly, okay, and so I am teaching them math, but I am really 

trying to teach them how to organize a lesson, how to get a good objective, 

how to assess that objective and in between how to then meet, you know, what 

do they do in between... 

The participant explained that the university course content may contain math, but the 

purpose of the course as stated on the university web page is “to provide an 
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introduction to the methods and materials used in the teaching of math;” (CSUX, 

2014) therefore preservice teachers are actually learning lesson planning and 

objective writing rather than math content knowledge.  Whereas this participant 

focused course instruction on lesson planning and objective writing rather than math 

content, another participant explained that multiple subject preservice teachers “need 

to understand how to observe kids and to know what they are looking for. And the 

experiences that we gave them in how to assess kids, I believe, helps them to know 

what to look for.”  By addressing the TPEs in varied ways, rather than subject content 

knowledge, it appears that the TPEs not only drive the content of teacher educators’ 

instruction, but also lay the foundation for what they believe multiple subject 

preservice teachers need to know which emphasizes pedagogy and assessment over 

subject content knowledge. 

The rationale for emphasizing pedagogy and assessment over subject content 

knowledge may be due to the requirement that preservice teachers are expected to 

master the TPEs in order to pass the Teaching Performance Assessment (TPA), which 

is based on the TPEs and meets the requirement (in addition to course work and 

clinical practice) for recommendation of a preliminary teaching credential in 

California (California Commission on Teacher Credentialing, 2016c).  This 

information then begs the question: if teacher educators are not teaching subject 

matter content knowledge, where do multiple subject preservice teachers at Central 

Valley University acquire the knowledge to teach all students? The presumptive 

answer to this question would be that preservice teachers would have acquired this 
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knowledge in their respective programs leading up to the teacher education program 

at Central Valley University. 

According to the Central Valley University teacher education webpage, the 

primary undergraduate pathway leading to the multiple subject credential program is 

the Liberal Studies program.  The mission of the Liberal Studies Program is “to 

insure that students graduate with a strong subject matter background and necessary 

experience and content to prepare them for a teaching career in elementary education” 

(CSUX, 2014) and highlights that students can choose from 26 diverse 

concentrations.  Upon review of the Liberal Studies Major Advising Plan (see 

Appendix F), it appears there is no subject content knowledge program for potential 

multiple subject preservice teachers.  It also appears to be possible to graduate from 

Central Valley University with a Liberal Studies degree and enroll in the teacher 

education program having taken only two math courses titled Elementary 

Foundations of Mathematics I and II.  Considering that algebra is a gatekeeper course 

to graduation as well as opportunities beyond high school (Smith, 1996), multiple 

subject teachers should have mathematical understandings that facilitate the 

development of learning experiences for elementary students’ algebraic 

comprehension.  Even with the general education and major concentration 

requirements met, it may be difficult to argue that two courses in any one subject area 

would constitute a “strong subject matter background.”  

If the research supports that teachers need depth of knowledge in the subject 

area that they teach, and if multiple subject teachers teach all subjects, then logic 
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would argue that multiple subject teachers would need deep content knowledge in all 

areas that they teach.  The Liberal Studies program at the studied university does not 

appear to provide this.  To further complicate the issue, if teacher educators are 

expecting multiple subject preservice teachers in their program to have a deep content 

knowledge as a result of their liberal studies preparation, and the CCTC necessitates 

an emphasis on the TPEs, it is unlikely that the preservice teachers leaving the teacher 

education program at the studied university will have the deep content knowledge 

required of their profession. 

Though many of the participants implied a desire to impart further knowledge 

beyond what they currently offer, there was also a belief that there was not enough 

time to do so. One participant shared, “[the content] is so much and I feel like, I mean 

I know I overwhelm them with all this information” and, “there is just – there is not 

enough time.”  The aforementioned perception of limited time and the participants’ 

emphasis on content driven by TPEs are at odds with prevailing research on the 

importance of content knowledge.  Ball (2000) states that knowing content is “crucial 

to being inventive in creating worthwhile opportunities for learning that take learners’ 

experiences, interests, and needs into account” and is creative, which entails 

“designing instruction in ways that are attentive to difference [and] requires 

substantial proficiency with the material” (p. 242).  Neither interviews nor the 

analysis of documents exhibited opportunities for teacher educators to address or 

assess multiple subject preservice teachers’ subject content knowledge.  One teacher 

educator’s belief that, “I don’t have time to teach them math, I teach them how to 
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teach math,” was mirrored by another’s: “So in this course we teach students how to 

teach science.” These responses indicate the possibility that multiple subject 

preservice teachers’ subject content knowledge may be absent entirely from the 

preparation program.  Moreover, the acknowledgment by a participant that 

“Sometimes the [preservice] teachers don’t know the content well enough to be able 

to teach it in different ways or explain it” recognizes an awareness that the lack of 

subject content knowledge has a negative impact on ensuring equity and excellence in 

today’s classroom.  If the teacher educators are not providing the subject content 

knowledge and their perceptions are that the preservice teachers do not have the 

subject content knowledge to be effective for all their P-12 students, then one must 

question the effectiveness of the Liberal Studies elementary teaching content 

preparation program that is intentionally designed to prepare preservice elementary 

teachers for the teacher education program at the same studied university. 

The call to question the Liberal Studies program or to further refine the 

subject content knowledge goals of the teacher education program more closely 

aligns the outcomes to research that supports preservice teachers’ need to have 

subject content knowledge, pedagogical skills, and an equity consciousness to meet 

the needs of all students. Instead, participants charged with preparing multiple subject 

preservice teachers appeared to be guided strongly by the TPEs.  Missing from their 

stated understandings were references to the importance of subject content knowledge 

and the teacher educators’ role in confirming subject content knowledge through their 

instruction for equity.  Additionally, though the phrase “all students” was mentioned, 
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explicit attention was only placed on English learner students and students who 

receive services through special education to the exclusion of other non-dominant 

racial and ethnic populations.  The design of the TPEs also influenced the teacher 

educators’ perceptions of what multiple subject preservice teachers need to do to 

ensure equity and excellence because of its coalescence of teacher knowledge, skills, 

and abilities.  In summary, teacher educators believed preservice teachers need to 

know what is articulated in the California Teaching Performance Expectations. 

What Multiple Subject Preservice Teachers Need to Do 

A teacher who has pedagogical skills has the ability to organize and 

reorganize the understanding of learners.  It is “the capacity of a teacher to translate 

the subject content knowledge he or she possesses into the forms that are 

pedagogically powerful and yet adaptive to the variations in ability and background 

presented by the students” (Shulman, 1987, p. 15) that can ensure equity and 

excellence.  The methods and practices of teaching are innumerable. For this 

research, Banks’ dimensions of multicultural education serves as the “benchmark 

criteria for conceptualizing, developing, and assessing [the] theory, research, and 

practices” (Banks, 1995, p. 392) that Central Valley University teacher educators 

employ and that influence their perceptions of what multiple subject preservice 

teachers need to do in today’s classrooms.  In his research, Banks (1995) identified 

the dimensions as content integration, knowledge construction, equity pedagogy, 

prejudice reduction, and empowering school culture and social structures. 
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The first dimension of multicultural education, content integration, can be 

described as “the ways in which teachers use examples and content from a variety of 

cultures and groups” (Banks, 1995, p. 291).  An element of this dimension was found 

in one participant’s syllabus that included the texts Esparanza Rising, a narrative 

focusing on the Mexican migrant experience, and Rules, a narrative that focuses on a 

girl with a sibling who has autism.  Though not explicitly stated in the interview, 

based on the contents of the syllabus, preservice teachers in this participant’s class 

were expected to keep a “double entry journal” while they read.  This pedagogical 

strategy encourages readers to write down phrases or sentences from a given reading 

and to then write their own reactions to the identified passage.  Another participant’s 

syllabus included a historical interview assignment to consider the perceptions of 

different generations and a service learning assignment option to engage with the 

community more personally.  Additionally, a personal project assignment was listed 

that encouraged preservice teachers to share their individual culture.  Finally, a third 

participant shared the importance of the incorporation of multicultural dances, music, 

and art throughout the course, explaining, “We look at the cultures that are in the 

schools that we serve, and I [have] the students do research on those and do a poster 

board or an activity where they can share what they’ve learned about that culture.”  

Consistent with Banks’ (1995) first dimension of content integration, the teacher 

educators in the study included content from other cultures and incorporated activities 

that highlighted examples or experiences of other cultures and groups.   
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The second dimension, knowledge construction is a process that consists of 

the methods, activities, and questions used to “understand, investigate, and determine 

how implicit cultural assumptions, frames of reference, perspectives, and biases 

within a discipline influence the ways in which knowledge is constructed” (Banks, 

1995, p. 281). The following is an example of a Central Valley University teacher 

educator helping preservice teachers understand the implicit cultural assumptions, 

frames of reference, perspectives, and biases found in social studies curriculum and 

its portrayal of certain historical events,  

The text I use and the one I’ve used previously…[bring] up controversial 

issues that may not be the common belief in our world.  For instance, we’re 

having Native American Day this Thursday and so I thought, “Oh my gosh!  

One day to honor the Native Americans,” so it’s one of those things that we 

have to address and talk about.  We talked about [the controversial issue 

related to]… “our hero” Columbus who discovered America and… if 

[preservice teachers] are aligned with that [story] we teach them the other side 

of the story, so they can see from dual aspects; but what they’re given in 

schools and through school textbooks is the clean version and everything is 

wonderful and it’s a nice world we live in. 

This participant understood that information presented in textbooks is not necessarily 

culturally relevant nor does it always reflect the perspective of multiple cultures. It 

then became the responsibility of the teacher educator and inevitably the preservice 

teacher to highlight those instances for their students.   
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An activity employed by many of the participants that could address implicit 

cultural assumptions, frames of reference, perspectives, and biases that influence the 

way in which knowledge is constructed was the use of reflection.   Many of the 

participants explained that they used the pedagogical practice of sharing or reflection 

in their classes as a way for preservice teachers to summarize learning and teaching 

experiences.  Though an insightful practice, Amatea, Cholewa, and Mixon (2012) 

argue that reflections should be targeted to explore the perspectives of non-dominant 

racial, ethnic, and socioeconomic students and their families. There was not evidence 

in participant interviews to suggest that preservice teachers were challenged to reflect 

on their practices and the ways those practices impact non-dominant racial, ethnic, 

and socioeconomic students and their families. It did not appear that scaffolded 

critical reflection was employed to develop multiple subject preservice teachers’ 

understandings of how the pedagogy might lend itself to culturally-responsive 

teaching (Bennet, 2012; Howard, 2003). 

One participant shared that preservice teachers are asked to reflect specifically 

after working with students in small groups.  Another participant shared that 

preservice teachers are required to “plan a lesson and then they do the lesson and then 

they watch each other teach and they debrief and they reflect on it.”   Still another 

described a reflective post-conference meeting done in person where the teacher 

educator “will ask the [preservice teacher] what went well, did the students meet the 

learning objective, how do you know, what was challenging, and what are the next 

steps for instruction?”  Though reflective practices on teaching improves student 
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learning (Cochran-Smith, et al. 2015; Darling-Hammond, 2006, 2010), it is the 

various forms of critical reflection (Bennett, 2012; Darling-Hammond, 2006; Eick & 

McCormick, 2010; Sanders, Haselden, & Moss, 2014; Sleeter, 2001, Smith, 2009) 

that have the power to counteract biases.  The limitations of the reflective 

opportunities shared by teacher educators were their emphasis on the preservice 

teachers’ personal experiences or the experiences as they related to curriculum, 

instruction, and assessment rather than on Banks’ knowledge construction process 

that involves the implicit cultural assumptions, frames of reference, perspectives, and 

biases including, but not limited to, those that exist within the curriculum, instruction, 

and assessment. 

The process of reflection was also emphasized separately from the 

multicultural lens and often paired with the pedagogical practice of using assessments 

to monitor student learning.  A participant shared that a goal of reflection in relation 

to assessment was,  

to prepare teachers who will effectively teach the content areas based on 

research theories and strategies, prepare teachers who are reflective, know 

how to assess their student… [and] collect that evidence of learning and use 

that to inform their instruction.   

In addition to reflection, the pedagogical practice of “checking for understanding” 

was mentioned by other participants as a practice used for assessment in their 

classrooms.   Teacher educators implied that the practice of “checking for 

understanding” in their classrooms would translate to their multiple subject preservice 
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teachers as a practice to use with their P-12 students.  When asked about practices 

that define equitable teaching a participant responded that “being aware of my 

audience at all times…reading their faces…[using] check[ing] for understanding 

activities…reading their responses based on the exit exams or exit tickets” with the 

intent to “go back and get those people who are not there” assists in reaching all 

learners.  Another participant agreed with the belief that multi-subject preservice 

teachers need to be able to assess and reflect on their students’ scores by sharing in a 

follow up communication via electronic mail,  

Assessment drives instruction - both formal and informal.  Informal especially 

assists teachers in planning for that next best book/story for that struggling 

guided reading group.  How they did today drives what will happen in 

tomorrow's lesson.  We talk a lot about differentiation and how to do it 

throughout the school day. 

This idea of formal and informal assessments leading to differentiation and 

scaffolding as a key practice in classrooms was mentioned by other participants.   

Based on how participants discussed differentiation, it appeared to be applied as a 

pedagogy for equity by using it to meet the needs of “all” students.  

 Meeting the needs of “all” students is a cornerstone of Banks’ third dimension 

of multicultural education: equity pedagogy.  Equity pedagogy is defined as “teaching 

strategies and classroom environments that help students from diverse racial, ethnic, 

and cultural groups attain the knowledge, skills, and attitudes needed to function 

effectively within, and help create and perpetuate, a just, humane, and democratic 
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society.” (Banks & Banks, 1995, p. 152).  This pedagogy suggests that students learn 

to question assumptions, paradigms, and hegemonic characteristics.  The academic 

skills that students acquire become the tools that allow the students to become agents 

for social change.  Though participants did not address the social change purpose 

embedded in the equity pedagogy dimension, they did identify strategies that could 

help preservice teachers delve deeper into a process of knowledge construction and 

production to employ equity pedagogies that could then influence pedagogy in 

preservice teachers’ future classrooms and help build students’ ability to be agents of 

social change. 

 Whereas Banks was referring to students in the P-12 environment, the 

participants referred to their students, meaning preservice teachers, and implied an 

assumption that the modeled strategies used with the preservice teachers would 

transfer to the P-12 classroom. The modeled pedagogical strategies that teacher 

educators mentioned were collaboration and hands-on activities to meet the needs of 

“all” students.  A participant shared that, to teach equitably, collaboration was needed 

“because [the preservice teachers] are…new, they need to talk, they need to 

converse.”   Similarly, another participant believed that activities in the multiple 

subject preservice teacher classroom need to be hands-on, driven by the use of 

manipulatives, and solved in a group setting,  

In the real world, nobody solves a story problem in isolation; they solve it in a 

group; they bounce ideas off of each other. And so, in my room we don’t do 
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any simple problems, in fact when I model for my students I make them solve 

problems. 

 The pedagogical practice of hands-on activities for equity was also supported 

by another participant who underscored the importance of hands-on activities by 

advising: “Teach science as an inquiry…and motivate kids and engage them.  Use 

hands-on activities – okay – practice, right?”  Though the teacher educators employed 

the effective instructional technique of hands-on activities, among others, it was not 

clearly communicated how the teaching strategies would benefit non-dominant racial, 

ethnic, and socioeconomic students.  Additionally, without context related to societal 

assumptions and paradigms tied to the use of the strategies, stereotypes and inequality 

in the classroom could be reinforced because “belief systems concerning race and 

other status characteristics are so powerful that they…will likely reinforce rather than 

change stereotypical beliefs” (Cohen & Roper, 1972, p. 656). 

The third dimension, equity pedagogy, challenges educators to change the way 

they teach to reflect how students learn best.  A wide variety of strategies are needed 

for a wide variety of students.  Whereas research supports teaching in ways that are 

culturally relevant (Ladson-Billings, 1995b) or culturally responsive (Gay, 2002) 

such as using talk stories (Au, 1980), increasing task variability (Boykin, Allen, Davis 

& Senior, 1997), or employing warm demands (Kleinfeld, 1975), to name a few, 

Central Valley University teacher educators’ perceptions of what multiple subject 

preservice teachers need to do focused on the methods and practices used in their own 
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classrooms that would potentially translate into the preservice teachers’ classrooms.  

These included assessment, differentiation, collaboration, and hands-on activities.   

Evidence of the last two dimensions were missing entirely from Central 

Valley University teacher educators’ perceptions.  These included prejudice reduction 

– methods to help students develop more positive racial attitudes, and empowering 

school culture and social structure – the importance of applying all dimensions at 

scale. 

What Multiple Subject Preservice Teachers Need to Have as a Disposition 

 The qualities of mind and character in an individual gives rise to a disposition 

that influences how a teacher might engage, consciously and unconsciously, with 

students; thus, a teacher’s disposition has the potential to ensure or deny equity in the 

classroom. Teacher dispositions that ensure equity and excellence place a high value 

on the cultures that students bring with them into the classroom (Ladson-Billings, 

1995a, 1995b; Sleeter, 2008; Zeichner et al. 1998), make concerted efforts to 

establish and develop personal relationships with their students (Gay, 2002; Ladson-

Billings, 1995b; Milner, 2010; Nieto, 2006), invest themselves in the surrounding 

community (Banks et al., 2001; Delpit, 1995; Garmon, 2004; Zeichner et al., 1998), 

foster classroom communities that allow safe interactions and collaboration (Bennett, 

2012; Gay, 2002; Nieto, 2006; Sleeter, 2008), and take personal responsibility for the 

learning of their students (Ladson-Billings, 1995b).  These dispositions are consistent 

with the definition of equity consciousness proposed by Skrla, McKenzie and 

Scheurich (2009), where a teacher believes, 



 
 

67 

 

1. That all children (except only a very small percentage, e.g. those with 

profound disabilities) are capable of high levels of academic success; 

2. That all children means all, regardless of a child’s race, social class, 

gender, sexual orientation, learning differences, culture, language, 

religion, and so on; 

3. That the adults in schools are primarily responsible for student learning; 

4. That traditional school practices may work for some students but are not 

working for all children.  Therefore, if we are going to eliminate the 

achievement gap, it requires a change in our practices. (p. 82-83) 

The teacher educators interviewed for this study emphasized dispositional 

qualities needed of multiple subject preservice teachers that included building 

personal relationships with their students through empathy and understanding and 

advocating on the P-12 students’ behalf.   They also articulated the importance of 

multiple subject preservice teachers being involved in their communities and creating 

classroom communities to support the learning of all students.  Missing from their 

perceptions of what multiple subject preservice teacher dispositions should include 

was an emphasis on acknowledging their students’ cultures that are brought into the 

classroom and how the integration of their “funds of knowledge” benefit the learning 

of all students (Moll, Amanti, Neff, & Gonzalez, 1992).   

The ways teacher educators can influence preservice teachers’ equity 

consciousness include acknowledging students’ culture by addressing the need to 

maintain their students’ cultural identities (Ladson-Billings, 1995a) and using it as a 
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vehicle for learning (Ladson-Billings, 1995b).  The participants in the study 

acknowledged the need to “accept all kids” and that there were many cultures that 

made up the community, but the acknowledgement of those students’ cultures and the 

power that culture could hold in creating learning experiences was missing. 

 What was abundant in the participants’ perceptions and understandings was 

the importance of building relationships with their students. To express this idea, a 

participant stated,  

We work at a different school site where it is more like the hard part of [the 

city] and more students who are from very, much more different backgrounds 

than maybe where my students come from.  So I will see more of that 

disconnect but I do…I have seen effort for them to find some ways to connect 

with their kids so… one thing I will tell them is, “Okay, you have a rough kid, 

someone who is not motivated, someone who is giving you a hard time for 

whatever reason, you know, besides the outwardly things of having clear 

expectations, positive reinforcement, you know, things like that, but you need 

to have a connection, make a connection with that child, informally talk to 

them before or after [class], find out what they like, what are they into and 

then incorporate those things into your teaching.” 

Multiple subject preservice teachers’ ability to spend time getting to know their 

students personally may be accepted as meaningful, but teacher-student relationships 

are more meaningful in ensuring equity and excellence when teachers have a 

disposition towards high expectations (Gay, 2002) and a belief in (Ladson Billings, 
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1995b) and empathy for (Milner, 2010; Warren, 2013) their students.  Speaking about 

the power of high expectations, a teacher reflected that in her own life, “One 

teacher…was very encouraging.  She said, ‘Go on!  Learn more about this area so 

you can really have choices in where you go’.”  The teacher “did not let me take the 

minimum classes because she saw something in me that maybe others hadn’t.” The 

participant emphasized the power of high expectations that can become “gateways to 

other things” for students.  Though high expectations support student success, Gay 

(2002) argues that these high expectations should be built from a basis of cultural 

validation and strength – a basis that was absent from all participant interviews.  A 

second, more specific belief that was present in the participants’ perceptions, defined 

by Skrla et al. (2009) and supported by Ladson-Billings’ (1995b) findings, was the 

importance that preservice teachers believe that their students are capable of 

academic success. One participant passionately shared that multiple subject 

preservice teachers need to “believe that every kid has the ability to learn if they are 

taught correctly.”  Similarly, another participant commented on the power multiple 

subject preservice teachers’ dispositions have when there is a belief in all students’ 

ability to learn,  

I want them to have like a positive, like a vision for each of their students, you 

know, even the tough ones that… so they are the person that inspires each of 

their students to be something more, and I tell them like you may not see it 

now but you are making a difference in that child’s life, and you are making a 

difference in this world.   
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The perception that multiple subject preservice teachers need to believe in their 

students’ potential and in their students’ ability to succeed in order to ensure equity 

and excellence was evident but not as dominant as their perceptions of the power of 

empathy to ensure equity and excellence. 

Empathy is essential to more accurately and appropriately respond to diverse 

students and to ensure equity in the classroom (Warren, 2013).  Five of the seven 

participants stated their belief and understanding of the importance of multiple 

subject preservice teachers having empathy for and being compassionate toward their 

students.  One participant shared, “we need to go beyond what we teach, be 

compassionate…[and] respectful of diversity and compassionate to all students and 

provide that equal opportunity for learning to all students.”  Similarly, another 

participant shared, “I try to teach my students that…you can’t be that other person but 

you can understand them, be empathetic, you can be helpful, do what you can but 

know that you cannot ever know what it is like [in another person’s shoes].”  It 

appears the teacher educators’ perceptions that an empathetic disposition is beneficial 

for ensuring equity and excellence in the classroom.  In addition to empathizing with 

students, one participant emphasized the importance of advocacy,  

I know that there are great places to work and there are some not great places 

to work as well, so you have to find one that really resonates with you and 

makes you want to be…an active ingredient in that school or district an 

advocate for kids and an advocate for the parents and the community.  Those 

are important traits to have. 
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The sentiments expressed by the participant imply that multiple subject preservice 

teachers need to know their students personally to empathize with them, and advocate 

for them.   Understanding and adequately responding to students empathetically while 

also advocating on their behalf are also useful dispositions for building a positive 

community both in and out of the classroom. 

Ladson-Billings (1995b) found that when preservice teachers are members of 

their students’ community and have a disposition toward teaching as a way to give 

back to their community, their students of diverse cultures benefit. In so doing, a 

classroom community is also created and serves as an additional component to ensure 

equity and excellence.  One participant believed in the practice of personally making 

an effort to shop in grocery stores in the communities of the families served in the 

school system and the importance of multiple subject preservice teachers practicing 

similar activities to keep a pulse on their classroom and extended community, 

[I]t is real easy to forget… you forget that when you were [in]college, living 

on 15,000 [dollars] a year, then you think you can’t live with less than 50 

[thousand dollars a year], then you move up and you…can’t live with less 

than 80 [thousand dollars a year] you know, and we forget what people are 

living with. Farm workers, people working in [manual labor] are getting by on 

25,000 [dollars] a year, 30,000 [dollars] max, and…I try not to forget. So I 

shop at Food Maxx, okay, and sometimes I go to Cost Less and I have often 

thought, a lot of our students would do well shopping at Cost Less, for a 

month just to see what…[the poor immigrants] are coming from. 



 
 

72 

 

Though the participant’s example of shopping in the stores of students’ communities 

corroborates an identified practice from Amatea, Cholewa, and Mixson’s (2012) 

finding to improve confidence of preservice teachers working with low-income or 

ethnic minority families, it does not quite meet Ladson-Billings (1995b) challenge to 

improve teacher education by “giv[ing] prospective teachers an opportunity to 

interact with children and adolescents in non-school settings” (p. 108).  Another 

participant’s perception of being an active member of the community was to “take 

information and digest [it to] improve yourself to become an educator…for the 

community.” In addition to considering the extended community, teacher educators 

acknowledged that building a community within the classroom was an important 

factor for multiple subject teachers to be successful.  One participant shared,  

They have to learn about their students.  So, that’s a big component, you 

know, learn about your students, their background, home, community, interest 

and all of that stuff; and then based on what you know, think about what 

possible barriers would there be in what you are going to teach, so they may 

have to think about their lessons, know their content. 

Building upon this sense of community, if teacher educators instill in their multiple 

subject preservice teachers the importance of establishing common cultural 

connections, linking what their students bring to the academics through language and 

culture, and fostering collaboration, personal relationships flourish as does equity 

(Sleeter, 2008; Ladson Billings, 1995b).  Missing from the conversation on building 
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classroom communities to ensure equity and excellence is effective cross-cultural 

communication (Sleeter, 2008).  

Even with the dispositions of community centeredness, empathy, and high 

expectations in place, when students fail to thrive academically, there is still another 

way to ensure equity and excellence.   When teachers take responsibility for students’ 

learning by acknowledging or considering what she or he needs to do to change 

student outcomes, rather than focusing solely on student behavior or placing blame on 

the students (Ladson-Billings, 1995b), equity and excellence can be ensured.  This 

understanding was illustrated by a participant,  

First and foremost, I tell [multiple subject preservice teachers] almost every 

time we meet, “If your kids don’t learn, look in the mirror.”  It is my mantra; I 

tell them every time because I don’t want them to go out there…because I 

have heard this, “Oh, if these parents would care; oh, if they would speak 

English at home; oh, if they would put their kids to bed, oh, if…” You know, 

and I am tired of excuses.  I don’t like people who don’t own things, so I want 

them to own that, whether or not their kids learn… I harp into them because 

then nothing else matters if they don’t have that belief when they leave. 

The genesis of the multiple subject preservice teachers’ ownership of student learning 

may have its origin in the program’s clinical work design.   The studied university 

facilitates their methods courses at elementary school sites in the community.  

Multiple subject preservice teachers have the opportunity to examine and apply 

concepts and strategies that are simultaneously learned in their courses with public 
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school students that represent the diversity of the community.  These experiences may 

increase multiple subject preservice teachers’ cultural sensitivity and awareness 

(Bennet, 2012).  One participant believed cultural sensitivity and awareness was 

increased for preservice teachers as evidenced by conversations that stem from 

classroom experiences on school campuses,  

[The school where my class takes place] is the lowest performing school in 

the district and it is mostly all Hispanic and poor kids, and so we have a lot of 

opportunities to learn from…like a kid will come and their shoes are just 

thrashed and so… my students, the next week they brought some glue cement 

and they fixed the shoes…So, these are the kind of things I am having my 

students be aware of; this is what happens in real life and these are some 

things that you can do to deal with it. … [H]ere is something that might 

happen and how would you deal with it? And you know getting them to kind 

of problem solve, think on their own, because I don’t have all the answers and 

I don’t know all of the situations they are going to have.  And I tell them that 

too, that every day is different, every day is a new day, new challenges, that’s 

what makes it fun and exciting is that it is constantly different. 

As stated by this participant, clinical work can often be the most challenging and 

rewarding experience for preservice teachers, and it is important that cultural 

sensitivity and awareness does not give way to patronizing or paternalistic tendencies.  

These types of experiences, paired with the opportunities provided by teacher 
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educators to reflect and learn from them, work toward ensuring equity and excellence 

for all students (Darling-Hammond, 2006, 2010).   

 The experiences and opportunities that teacher educators provide for multiple-

subject preservice teachers also work toward building preservice teachers’ equity 

consciousness.  A teacher’s equity consciousness, or disposition to ensure equity and 

excellence, as perceived by the Central Valley University teacher educators, included 

multiple subject preservice teachers building personal relationships with their 

students through empathy, understanding, and advocacy.  They also stressed the 

importance of preservice teachers’ involvement with communities and creating 

communities within the P-12 classroom.  Missing from teacher educator perceptions 

were components of an equity consciousness that included an acknowledgement of 

students’ cultures, an incorporation of their cultures into the classroom, and an 

integration of their “funds of knowledge” for the benefit of all students. 

Summary 

The research literature states that preservice teachers need to have a depth of 

content knowledge in order to teach P-12 students, select meaningful tasks, and 

differentiate instruction.  The teacher educator participants at Central Valley 

University perceive that multiple subject preservice teachers need to have a 

generalized knowledge and understanding of the California Teaching Performance 

Expectations (TPEs).    Though the TPEs reference content knowledge as being an 

important facet of teaching, participants emphasized an expectation for preservice 

teachers to enter the program with the requisite content knowledge rather than taking 
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responsibility to ensure or build upon the preservice teachers’ subject-specific content 

knowledge. 

The research literature states preservice teachers need to have the pedagogical 

skills to teach their students, particularly the inclusion of culturally-relevant curricula 

and forms of critical reflection on teaching experiences and student learning. Banks’ 

(1995) dimensions of multicultural education were used as a benchmark criteria to 

assess the practices of Central Valley University teacher educators in developing 

preservice teachers’ equitable practices.  The CVU teacher educators’ perceptions 

that multiple subject preservice teachers need to reflect on their practices, formally 

and informally assess their students to differentiate instruction, and provide 

collaborative and hands-on activities for learners were identified in Banks’ (1995) 

first three dimensions. 

Finally, the research literature states that preservice teachers need to have an 

equity consciousness that includes a belief that all students are capable of learning 

regardless of race, class, gender, etc.; that their learning is the responsibility of 

educators; that student cultures are valued and incorporated into the learning; and that 

they build personal relationships with their students by investing themselves in the 

community.  Supported by the research of Gay (2002), Ladson-Billings (1995b), and 

Milner (2010), the Central Valley University teacher educator participants perceived 

multiple subject preservice teachers need to have a disposition that fosters building 

personal relationships with their students, having high expectations, believing in their 
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students, empathizing with and advocating for their students, and establishing 

communities both inside and outside of the classroom. 
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CHAPTER V 

INTERPRETIVE ANALYSIS 

This chapter includes an analysis of the perceptions of the Central Valley 

University teacher educators who prepare multiple subject preservice teachers to 

teach all students in diverse classrooms.  From the participant interviews, four general 

themes emerged that capture teacher educator perceptions that work against building 

the capacity of multiple subject preservice teachers to teach all students and ensure 

equity and excellence in diverse classrooms.  The themes include compliance 

mentality, dysconscious perceptions of deficit, racial erasure (McKenzie & 

Scheurich, 2004) and hidden curriculum (Apple, 1971).   

Theme One: Compliance Mentality 

The first theme that emerged during the study was a compliance mentality 

espoused by many of the teacher educators interviewed.  “Compliance refers to a 

particular kind of response – acquiescence – to a particular kind of communication – 

a request” (Cialdini & Goldstein, 2004, p. 592).  The particular kind of 

communication that the Central Valley University teacher educators acquiesced to is 

the state-level standardization established by the state legislature and the California 

Commission for Teacher Credentialing (CCTC) for preparing multiple subject 

preservice teachers.  In one form or another every single participant referenced the 

impact of state level standardization on their instruction, often with a tone of 

acquiescence. 
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The state-level standardization referenced with a tone of acquiescence was 

often related to the Teaching Performance Expectations (TPEs).  The previous 

chapter noted many examples of teacher educators who referenced the TPEs as what 

multiple subject preservice teachers need to know to teach in today’s classrooms.  

The TPEs are just one part of the standards established by the CCTC to earn 

accreditation of university credentialing programs.  A document titled Preliminary 

Multiple Subject and Single Subject Credential Program Standards (2015) contains 

six standards that universities must meet.  The university credentialing program must 

prove that they have met the standards through lengthy, detailed documentation 

showing how their program meets 36 attributes.  An overreliance on these standards 

and their respective attributes, which influence the practice of preparing multiple 

subject preservice teachers, establishes a culture of compliance.   

To describe the culture of compliance, Goodman’s (1988) taxonomy of 

political tactics in a conservative environment will be used.  In an interpretive study, 

Goodman observed the occupational socialization of preservice teachers and the 

political tactics they employed which included overt compliance and critical 

compliance.  For those that critically complied, resistive tactics were employed 

including accommodative resistance, resistant alteration, and transformative action.  

Similar to Goodman’s study, most of the teacher educator participants would vacillate 

between overt compliance, “a desire to fit into the procedures of the [university]” and 

critical compliance, “an acceptance of the status quo…at the same time critical of 

[the] instructional [program]” (p. 31-32).  One participant shared that the teacher 
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educators had been directed at the department level “to focus on working as a 

collaborative team…so we’re more aligned with the content standards that we are 

directed to instruct.”   Therefore, it was not surprising many participants responded to 

the question, “How do you decide what to teach in your class?” with examples of 

both overt and critical compliance. Some participants voiced their willingness to 

follow procedures and use content established previously by teacher educators while 

others were slightly critical of program expectations but did not actively push against 

them.   

One participant shared the process that creates the organizational structure 

which facilitates the overt compliance to state-level standardization,   

We have our textbooks…we also have articles that stretch those standards and 

we also have an assigned TPA (Teaching Performance Assessment) that we 

have to teach…for example the one that I am teaching right now…is TPA 2, 

… science [addresses] TPA 3, and TPA 1, part 3, … [social theory is] TPA 1, 

part d, or 4, …when we get together in our faculty meetings, we decide what 

course goes with what TPA and…we have to teach to that standard so the 

student will be prepared and will pass those four TPAs. 

Similarly, another participant expressed overt compliance with state-level 

standardization when designing syllabi, 

Right now, in every class in the program, we have to design our syllabi or 

syllabus for each class based on state standards…like TPEs and TPA.  We 
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[have] to know the standards so that way we can frame our goals, [our] 

objective[s] to meet those standards.  

By emphasizing the TPEs and TPAs in designing courses, it appears that some 

teacher educators may have lost sight of the importance of fostering and facilitating 

multiple subject preservice teachers content knowledge, pedagogical skills, and 

equity consciousness to support all students. 

 Other teacher educators were aware that the overreliance on TPEs and TPAs 

had negatively impacted their ability to prepare multiple subject preservice teachers 

to teach all students, but continued to comply with the expectations.  This critical 

compliance became apparent when a participant described the process to determine 

what would be taught in a course.  The participant provided background that as a new 

teacher educator in the university, the participant had been “clueless,” but over 

multiple years the participant could now design a course independently, 

I looked at other syllabi and, mainly just looking at the objectives; so every 

course has a goal and objectives that have to be approved by previous 

curriculum committees…so I look at the objectives, and then I look to 

see…what are the big ideas in the course, and then from those big ideas, I 

think of how can I break down each of those ideas into smaller topics and 

then… what order, what sequence would make sense.  Because I love thinking 

about curriculum and designing it… it is kind of fun to think of it that way, so 

what order would make sense and how would it flow, how would it connect. 

And then I also have to look at the program standards and where everything 
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would fit in with our TPEs and also our program standards, and how it all 

matches and I look for a text... 

This participant’s process appeared to begin with the curriculum committee’s 

previously approved course goals and objectives, veered in a creative direction 

toward meeting multiple-subject preservice teacher needs, and then ultimately aligned 

with the standardized TPEs.  The teacher educator voiced what was chosen and why, 

was excited when speaking about the curriculum design of the course, but retreated to 

a tone of acceptance of the status quo requirement that requires the tight alignment of 

courses to the TPEs.  Another participant expressed the limitations of aligning only to 

the TPEs and implied that some of the expectations were unrealistic, but that as a 

faculty the teacher educators make sure to meet them. 

[B]ecause we are an accredited program we also have to follow program 

standards and TPEs…when [I] do that [I] kind of base it on, … the things that 

I know [preservice teachers] need to have, and I use the standards ,and they 

are all aligned because they are the things that they need to know how to do. 

Occasionally there are things in the standards that you throw in …like the 

visual performing arts things, and [the CCTC] throw in that [preservice 

teachers] know every single solitary [thing about the] performing arts, and this 

stuff is like, I don’t even know those! …but I try to like pull, and what we will 

do as a faculty is we will do a big matrix and we will see where are we hitting 

all the TPEs and where do we need to boost some in some classes and so those 
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are some of the things that you look at but I am much more concerned about 

getting them to be the best…[teacher]. 

It appears this participant felt that there are standard expectations from the state that 

should not be given precedence because this participant “[doesn’t] even know those,” 

but the participant complies, and accepts the status quo while being critical of the 

instructional program at the same time. 

Overt compliance was not only prevalent in discussions of the course content, 

but also in the observation and evaluation of multiple subject preservice teachers.  

When asked what teacher educators look for in teacher quality, one participant 

shared, “Well, we have observation protocols that we use and they were based on the 

TPEs so that’s what we were looking for.”   And when another participant was asked, 

“What do you think preservice teachers need to do to teach equitably?” the participant 

responded,  

After [preservice teachers] have gone through the course of the program and 

when they exit the program, I think we expect them to be able to perform 

some of the requirements that the state expects them to know like the TPE and 

the TPA tasks. 

The perceptions of the teacher educators in this study are reminiscent of Sleeter’s 

(2003) personal frustration with the intellectual de-skilling that comes with an 

overreliance on requirements.  Sleeter, also a California public university professor, 

raises concerns that conversations “about how to prepare [preservice] teachers [are] 

being replaced by procedural discussions about how to meet state regulations” (p. 24).  
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The concern is that an overreliance on the TPEs and an overt compliance mentality is 

that teacher educators may be teaching their own multiple subject preservice teacher 

students a similar compliance mentality.  Eisner (1985) contends that “[s]chools 

prepare most people for positions and contexts that in many respects are quite similar 

to what they experienced in school as students: hierarchical organization, one-way 

communication, routine – in short, compliance to purposes set by another” (p. 91), 

but educators are challenged in the 21st century to employ the “Four C’s” by 

preparing students for positions that may not exist and contexts that require critical 

thinking, communication, collaboration, and creativity (Brown, 2016).  Not included 

in those “Four C’s” is compliance. 

Summary 

 The compliance mentality theme was evident in many of the teacher educator 

perceptions.  It stems from the state-level standardization of teacher education 

programs from the CCTC.  The overreliance on the standardization establishes a 

culture of overt or critical compliance.  The overt compliance may be initiating a 

similar compliance mentality in the multiple subject preservice teachers that teacher 

educators are tasked to prepare, which contradicts the learning expectations for 

students in the 21st century. 

Theme Two: Dysconscious Perceptions of Deficit 

 Though represented in only a few participant perceptions, a second theme that 

emerged during this study were dysconscious perceptions of deficit.  This term is an 

amalgam of King’s (1991) definition of dysconsciousness, “an uncritical habit of 
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mind (including perceptions, attitudes, assumptions, and beliefs) that justifies inequity 

and exploitations by accepting the existing order of things as given” (p. 133) and the 

research of McKenzie and Scheurich (2004) highlighting teachers’ deficit views of 

students attributed to “inherent or endogenous student deficits, such as cultural 

inadequacies, lack of motivation, poor behavior, or failed families and communities” 

(p. 608).  These dysconscious perceptions of deficit place blame on parents of 

socioeconomically disadvantaged students, attribute poverty with children of color, 

and condemn failed family structures. 

One permutation of the dysconscious perception of deficit was a teacher 

educator’s perception of today’s classroom parent.  Rather than acknowledge the role 

systemic inequities play in negatively impacting the education of students of color or 

of students who live in poverty, in speaking to the difficulties of providing clinical 

work as part of the teacher education process because many preservice teachers are 

hired as interns this teacher educator reveals a dysconscious perception of deficit 

while describing the type of parents who enroll their children in charter schools, 

Now, a lot of them I am finding are getting jobs in charter schools, you know, 

it seems like the charter school – they pay less by and large so they are having 

to hire people without the credentials because once people have been in the 

system for a little bit of time they tend to go to the [districts] that pay very 

well… so there is a little bit less…diversity in some of the charter schools. At 

least a little bit less…socioeconomic diversity and sometimes a little bit less 
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language diversity because the parents who opt into the charter schools tend to 

be the very involved, …[whose] kids are going to do well. 

In this statement, the teacher educator appears to imply that parents of 

socioeconomically disadvantaged students or parents of English learners are not as 

involved as their counterparts, and thus their children do not do as well in school.  

Blaming parents and assuming low-income status translates to limited educability and 

places the responsibility of learning on factors that are external to schools (McKenzie, 

2001).  

In the same vein, another participant’s dysconscious perception of deficit 

became apparent while discussing the impact vocabulary has on reading.  The teacher 

educator’s perception is that society’s economic stratifications not only have a 

negative impact on the academic achievement of students identified as 

socioeconomically disadvantaged but also a defeated acceptance that the educational 

system cannot counter it or “close the gap.”  In response to the question of why the 

gap still exists for students of different ethnicities, the teacher educator responded, “I 

think it is access again and it is the opportunities.”  When asked to expand on that 

response the participant shared, 

[I]f you look at studies and they talk about – and I think they mostly do it on 

[low] SES (socioeconomically disadvantaged) kids – the difference between 

the vocabulary, let’s just say the vocabulary of a kindergartener that grew up 

middle-class and a kindergartener who grew up in a poor 

[neighborhood]…that the number of words that they have right there is huge 
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and it can grow every year, but, again, it can’t grow that much. So, that 

teacher might be working as hard as they can and that kid might be gaining 

the same as that White kid but that White kid started with 10,000 more words 

so that means they can read, they can read more and so it is the “Matthew 

effect,” it is the rich get richer and the poor get poorer and…until we can close 

that access and opportunity gap – and I don’t know how, you know, I don’t 

know how we do that as a K-12 system…we can’t do that, maybe pre K is 

going to be a help…but also if they don’t go home to a situation where they 

are going to read and write and talk more they are not going to continue to 

grow like their counterparts. 

Not only does it appear that the participant believes children are at a deficit because 

of poverty, but there also appears to be a perception that poor equates with not being 

White.  This belief was also reflected by another participant who voiced a 

dysconscious perception of deficit that included perceived cultural inadequacies, lack 

of motivation, failed families, and gender stereotypes.  This teacher educator 

appeared to accept the existing order with a disbelief in teacher educators’ or multiple 

subject preservice teachers’ ability to positively impact all student learning.  

I think we have a tremendous problem in our society, and it is part of the 

reason our schools are struggling so much.  I think back to when …you had 

one parent working and one mom dedicat[ed] full-time to raising 

children…you had the mother who could be the room mother, who could be in 

school for the parties, who when the kids got home [made] sure they had a 
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good snack and then sat down and did their homework, who helped with the 

homework and all those things. Well, then it took two incomes to do the same 

thing and now there is no one home and now we have, here in this valley, we 

have commuter parents who don’t get home until seven or eight o’clock and 

sometimes you have literally … a 10-year-old who was taking care of the 5-

year-old, …, until late into the evening and who knows what they are doing, 

watching TV mostly and doing those things.  And what we have got is we 

have got an elimination of the middle class. …the majority of kids aren’t 

coming from [middle-class] homes, those people are having one kid, who is 

having two and three kids, the poor people and it is not being poor [but 

having] middle-class values. …you have so many kids being raised in single 

family homes… single parent homes, you have so many kids being in homes 

where it is the boyfriend of the month, there is a revolving door of people 

coming through, you have amongst them as part of that whole issue a lot of 

drug use in that group, lot of alcohol abuse. …Then you also have the 

[middle-class] value(s) that (are) going away, it used to be that you went to 

school and you behaved and you did your work and now parents will question 

teachers for anything…So, I don’t know how we are going to deal with that 

not only poor, but lacking of the skills, the goal setting, the ambition. 

The dysconscious perception of deficit shared by this participant included cultural 

inadequacies, lack of motivation, failed families, and gender and economic 

stereotypes.  The dysconscious perception of deficit was underscored by the uncritical 



 
 

89 

 

habit of mind evidenced in the contradictory statements that blamed commuter 

parents, typically understood to be of a professional or middle-class, for not being 

home and the ills of the education system.  This critique was paired with a longing for 

middle-class values that are going away.  

The perceptions of these teacher educators, who are preparing multiple subject 

preservice teachers, is that students of color, students of poverty, or more plainly – 

students who are not White or middle-class – are less capable of performing at high 

levels.  The potential development of a pool of preservice teachers who will go into a 

public education system with low expectations for students of color will affect how 

they treat their students, will communicate low expectations, and will result in 

students who will see themselves as “less intelligent or as incapable of doing well in 

school” (McKenzie & Scheurich, 2004, p. 604).  According to Ladson-Billings 

(1995b), teacher educators need to truly believe that all students are capable of 

academic success so that it translates to the preservice teachers they prepare. 

Summary 

 The second theme, dysconscious perceptions of deficit, draws upon the work 

of King’s (1991) definition of dysconsciousness and McKenzie and Scheurich’s 

(2004) work on deficit thinking.  It places blame on parents of socioeconomically 

disadvantaged students and places the responsibility of learning on factors external to 

school.  Teacher educators’ perceptions tied to this theme also attribute poverty with 

children of color and condemn failed family structures for the educational gaps that 
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exist.  These perceptions have considerable consequence in the preparation of 

multiple subject preservice teachers in teacher education programs. 

Theme Three: Racial Erasure 

 The third theme that emerged from the perceptions of some of the participants 

also draws upon the work of McKenzie and Scheurich (2004) who define racial 

erasure as “refusing to see color, by acting as if we can erase the race of those of 

color, and by prioritizing other factors – such as economics – over race, we can deny 

our own racism” (p. 613).  Teacher educators avoided discussion of race, even when 

prompted directly about African-American or Latino students performing lower than 

their White or Asian counterparts, and instead prioritized economics, English 

language status, or students who receive special education services. 

 The theme of racial erasure appeared nearly every time the topic of race or 

equity came up in an interview.  Teacher educators, when discussing the need to meet 

the needs of all students, often associated differentiated instruction for English 

learners and for students who receive special education services to the exclusion of 

race, gender, religion, or geographic origin.  In direct response to the question that 

asked how the teacher educator prepared multiple subject preservice teachers to teach 

equitably, one participant shared,  

[T]onight we’re going to be talking about making [a subject] equitable for all 

students and that’s our key topic for tonight so I will go over the more 

informational things like English language learners…then I’ll talk about the 
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strategies, but I will …talk about students with special needs…[and] I have 

noticed it makes a big impression on [preservice teachers]. 

What was shared was a prioritization of English learners and students who receive 

special education services to the exclusion of students of different races, genders, 

religions, or geographic origins.  This teacher educator’s response appeared to be 

representative of other teacher educator perceptions. 

 Similarly, participants were asked why they believed the gap exists between 

students of color and White or Asian students, and, again, it appeared racial erasure 

was employed to deflect any racism.  Teacher educators would often respond with 

comments related to English learners or issues related to poverty as this participant 

did:  

The academic gap that…we read about…and we see in the news. If we’ve got 

to use the gap to determine quality teachers or determine instructional practice 

then we will never be able to narrow the gap because the gap is based on 

English proficiency, for example. We hear that the student who cannot 

speak…English [well], will not do well in school. But that’s not always true. 

They won’t do well in maybe one or two classes, but [in] the other classes 

they will do well. Now, we also look at the gap because of where the kids go 

to school, [their] socioeconomic status. Well, because they are in poor schools 

or in poor neighborhood areas…they have low performance. Well, how about 

the kid that had the advantage to go to the richest school?  So, we use the 

socioeconomic strata; we use the level of proficiency; we use the family 
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income; [we use the] poverty level to determine; then, how you can you close 

the gap. 

Not only are issues of race completely ignored, but dysconscious perceptions of 

deficit were also intertwined in the participant’s response.  In response to the same 

question, another participant employed racial erasure with a color-blind approach as 

a strategy to avoid addressing race and racism.  The teacher educator shared two 

perspectives, the first related to preservice teachers, 

I make accommodations for kids as they need it but I probably don’t look at 

my candidates… I probably look at them all equal just because they are all 

going for the same thing and they all have… I am providing them all the same 

exact opportunities. 

And second, how preservice teachers are encouraged to view their own P-12 students,  

[Y]ou get what comes in that door, that’s who you are teaching, it doesn’t 

matter what happens out there, it doesn’t matter where they come from, where 

they live, anything else, this is what you get, deal with it. And you learn how 

to deal with it, you make the accommodations, you do whatever you need to 

do to help that kid be successful because you can’t blame. 

In the first quote, the teacher educator’s acknowledgment that preservice teachers are 

looked at equally or not at all is evidence of a colorblind approach.  Additionally, by 

stating that it does not matter where students come from or where they live, the 

teacher educator not only transferred a message of colorblindness but also failed to 

educate multiple subject preservice teachers on being culturally responsive to their 
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potential students.   Color blindness is a “rhetorical move (conscious or unconscious) 

that covers or hides an unwillingness to address race and racism” (McKenzie & 

Scheurich, 2004, p. 614).  Though the participant did not explicitly state a colorblind 

approach, it appeared that this teacher educator had a blatant disregard for the 

inclusivity of all students because there was a refusal to see students as individuals 

with unique and valuable contexts.  This disregard not only erases race, but also 

students’ wide range of learning and behavioral characteristics.  When teacher 

educators employ racial erasure, it makes it impossible to develop the equity 

consciousness and the belief that all children means all to the multiple subject 

preservice teachers that they are preparing. 

Summary 

The theme racial erasure is drawn from the work of McKenzie and Scheurich 

(2004) and was used to show the prioritization of other factors to deny racism.  

Instead of acknowledging race, the participating teacher educators took a colorblind 

perspective avoiding any recognition of or discussion of the differences that exist in 

student populations. 

Theme Four: Hidden Curriculum 

A natural consequence of the themes compliance mentality, dysconscious 

perceptions of deficit, and racial erasure is the theme hidden curriculum.   There are 

many definitions and interpretations of the “hidden curriculum.”  For the sake of this 

project, this analysis draws upon Apple’s (1971) definition of the hidden curriculum 

as “the norms and values that are implicitly, but effectively, taught in schools and that 
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are not usually talked about in teachers’ statements” (p. 27), the impact of which 

results in unintended learning outcomes or messages that may never be formally 

acknowledged (Portelli, 1993).  This theme argues that teacher educators’ perceptions 

of what preservice teachers need to know, do, and have as a disposition for equity and 

excellence does not include an equity consciousness because the hidden curriculum 

works in direct opposition to encouraging one.  The hidden curriculum evident at the 

Central Valley University is the perpetuation of the status quo, specifically, teaching 

to a generic student population rather than a diverse one.  The elimination of the 

achievement gap requires explicit dialogue about social inequalities perpetuated 

through systemic discrimination (Sturm & Guinier, 1996) and a change in practices at 

all levels of education (Skrla, McKenzie & Scheurich, 2009), neither of which appear 

to be taking place. 

When teacher educators responded to questions related to equity, their 

responses included generalized language, “it’s an attitude,” “it’s the teacher’s 

responsibility,” “provide equal opportunity,” and “instruct all learners.”  At one point 

in an interview, a participant discussed the importance of multiple subject preservice 

teachers’ self-analysis of their own biases or stereotypes.  When asked to elaborate if 

this type of analysis was built into the preservice teacher preparation program the 

participant responded,  

It is supposed to be, and I know that because it is one of the objectives in 

my…[course]… I am sure it must be in other … courses as well, but it is 

definitely something that I have not addressed as strongly, like, it might be 
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just more mentioning it, not actual[ly] work[ing] on it … we could definitely 

improve on that. 

Just mentioning biases in passing perpetuates the hidden curriculum of maintaining 

the status quo of teaching to a generic student population.  In this instance, it appears 

equity issues are not perceived as important enough to deviate from the established 

curriculum.  In another instance, addressing equity issues in education was directly 

avoided,  

I used to have a slide that I would share in my [course] about the lens of a … 

White female and how they are viewed versus somebody like an African 

American male or something like that. I had…I showed this slide and it was 

so uncomfortable; it was very uncomfortable. I could tell I was… probably… 

just making… it…uncomfortable, and I think a lot of us, myself included, 

probably would rather avoid those situations in class and just get to the meat 

of teaching, just get to the… get through our objectives and make sure that 

they are prepared to teach a lesson and all that, but, yeah, I think that’s part of 

the difficulty, that conversation… 

It appears that in response to the cognitive dissonance that occurred in trying to 

explicitly discuss inequities, the teacher educator chose to remove the topic from the 

lecture entirely.  The hidden curriculum of this action again maintains the status quo 

of teaching to a generic student population and avoiding complex issues in education 

by focusing on practices that have little impact on equitable teaching. 
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Very few teacher educators addressed explicit dialogue about social 

inequalities in education.  Instead they shared that equity was a topic for “class 

discussion” or “reflection,” and an “important consideration when making adaptations 

in lesson plans” for English learners or students who receive services in special 

education.  Teacher educators “have the responsibility to make the hidden curriculum 

as explicit as possible” (Portelli, 1993, p. 343).  Missing almost entirely from the 

teacher educator perceptions on equity were the specifics of children’s race, gender, 

sexual orientation, culture, or religion and how those topics impact their education.  

The absence of which implies a hidden curriculum of their non-existence and a 

maintenance of the status quo that teaches to a generic student population. 

The change in teacher educator practices may never occur as long as the 

perception that the development of multiple subject preservice teachers’ equity 

consciousness is the responsibility of another – another class, or another teacher 

educator.  In multiple interviews, teacher educators referred to a particular course as 

being the environment where equity and cultural issues in education were addressed.  

It appeared that the existence of this course allowed others to be “off the hook” in 

discussing issues of equity in education within their own courses.  One participant 

explained the importance of building community in the classroom to her preservice 

teacher students,  

 I said, you know there are so many different cultures and cultural norms out 

there … don’t expect every single one of your students to be like your kid or 

what you are used to because that is not the reality and so the importance of 
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understanding how the culture is and the things that are normal in their 

culture, so you respect that, and you teach your class about [it] and don’t just 

single them out, but, you know, do it in celebration of all different cultures 

and genders and whatever. 

On a follow-up question addressing how the preservice teachers would be taught to 

facilitate the cultural studies with their students, the participant responded, “Not in 

my class, I teach [a different course].”  Having one or two separate courses to address 

equity issues in education underscores a checklist mentality rather than a desire for an 

in-depth understanding.  It also teaches multiple subject preservice teachers that 

cultural responsiveness is more a cultural fair held on a given day and results in a 

hidden curriculum that teaches cultural responsiveness as someone else’s 

responsibility.  “[T]he limited attention in the explicit university curriculum for 

preservice teachers to social issues such as class, gender, and race conveys [a] 

message that these issues are unimportant for prospective teachers” (Ginsberg & 

Clift, 1990, p. 457).  Cultural responsiveness is not another’s responsibility and 

should be embedded in every university course’s curriculum (Bennett, 2012).  To not 

do so, and to focus on maintaining the status quo of teaching to a generic student 

population, or of using antiquated syllabi, or focusing on state-level standard 

requirements will only perpetuate the inequitable practices that have created the 

disparities that exist today.  

 Though the themes of compliance mentality, dysconscious perceptions of 

deficit, racial erasure and hidden curriculum were identified as hurdles in promoting 
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an equity consciousness in the preparation of teachers, it should be noted that there 

were also teacher educator perceptions that supported the development of preservice 

teachers’ equity consciousness.  One participant shared that at a recent meeting it was 

discussed that to get parent involvement, educators should change their practice, 

I said, the reality is you are the power position and the parents are scared to 

death of you, so you are the one that has to reach out to them on their terms, in 

their language, and you don’t just say, well, I sent out a notice and nobody 

volunteered, you know, because maybe that’s not how they feel comfortable 

doing it.  You have got to find the way that you can bring them in, and then, 

are they going to have somebody who understands them?  If you bring in a 

new parent from Pakistan, how are you going to involve that person in a way 

that she or he are comfortable coming to your room when you are the 

educated person, when you represent the power of the school, and they feel 

like they are down here? 

The acknowledgement that preservice teachers need to shift their thinking and 

possibly change practices to meet and serve people of diverse populations is a step in 

the right direction towards eliminating the achievement gap.  So too is the desire of 

another participant who shared,  

I want our valley elementary students to have more teachers who look like 

them and who come from similar backgrounds.  When Punjabi, Hispanic, 

Portuguese, Middle Eastern, and Black students are in my courses, I go out of 
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my way to encourage them and help them understand how important they are 

in our program and as future teachers in this valley. 

Summary 

The fourth and final theme found in participant interviews draws upon 

Apple’s (1971) work related to the hidden curriculum.  The hidden curriculum 

evident at the Central Valley University is the perpetuation of the status quo.  This is 

done to the detriment of eliminating the achievement gap, which requires explicit 

dialogue about social inequalities and changes in practices at all levels.  As long as a 

single course is perceived by teacher educators as “the course” where students discuss 

issues of equity, a checklist mentality will exist in preservice teacher educators rather 

than a desire for an in-depth understanding.  The hidden curriculum holds power 

when diversity is pressed into one class of visible curriculum. 

Conclusion 

 The Central Valley University teacher educator perceptions of what multiple 

subject preservice teachers need to know, do, and have a disposition towards to 

ensure equity and excellence produced four themes that work against building the 

capacity of the multiple subject preservice teachers they are charged with preparing: 

compliance mentality, dysconscious perceptions of deficit, racial erasure, and hidden 

curriculum.  Individually, each theme challenges the goal of educators to teach all 

students, but together they have the potential to stifle the progress to teach all 

students entirely (see Figure 1).  
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 As mentioned previously in chapter four, the California Teaching 

Performance Expectations “comprise the body of knowledge, skills, and abilities that 

beginning general education teachers have the opportunity to learn in approved 

[emphasis added] teacher preparation programs in California” (CCTC, 2016a, p. 3).   

The approval occurs with compliance to the state-level standardization and detailed 

documentation of that compliance.  It is possible that the state’s emphasis on 

documenting the compliance has detracted from the intent of the expectations to 

guide and support teacher development in California to teach all students.  This 

possibility is evidenced in the perceptions of Central Valley University teacher 

educator participants who expressed a compliance mentality stemming from the 

standardization established by the CCTC’s TPEs rather than expressing an emphasis 

on preparing multiple subject preservice teachers to teach all students. 

It appears that because of their compliance mentality, they adhered to state-

level standardization and failed to acknowledge all students while preparing multiple 

subject preservice teachers for the classroom.  Though socioeconomic status, English 

learners, and students who received services through special education were 

mentioned, differences based on race, gender, gender identity, sexual orientation, 

religion, and/or geographic origin were erased. 

Thus there was no compliance to the CCTC’s expectation that the teacher 

educators prepare preservice teachers to “demonstrate the knowledge, skills, and 

abilities to provide safe, healthy, and supportive learning environments to meet the 

needs of each and every student [emphasis added]” (CCTC, 2016a, p. 3).  Instead of 
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focusing on teaching cultural responsiveness to multiple subject preservice teachers to 

meet the needs of each and every student by recognizing them as part of the all, 

teacher educators instead employed racial erasure.  By refusing to “see” color and by 

prioritizing other factors over race, the teacher educators undermined their efforts to 

prepare multiple subject preservice teachers to be successful with all students that 

were articulated in the TPEs and for which they were attempting to comply.  Instead 

of opening the eyes of preservice teachers to meet the needs of all students, teacher 

educators blinded them from seeing all students by not specifically addressing those 

from non-dominant racial, ethnic, and socioeconomic communities.   Additionally, a 

few of the participants employed dysconscious deficit views when blaming some of 

the students included in the all, such as low socioeconomic students, English learners, 

and non-Whites, for their lack of academic progress.  Consequently, by overtly 

complying with the TPEs, which only mentions equity once in its 36 pages, teacher 

educators displayed an uncritical habit of mind that justifies inequity.  Moreover, by 

accepting the existing order of things in education, their deficit views place blame on 

students from non-dominant racial, ethnic, and socioeconomic communities. 

 The compliance mentality and the dysconscious deficit views of teacher 

educators, combined with their racial erasure, comprises the hidden curriculum that 

is implicitly taught to multiple subject preservice teachers . These preservice teachers 

may be learning that they should focus solely on the standards for instruction rather 

than looking at individual students to determine what their needs are and how to meet 

them. They may internalize the deficit views and then employ them. Furthermore, by 
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refusing to acknowledge and address race, ethnicity, religion, and gender in teacher 

preparation programs, multiple subject preservice teachers may learn to erase them, 

which is a devastating consideration given “[a] fundamental component of excellence 

in teacher education programs is understanding, valuing, and responding with 

appropriate pedagogy to the cultural diversity that characterizes U.S. schools and 

society” (Gay, 1997, p. 174).  The strong probability of transference from Central 

Valley University teacher educator perceptions to their multiple subject preservice 

teachers works against meeting the needs of a diverse student population in P-12 

classrooms and will likely stifle the progress needed to close the achievement gap.  

Compliance mentality, racial erasure, and dysconscious perceptions of deficit 

combine to create the hidden curriculum that migrates from the university classroom 

into P-12 classrooms and perpetuates the status quo, specifically, teaching to a 

generic student population, which undermines achieving excellence and equity in 

schools. 
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Figure 1. Graphic Representation of Discussion
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Recommendations 

Research   

This study adds to the limited research on teacher educator perceptions of 

teacher education programs, specifically those pertaining to facilitating an equity 

consciousness as a part of the disposition of multiple subject teacher preparation 

programs in the Central Valley University.  This study appears to demonstrate the 

need for modifications in teacher education programs that incorporate more 

culturally-responsive practices.  This study is also one of very few that seeks to 

document the perceptions of teacher educators in the Central Valley.  Future research 

on California State University teacher educator perceptions is encouraged to 

understand the views of participants and to determine if perceptions are normative 

across teacher education programs throughout the state.  Additionally, it is 

recommended that perceptions of the multiple subject preservice teachers’ own equity 

consciousness at the conclusion of their program be included in the literature. 

Teacher Education 

The analysis offered in this study provides ample evidence for the teacher 

education program at Central Valley University to consider a process to identify 

content and activities that would promote an equity consciousness both in the teacher 

educators and the multiple subject preservice teachers they prepare.  This could 

include, but is not be limited to, critical reflections of biases and a literature review of 

practices to employ in teacher education programs to promote the equity 

consciousness of preservice teachers.  To “help preservice teachers critically analyze 
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important issues such as race, ethnicity, and culture, and recognize how these 

important concepts shape the learning experience for many students” (Howard, 2003, 

p. 195), they must first learn how to critically analyze those issues themselves.  

Goodwin et al. (2014) argue that both experienced and novice teacher educators 

should “become conscious of their own biases and subjectivities, develop skills and 

sensitivities that can support…teaching and researching, build confidence as 

advocates for all learners and communities, and actively resist hegemonic practices 

and policies” (p. 298).  This might be done through a process of on-going 

professional development to increase the knowledge and skills of the faculty to build 

their equity consciousness or, similar to the work of Kornfeld et al. (2007), teacher 

educators might consider using their own courses and programs as research sites for 

insights into their preparation of multiple subject preservice teachers.  Using the 

research to not only articulate but also design a vision of teaching and learning in a 

diverse society would help to build preservice teachers equity consciousness (Villegas 

& Lucas, 2002).   

 In addition to expanding equity consciousness, a commitment to teaching 

from a multicultural perspective should also be considered by teacher educators to 

integrate culturally-responsive teaching practices into all courses taught.  Just as 

multicultural education in the P-12 environment “is not a separate, isolated, once-a-

year activity” (Ladson-Billings, 1994, p. 23), neither should multicultural education at 

the university environment be relegated to a given course or two.  In order for 

multiple subject preservice teachers to build their equity consciousness, they need to 
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be exposed to culturally-responsive teaching throughout their preparation program. 

Teacher educators must infuse attention to diversity in every course offering (Milner, 

2010; Villegas & Lucas, 2002) with an attention to preparing preservice teachers for 

the most diverse and challenging contexts rather than “generic” children (Sleeter, 

2008).   

 Not only should the teacher education program infuse attention to diversity, 

but so should the liberal arts program at the studied university.  Gomez (1993, 1996) 

suggests that the content of liberal arts courses can help to expand culturally-

responsive knowledge and reduce limited perspectives of preservice teachers.  

Because liberal arts is the dominant degree program that ushers in students to the 

teacher education program at Central Valley University, teacher educators should 

collaborate with their campus-wide colleagues to evaluate the courses that meet the 

graduation requirements to ensure that candidates enter the program with an equity 

consciousness and sufficient content knowledge mastery to teach P-12 students 

equitably. 

 Additionally, when evaluating teacher education program applicants and their 

readiness as determined by courses taken, grades earned, and hours spent observing 

P-12 classrooms, teacher educators should also carefully select “people with a variety 

of work and life experiences demonstrating their existing commitments to social and 

economic justice and equity for Others” (Gomez, 1993, p. 470).  As stated previously 

in chapter two, recruitment and selection of candidates into teacher education 

programs is a powerful approach to improving preservice teachers’ equity 
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consciousness and should be considered as an additional area for further research.  

Institutions might consider targeting undergraduate students that represent non-

dominant racial or ethnic populations into the teacher education programs and 

determining through study what barriers might exist to their participation in teacher 

education programs with the intent of removing those barriers. 

Policymakers 

As evidenced in the study, an overreliance on, or compliance with, state-level 

standardization has created a culture that works in opposition to building an equity 

consciousness in preservice teachers, teacher educators, and the vision and mission of 

the teacher preparation program.  Though the current TPEs set by the CCTC (2016a) 

emphasize meeting the needs of all students in every expectation, they fail to address 

equity directly.  In only one instance does the word equity appear in the 34-page state 

education document, and it merely states the expectation that “Beginning teachers are 

familiar with issues of equity and justice within the structure and contexts of public 

education” (CCTC, 2016a, p. 14).  Instead of using language in documents and forms 

that focus on opportunities for preservice teachers to learn and master competencies 

related to equity and excellence, policy should directly address how preservice 

teachers will actually ensure equity and excellence for all students.   

Summary 

This chapter consisted of the analysis of the perceptions of the Central Valley 

University teacher educators who prepare multiple subject preservice teachers to 

teach all students in today’s classrooms.  Four themes emerged from the interviews.  
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The compliance mentality theme showed an overreliance on standardized practices.  

The theme of dysconscious perceptions of deficit provided teacher educator 

perceptions that not all children are capable of high levels of academic success.  The 

theme of racial erasure raises concerns of whether teacher educators believe that all 

children means all, regardless of race, social class, sexual orientation, learning 

differences, culture, language, religion, etc.  And the theme hidden curriculum 

appears to show that the teaching in multiple subject preservice teacher courses 

values maintaining the status quo rather than changing practices to eliminate the 

achievement gap.  The chapter also included a discussion of how all four themes 

operate together to create a cultural reproduction that is transferred to P-12 

classrooms through teacher educators and provides recommendations to disrupt the 

reproduction and work toward a teacher education program that improves equity 

consciousness in all stakeholders. 
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