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Abstract

This paper reports the insights into the procespreparing teachers for
responding to pupil diversity, based on the evadmabf the process of a
three-year (2004-07) Comenius 2.1 project amonghtzaeducators from
seven EU countries. The paper is contextualizedimvithe author's move
towards a social constructivist approach to edanpatit then describes the
evaluation of the piloting of the DTMproject (Differentiated Teaching
Module, primary) materials with groups of pre- and-service teachers in
seven different countries in online and face-tefaourses in each of the
seven partner institutions. A qualitative analysigpost-course evaluation
data, collected from course participants and tutdighlighted the

following key processes for teacher educatorsbD@yelop own openness to
diversity; (2) Focus on the learner; (3) Build desanclusive learning

community; (4) Focus on learner reflection; (5) &®on learner reflection-
in-action; (6) Challenge assumptions; and (7) Ussas interactive rather

than individual learning.
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I ntroduction

Educators in Malta, as in the rest of the modermldyaare facing an increasing
challenge of diversity. Reflecting on this phenoomnAinscow (2007) raised the
following questions:

How do we create a school, how do we create tegdhiat can reach out to every
young person, whatever their background, whatekerr tculture, whatever their
language, whatever their religion, whatever thespnal characteristics? How do we
create an educational system that reaches ouety ekild?

Diversity, | suggest to you, is going to increages people move around, as
expectations are raised on what education has hiea then the teacher in the
classroom has to respond to a greater range @&naei (p.3)

At the same time, our experience at the Facultigcafcation in Malta shows that
most Maltese pre-service teachers, as is repoaethbse in the US, enter teacher
education programmes with a lack of experience anderstanding of diversity
(Hollins & Guzman, 2005). And indeed, many teackducators themselves have
come from a more homogeneous background and asectiillenged by diversity
(Ainscow, 2007).

How can we respond to this situation? | will firsflect on my own encounter
with this challenge and then discuss the insigh&® have resulted from a recent
transnational attempt at preparing teachers fquamding to diversity through a 3-
year Comenius 2.1 project (see www.dtmp.org).

Psychological and Social constructivism

Coming from a psychology background and having hawpgnitive development
units for the past two decades, | have tendedvouiathe psychological or Piagetian
constructivist approach to education: this is rdgdras a progressive child-centred
approach which sees the purpose of education akitgathe individual child in a
fashion that supports the child's interests andisiewith an emphasis on individual
cognitive development and the assumption that deweént is “an ingrained, natural,
biological process that is pretty much the same albrindividuals, regardless of
gender, class, race, or the social or culturaledrin which learning and living take
place” (Abdal-Haqq, 1998).

However, | have gradually come to realize thataheve approach only partially
addresses the learning challenges of children aprmom deprived backgrounds or
different cultures. The individual approach alorees mot helped children in schools
from low socio-economic backgrounds (see Vavrusl&@rth, 2002). The challenge
for such children is better understood through gbeial constructivist approach to
education which suggests that “the purpose of aduc#s social transformation and
the reconstruction of society aligned with demacrateals. This view is based on a
theory of human development which locates the iddia within a cultural milieu
and identifies the subject of study as the diatattrelationship between the two”
(Vadeboncoeur, 1997, p.15):
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Given the current demographic reports, teacher aihuc programmes need to take
seriously the task of preparing pre-service teacher diverse classrooms ...
Providing teachers with the awareness, knowledgesaills to effectively teach all
their students should be a central concern forhraeducators. Now more than ever
we need to examine constructivist epistemologieth i lens sensitive to social
inequalities and forms of oppression. ConstrudtiFisdagogical approaches must
consider the larger social climate in order to dgyeén a manner that is culturally
relevant and socially just. (p.16)

Such reflection made me realize how those we mayase=ffective teachers, and
who may be well qualified to teach in traditionadiffective methods, may not in fact
necessarily possess the multicultural competencesteaich culturally diverse
populations. Indeed, we have situations in Maltewteachers, who are seen as very
effective in junior lyceums (grammar schools), averse to teaching slower learning
students at the bottom end of the achievementdaueheir school even though they
in fact are part of the top half achievers of thialtstudent population. These teachers
are also extremely anxious about the possibilithafing to teach in comprehensive
secondary schools. We might indeed find that meigéeenced teachers “believe in a
pulling-oneself-by-the-bootstraps ideology that tiawvart multicultural reform. That
Is to say many teachers assume individual meritpmngeverance alone form the key
to academic success” (Vavrus & Dllworth, 2002, p.THus, for instance, Chetcuti
(2007) found that the experienced teachers in hetysdiscounted gender issues,
saying differences in achievements were due toviddal characteristics: they
explained higher achievement by girls in chemissybeing “due to girls being more
hard working and meticulous in their work while Bogend to study less.” On the
other hand she found that the teachers held sygieat views of gender differences.
She thus concluded:

Our responsibility is to ensure that we are repilyviding the same opportunities for
our students. Can we do this by saying that geddes not matter and cater directly
to the individual? But when we say that gendersdo@ matter are we denying the
social and cultural context of learning for ourdgnts? One issue which needs to be
re-examined is the extent to which the teachermsleéves understand their own
personal constructs of gender identity. (p.197)

Similarly, in a competitive school ethos, as in @wam-dominated streaming
system, there is a tendency to exclude those disigdro “fail”, and to put the blame
on them citing their deficits in ability, motivatiaor behaviour rather than recognizing
the cumulative social impact such a system hafesetchildren’s schooling (Barton
& Slee, 1999).

It is widely understood that in order to ensureagpportunities for a quality
education, teachers need to be sensitized toisiigadf inequality and discrimination
and to develop a commitment to transform the edumalt system towards more just
arrangements (Bartolo & Smyth, in press).
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Context of study

While the need for preparing teachers to resportiviersity is widely acknowledged,
there is less agreement bow this can be done. Relevant studies have focused o
three main course aims and strategies: reductioprejudice, development of an
‘equity pedagogy’, or using field experiences farsing student teacher awareness
and understanding and sensitivity to student caltdiversity (Hollins & Guzman,
2005; cf. Kiselica et al., 1999).

There is a wide debate on the most effective methodeach these aims. There
is a need for more longitudinal studies to undecstanore deeply the process of
teacher development for diversity. This paper repar study on the process of
engaging teachers in developing awareness of alilpuejudice and students’ equal
entittement to a quality education and in develgpam inclusive pedagogy. While
lacking the longitudinal dimension, the study hadrdherent multicultural dimension,
being based on the transnational experience ohégasducators from different EU
countries engaged in a three-year Comenius 2.le@&r&p support teachers in their
development of awareness and skills in respondirggudent diversity (Bartolo et al.,
2007).

The DTMp (Differentiated Teaching Module — primary: Prepgritrainee
teachers to respond to pupil diversity) projectriemas made up of teacher educators
from seven EU countries: Malta - Coordinator, CzBapublic, Germany, Lithuania,
Netherlands, Sweden, and United Kingdom. Partremsecfrom different disciplines:
only one had an inclusive education background; gmecialized in differentiated
teaching; three in educational psychology; two frisve field of learning disability
and special education; one from the pedagogy ofiemaatics; one from the pedagogy
of language learning; one from the area of sociotemal development. However,
there were also two common threads: all members eegaged in teacher education
and all were concerned about social justice in atioc.

The aim of the project was first of all to produnailticultural and multimedia
teacher education materials for online and fack&t¢e-courses on responding to pupil
diversity. The project group held six meetings waghen democratic discussion of
aims, concerns, ideas and teaching materials alithga constant interaction over the
internet. The materials produced wer&emacher’'s HandbookBartolo et al., 2007a),
Tutor's Manual(Bartolo et al., 2007b), and a DVD with readingsl aiideo-clips of
classroom processes (Ale, 2007).

This paper reports the insights into teacher edwutdbr responding to pupil
diversity that were obtained by the project tearmugh the experience of piloting the
course with pre- and in-service teachers from ifferdnt countries in January-June
2006.
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M ethodology

This study was aimed at describing the processoafiucting a teacher education
course for responding to student diversity. A cstsely qualitative approach was
therefore deemed appropriate to be able to desholbeto run such a course (Yin,
2003).

Participants consisted of groups of from 10 to B8 pr in-service teachers at the
7 partner institutions who participated in eithefage-to-face or an online course
using the materials produced by the D lgroject. Courses were run either as two-
hours-a-week courses or in 3-day seminar blockdy ®@me of the materials were
used in each course.

Table 1: Piloting of the materials by type of participants and mode of delivery

Face-to-Face Online
Pre-service Malta Malta
teachers Netherlands UK
Sweden
In-service Czech Republic
teachers Germany
Lithuania

Both quantitative and qualitative data were co#dcbn the adequacy of the
courses for addressing the stated aims. The eu@iudata included first of all the
responses of participants to a post-course evatugtiestionnaire including questions
on the interest, relevance and usefulness levalseotourse. In addition each course
participant wrote a brief account of his or herfpssional self development through
the course. Course tutors too kept a record of g®f evaluation of course delivery.
A three-day meeting was finally held among all seututors to evaluate the adequacy
of the course materials and process. Each parthettry presented the evaluation of
the course and a discussion was held on the matidics that needed to be made in
the materials as well as on the instructions farrse delivery that were to be included
in the course’Jutor’s Manual(Bartolo et al., 2007b).

This paper made use of the qualitative data to pgkmportant processes in
answer to the questionVhat was perceived as having or not having had srel
impact on the development of teachers in responmimyersity?

All data relevant to best practices in running arse of teacher preparation on
responding to pupil diversity were inductively agdalitatively analysed into main
themes. Seven key processes were identified asteds®r engaging educators in
working towards responding to student diversitye3dare described below.
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Results and discussion

This section gives a brief account of the seven k@gesses that emerged from the
project team experience and how these relate teexiwting relevant literature on
teacher preparation for diversity.

The seven processes were related to two undenbyingiples: (a) first of all they
represent an attempt to model for pre- and in-serteachers the inclusive processes
we were trying to stimulate in the participants¢g dr) secondly, they were related to
other processes regarded as essential for bringbmyt change in attitudes and
professional development. The seven processes agefellows: (1) Develop own
openness to diversity; (2) Focus on the learngrB{8ld a safe, inclusive learning
community; (4) Focus on learner reflection; (5) $@athe challenges in action; (6)
Challenge assumptions; and (7) Use social intemactther than individual learning.

(1) The first key finding was thautors need to develop their own openness to
diversity as an enrichmemather than as a problemhis theme arose from the team
members’ experience of changes in their own attuahd understanding of diversity
through the intercultural dialogue we engaged innduour team meetings over the
three years of the project. Each one was challeng#d different perspectives on
education and inclusion which were based on ouerdiht experiences in different
education systems. No one could impose his or pproach on others, but we all
became less rigid in our understanding of inclusiad differentiated teaching. The
English speaking members were themselves challesigeagly by the experience as
shown in this point raised by one of the other mersb

A question is - to whom is this project preparet®lems to me that it is mostly for
English speaking countries. Excuse me, please,itblatoks like this. There are
sometimes so often links to web sites which arenally in English - | understand it,
but do you think that students - participants frood English speaking countries will
be so equipped with English that they will be ableise it? Shouldn't we consider it?
If we will not consider it - it seems to me thatstagainst the purpose of the project.
It will not be differentiated teaching. It will excluding...

It was thus easier to be open to the different bggg each encountered in the
course participants. It also highlighted to all thembers the relevance of the social
constructivist paradigm to learning that was exmdi in the introduction to this
article. This finding is very much in line with wh& required of teachers: self
development towards a positive attitude to diffeeens regarded as a primary
component of multicultural competence (Cushner,6208umphrey et al., 2006;
Hollins and Guzman, 2005). Teacher education ugtits should proactively support
such development:

If supervision for social justice is to become @pty for their teacher education
programs, universities must be willing to provideofpssional development for
supervisors so they can become more culturally orsipe and knowledgeable.
(Jacobs, 2006)

In that sense, th@eachers’ Handbooland Tutor's Manual described in this

paper were also intended to make relevant matemalteacher preparation for
diversity more easily available to all teacher edars.
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(2) On the other hand, a second key finding was ttie teacher educator needs to
focus on the learneiThis widely known but less practiced factor of gffectiveness
of a holistic and constructivist approach to leagniapplied equally to higher
education It was also brought home to the project team mengly by the team
experience. The team had spent a lot of energy@weand a half years on producing
a set of common training materials and were focusegilotingthem However, the
materials were a compromise collection that appliadedly to the very different
contexts with regards to inclusive education pcasti Thus a strong need was felt by
the tutors to adapt the content to the differemdkgeound of the participants in the
different countries. For instance, the German gastneported:

For the further development and success of PTM is necessary to discuss the
participants’ motivation, previous subjective piples and views on school and
students that guide their actions.

All partners felt the need to engage with theittipgrants through allowing space
for their experiences and different perceptionghaf issues. This required flexible
materials. The first version of the materials, proged also for an online course, were
extremely structured, and this on reflection cahitied the principle of constructivist
teaching. After the pilot, the materials were redisn such a way that only broad
aims are stated for each chapter, and a list aVities appears at the end of each
chapter thus allowing from more choice of specific across chapter tasks. In
addition, relevant readings were put in boxes toald be flexibly used or left out by
the reader. The preface to the handbook refledptbcess:

Finally, we have tried not to be prescriptive afidvaas much as possible for users
of the handbook to make use of theiwn experience and relevant texis their
culture to make sense of the issues raised inhidwglbook. Responding to student
diversity is a dynamic, embedded process that dpgebver time and in specific
cultures and educational systems. We hope youefepbwered to make flexible use
of the handbook. (Bartolo et.aR007a, p. xv)

The pilot evaluation also revealed that the comwsirist approach was often a
new experience for course participants used touatdr-directed learning. Tutors had
to create the atmosphere and give time and spacgudents to take more control of
their own learning. This was also reported by Lymad Smith-Maddox (2007) when
they tried to induce pre-service teachers intorauiry based approach to becoming
social justice educators.

(3) The third related key finding was the impodarofcreating a safe and inclusive
climate. This was again an attempt to model the creatioa eénse of community
among pupils, creating a feeling of belonging ftbrbg extending an invitation and
appreciation for contributions to the discussion aly participants (Bartolo et al.,
2007b). A safe and inclusive climate was also a&s&ary setting for engaging in the
process of challenging attitudes and values. Tharirglp of personal views and
experiences in relation to diversity requires ibuge tutors experienced the need to
allow for the expression of non-inclusive perspexgi that would be challenged
empathically through the facilitation of differeiteas in the group. Managing this
process is one of the important challenges in esuid professional training for
diversity, as was also observed in the field ofchsjogy:
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Multicultural coursework moves into what is viewad more personal domains
beyond listening skills and personality theoriesit@e-centered faculty introduce
material many students have never thought about,moacare about, and may have
reluctance to engage in, even if the course wor&gsired (Jackson, 1999). Thus the
challenges for faculty, advisors, and superviseruire multiple skills to ensure a
safe learning environment, an ability to know thleurse content, and to manage
emotions that emerge. (APA, 2002, p.33)

(4) The fourth important outcome of the pilot expece was in line with the
literature: the need to engage course participanmesflective learning The concept of
the reflective practitioner (Schon, 1983) is widesul in teacher education courses:
the terms ‘teacher reflective practice’ called up Bublications on the Amazon
website for 2006-07. Reflection is even more esskefdr this course. The team had
an explicit discussion on what to prioritize: shul be skills training or attitude
development? The option was:

to stimulate self development in the trainee towadjreater appreciation of the need
for responding to student diversity, an attitudat tthe team regards as an essential
element in enabling teachers to become truly resipenn the classroom. (Bartolo et
al., 2005, p.36)

Similarly, among the six main teacher competenitiashave been highlighted in
the related field of culturally responsive eduaatithe first three concern teacher
attitudes:

Culturally responsive teachers (a) are socioculju@nscious, (b) have affirming
views of students from diverbackgrounds, (c) see themselves as responsibéaéor
capableof bringing about change to make schools more alig} (dunderstand how
learners construct knowledge and are capabfgomoting knowledge construction,
(e) know about the livesf their students, and (f) design instruction thatlds on
what their students already know while stretchimgnt beyondhe familiar. (Villegas
and Lucas, 2002, p.20)

Thus the handbook recommends that the course eEglddciining in action
research and reflective practice (Chapter 1). Edapter ends with a section titled,
‘Think, Reflect, Plan’ with tasks requiring reflemt on one’s personal experience,
observations, readings or teaching practice. Aectifle journal was the preferred
method of assessment for the pilot course.

(5) The fifth key theme built on the previous omeinees need to experience the
challenges in action (Schon, 1983; 1987). Changedeaching behaviour are
developed in reflective practice. This also waseganned understanding: the final
chapter of the handbook is focused on supportirgg tdhacher to implement the
principles of inclusion and differentiated teachimgactual teaching practice. The
participants appreciated it:

One of the important things about this course was that it helped me to reflect
upon my teaching practices with the aim of becoming a better professional
teacher. .... During my practice | faced many difficulties which in turn made
me reflect a lot... dilemmas like how am | going to present integrated,
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meaningful content at an appropriate level and how am | going to adopt a
holistic attitude? (Pre-service teacher, Malta, italics added)

| can say that this course gave me the opportunity to work with someone who
found difficulty in learning. | can say that | learned some important skills in
dealing with these children, especially the disabled, and now I'm more
comfortable if | come to deal with such situations, because | tried that which |
learned in practice. (Pre-service teacher, Malta, italics added)

In a meta-analysis of such an approach, Jacob$)200nd that researchers reported
challenging supervision of practice as more effecthan engaging in discussion
about social justice in society or schools in gaher

(6) The sixth key theme links closely to the abotre2 need to challenge student
assumptions. It should be noted that teaching ipeaoh its own may not be effective,
but requires challenging supervision particulagéuse trainees may often focus on
the challenge of adjusting to the school systernerathan critically appraise it. For
instance, the online version opened the sectioamstructivist approaches with a
video clip of a science teacher conducting a lessoheart rate, where he directs the
students to record their heart rate, do exercigk rarrecord it. The experienced
teachers first saw the lesson as quite exemplatly thiands-on’ activity for the
pupils. Reflections took a different turn when d¢daged by the tutor to think more
deeply:

While | agree that this lesson is much better than the so called direct
instruction, don't you think that this is still a very teacher-centred process?
... (Tutor)

A much deeper and richer discussion followed:

When watching the clip over and over again, onesdealize how, although the
children are learning through hands-on experientfes lesson is not very child
centered. | feel that the teacher could have laefites time for discussion, either in
groups or as a class. The children weren't realgrgthe time to express their
views about what was being taught. The teacherdcchiave made the children
predict before actually conducting the experimefter analyzing their results
to see if their prediction was correct. Even durthg experiment, the children
were just left to write down their answers on a kgtreet, a discussion did not
take place about what was happening. ... (Teachdineoforum)

Such challenges are even more necessary in egaitgs. When pre-service teachers
were asked to keep a journal of multicultural issue their practice, they only
brought up surface issues such as including redereén food in different cultures
(Grant & Zozakiewicz, 1995). Abt-Perkins et al. (B) reported significant impact
only when supervisors engaged the teachers ircariteflection on their practice,
such as raising the issue of how far an otherwisality lesson was relevant and
appropriate in terms of subject matter and insionel strategies for students from
various cultural backgrounds.
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Participants can challenge each other. For instainceesponse to one participant
from Malta saying it is not possible to differem¢idearning if one is preparing for a
one-size-fits-all examination, another participeimallenged:

| agree with T that differentiated teaching is dewhag with the extensive
syllabus that teachers have to cover. However, yepempil needs to have an
equal chance to learn. | understand that it isialiff to meet the needs of every
pupil but the teacher must at least try. (Pre-serveacher, online forum)

Participants can also be challenged through dicectact with people who have
experienced discrimination and exclusion. In onarse (Netherlands) a session with
a parent of a child with a disability who was notepted at the regular school raised
empathic understanding from the participants whiedait as one of the most
significant experiences in the whole course.

(7) The seventh and final principle was the impartaof engaging the participants in
a social learning experiencelhis too was preplanned. All pilot courses inwaav

interactive work. This required proactive tutoripgrticularly in the online version of
the course. The interaction online was achieveautin a deliberate structure
requiring participation in a forum on each themée Tutor also intervened at the
beginning and other relevant points in the forunstimulate discussion, while also
ensuring that all views were respected. Particpappreciated the flexibility of

learning from home but were struck by the enharpgagticipant interaction that was
achieved:

The resources were far more interesting and beahgta work from the comfort of

my home was very convenient. Amazingly this did inbibit the interaction between
participants, on the contrary, in increased it napinion. People who rarely talk in a
lecture at university, were constantly giving thepinions in this course. (Malta,
online forum)

The group setting has been seen as offering magoertymities for developing
sensitivity to different perspectives on issues essential ingredient in responding to
diversity. Such a setting is a most important

opportunity to identify important issues and disculkeir representation in course
readings, instructional strategies, and studemhiag. This set the stage for them to
listen to alternative voices and to take controthadir own learning. (Lynn & Smith-
Maddox, 2007)

This approach is further called for because changasponse to diversity is not
merely an individual endeavour but involves chagghre culture of communities and
organizations (see e.g. Hutchinson & Martin, 198BA, 2002). In our case it was
raising the status of diversity issues as a legrakperience at the group level too.

Indeed the DTN experience suggested that social learning shaiddranot only
among the course participants but also among tuitws project team had developed
the materials in a transnational multicultural gromith use of each other as critical
friends. Each member felt that he or she had griovappreciation of diversity issues
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through this challenging interaction. This led lte suggestion in th€utor’'s Manual
that both teaching and learning should best beechaut in collaboration:

Within the constructivist approach also, it is segfgd thata team approach to
teaching and learning be adopted. Whether takemeordr face-to-face, a major
characteristic of a course based on th@édbookneeds to be the sharing of ideas,
values, experiences and reflections among the ¢ea¢hemselves. There are many
tasks that encourage participants to share thewladge and skills. They will also
be sharing their teaching experience as a teamaowltbagues both on training and in
the schools. This can be modeled most effectividiytors also undertake the training
as a team — as we ourselves experienced the devehbf these materials as a team.
(Bartolo et al., 2007b, p.7)

The process of tutors as well as trainaeing as critical friends to each other, as
well as receiving critical feedback, needs to beamteeply considered in professional
development: In a small study on lecturers in medicit was found that the
experience of “being a critical friend may be ewveare effective than having one”
(Dahlgren et al., 2006).

Conclusion

This study has presented seven main insights in@ddacher preparation process for
responding to pupil diversity. The insights weradzhon pre- and in-service teacher
response to a particular course. The data werehattiby the fact that participant
tutors and teachers were from seven different cmstand the themes were
developed through democratic intercultural dialogwer time. However, like most
studies in teacher education courses in this #nedjndings were based on data from
courses conducted by the tutors themselves, ancbnwol groups were used; and
data consisted of tutors’ and teachers’ self-repbthe end of the course; moreover
no data was available on whether changes were amagot over time (Hollins &
Guzman, 2005).

There is a need for longitudinal studies which gttite development of pre-
service teachers’ multicultural competencies owmetfrom the beginning of their
teacher training to their first years of teachinghe classroom in order to clarify the
kind of preparation that would be most developmigntappropriate during their
training course. Similarly, there is a need fooagditudinal study of changes in in-
service teachers’ attitudes and perceptions anchiteg behaviour before and after
going through specific training courses or workshop

On the other hand, it should be noted that mosh@frinciples arising from this
study are actually similar to those that have badwvocated for use by teachers in
classrooms, such as constructivist, inclusive affdrdntiated teaching. So they fall
within the challenge that pre-service teachersngftese to their tutors: ‘Practice what
you preach.” In that sense, it is hoped that thislys will stimulate self-reflection in
teacher educators which is widely seen as a prirstay in preparing teachers to
respond to pupil diversity.
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