UNIVERSITY OF VAASA
Faculty of Humanities

ICS-programme

Dacil Aline Garcia Lagarda

Culturally Sensitive Teaching in Finland’s Basicugdtion:
A Comparative Study of the ‘Diversity Pedagogy’ Mdd

Master’s Thesis
Vaasa 2009



TABLE OF CONTENTS

1.

2.

INTRODUCTION

CULTURALLY DIVERSE STUDENTS AND EDUCATION:
THE POWER OF CULTURE

2.1 Diversity and Minority Students

2.2 Ethnic Identity of Minority Students

2.3 Language Loss among Minority Children

2.4 Equity in Education

2.5 Race and Segregation

2.6 Performance of Minority Students

2.7 Learning and Culture

CULTURAL AWARENESS IN EDUCATION:

THE POWER OF TEACHING

3.1 Global Education and Educational Policies

3.2 Immigration and Inclusive Education

3.3 Educational System and Teacher Preparation inrkdnla
3.4 The Role of the Educator

3.5 Cultural Awareness in Teaching

ANALYSIS
4.1 Methodology
4.1.1 Diversity Pedagogy’s Dimensions
4.1.1.1 Diversity / Consciousness of Diversity
4.1.1.2 Identity / Ethnic Identity Development
4.1.1.3 Social Interactions / Interpersonal Retathips
4.1.1.4 Culturally Safe Classroom Context / SedyRated
Learning
4.1.1.5 Language / Language Learning
4.1.1.6 Culturally Inclusive Content / Knowled@equisition

14
14
18
21
23
25
28
32

34
34
39
45
49
52

55
55
56
6 5
75
58

59
60
61



4.1.1.7 Instruction / Reasoning Skills 62
4.1.1.8 Assessment / Self-Evaluation 63

4.2 Findings 64
4.2.1 The Regular Classroom 64

4.2.1.1 Lower Level Basic Education in the Regdlssroom 67
4.2.1.2 Upper Level Basic Education in the RegGlassroom 69
4.2.1.3 Lower and Upper Level Basic Educatiorhim Regular
Classroom 70
4.2.2 The Immigrant Classroom 71
4.2.2.1 Lower Level Basic Education in the Immigr&€lassroom 75
4.2.2.2 Upper Level Basic Education in the Imraigr
Classroom 76

4.2.2.3 Lower and Upper Level Basic EducatiothsnImmigrant

Classroom 79

4.2.3 Teacher Training 79

4.2.4 Discussion 82

5 CONCLUSIONS 85
WORKS CITED 92
Appendix 1. Interview 98

FIGURES AND TABLES
Figure 1. Country of birth, citizenship and mothmrgue of the population

31.12.2008 40
Figure 2. The largest groups by native language 9@l 2008 40
Figure 3. Education Structure in Finland 47

Table 1. Immigrants and Educational Policy in Fndaluring the 1980’s

and 1990’s 42
Table 2. Immigrant and Educational Policy Develophistween 1999

and 2006 43
Table 3. The Regular Classroom 65
Table 4. The Immigrant Classroom 72

Table 5. Teacher Training School 80



UNIVERSITY OF VAASA
Faculty of Humanities

Programme: ICS
Author: Dacil Aline GaadLagarda
Master’s Thesis: Culturally Sensitive Teaching in Finland’s Basic

Education: A Comparative Study of the “Diversity
Pedagogy” Model

Degree: Master of Arts
Major Subiject:

Year of Graduation: 2009
Supervisor: Gerald Porter
ABSTRACT:

The purpose of this thesis is to compare the mmctf teachers in the Finnish
classroom with a model of culturally sensitive tdag. By this comparison, the
research examines the influence of culture in #azhing-learning process: how the
cultural background of every student and everyruasor cannot be detached from this
everyday process.

Several researchers have studied the power ofreultueducation, and today the rising
of a multicultural classroom is inevitable. Accargito a culturally sensitive teaching,
the role of the educator is to be aware and trydémtify cultural situations, and to
create an equal environment of learning for evdndent. The need for a special
teaching approach regarding culturally diverse ettsl is the argument for this
research. The performance of these students isitcoretl by the equal accessibility
they have to instruction. The focus of this reseamas Basic Education, and teachers
working with immigrant students were approachede Tethod of analysis was based
on the ‘Diversity Pedagogy’ model, proposed by edloicRosa Hernandez Sheets. This
model helped to approach different dimensions sfruttion in the classroom, since it
covered important areas in the development of tingests.

The study aims to state the concepts of multicaltteaching and the adversities that
minority students experience. The findings and ksions were supportive of the need
of specialized attention for those students whdedifrom the mainstream culture.
Finnish education considers the presence of clijudiverse students in their
classrooms and offers special education. Howehées,type of special instruction was
perceived specifically in the classrooms teachinly anmigrant children and it faded
in the regular classes when those immigrant childvere integrated with the Finnish

pupils.
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1. INTRODUCTION

The behavior of an individual is influenced by owd. This determines his/her
personality and it is this cultural behavior ansl diversity which has received great
attention in the teaching-learning process in thst [years. These varieties of cultural
behavior affect the classroom environment in margysv the academic’s or the
student’s attitudes could lead to contradictory readinggelya it is common to come

across people that are different from us, physicaiid culturally. Representations of
diverse cultures are portrayed in every sector aoiety and this does not exclude
education. Classrooms have become a small scdalaroén relations in society where

power relationships are exercised and the struggiervive and succeed is latent.

The pursuit of equal opportunity has led to thestjder multicultural education. The
search of educational systems to embrace a diweoskel contradicts itself with the
quest for a global educational system made to Jérye student regardless of their
location or cultural specificities. The suppositiohMeyer’s “World Culture Theory”,
which argues that modern nation-states will meng® ia single global model of
schooling as a consequence of a more general @ultnodel that also includes
governments, health systems and different organiza{Meyer qtd. in Anderson-Levitt
2003: 2), is relevant when analyzing education&brnes applied around the world.
However, this theory becomes less suitable whesetheforms are exposed to specific
settings in real classrooms and the adaptatiohexet reforms becomes ineffective for

certain cultures.

The aim of this thesis is to state the importaniceutture as the main component for
achieving an effective education, and the awareoésslucatorsto acknowledge this
and apply useful methods while teaching. Amongdégnitions of culture, Triandis in
his Culture and Social Behaviof1994) gives a definition that is helpful for this
research: he mentions that “One useful way to thindut culture is to think afnstated

assumptions standard operating procedures, ways of doinggshithat have been

! This term is used in this thesis to refer spealfjcto school pupils.
% This term is used in this thesis to refer speaifjcto teachers.



internalized to such an extent that people do ngiea about them” (1994: 16). This
definition can be applied when all the participaniglved belong to the same culture,
the “mainstream culture”. When people possess mstnd beliefs that differ from the
mainstream ones the opposite happens: their acii@nguestioned and their procedures
do not match those unstated assumptions.

Interaction between the learner and the educatmaltual influence: their performance
is affected by each other. From the position of dbademic, it is partially guided by
educational systems influenced by culture, natismglthe political environment of the
place, as well as his/her own culture, namely peices, prejudices and bias. Cultural
values are implicit all around, in orders, textbeak assignments reinforcing a national
identity that differs from the identity of thoselwwally diverse students. From those
students’ perspectives, to assimilate and try tdetstand a new set of programming
creates difficulties to achieve the goals commaidgired by the educational entity.
They are forced to adopt specific behavior in caatittion to their beliefs in order to

succeed.

The purpose of this investigation is to analyze thke of culture in the Finnish

classroom by comparing teaching practices in badiccation with a model proposed
for culturally sensitive teaching. At the same tjntleis research will underline the
importance of the development of a culturally seliessroom to be able to obtain a
satisfactory learning from culturally diverse pgpilThus, my hypothesis is that the
learning process of culturally diverse childrenFimnish basic education is influenced
by culture and therefore culturally sensitive teaghneeds to be applied in order to

guarantee an effective education.

The relevance of this study can be appreciatedairsy with the effort of government

entities to integrate modern nation-states, anid #teention to the increasing number of
immigrants and their adaptation to the host soci€ye of these institutions is the
Ministry of Education in countries receiving immagits. Governments adapt policies to
include minority students, giving them the right eflucation. However, are they

obtaining the same level of education as the stsdbelonging to the mainstream



culture? There is a gap between the performaneeimdrity and mainstream students.
In Johnston & Viadero’s (2000) publication, reséars predicted the performance,
how much money students in the United States \ailh@s adults, and other statistics,
on the basis of race and ethnic background. Thesdigtions were based on the
assumption that these minority students would nlgethe lowest achievements.

Educators have an important and decisive task. Midlybe the ones making the
difference in the early ages of these studenis.rbt an easy one. This task requires a
lot of time, effort and dedication. The role ofdkars is to transmit the knowledge and
promote critical thinking in their learners, to ass that the goal is accomplished and
provide equal opportunity in practice. Thereforeesides pedagogical skill, it is
necessary to be sensitive to cultural differencesaware of different practices among
the students. As Delpit (2006) describes it, peamtierpret behaviors through cultural
lenses that work unconsciously, and in order tonléew to interpret behaviors across

cultures it is necessary to consciously make thersges apparent (2006: 151).

This research will be constructed under the aimmatticultural education, which is
defined by Geneva Gay, a leading authority in #rsa, as an attempt to bring close
together educational processes and human chasticerwith effective pedagogical
practices (1998: 9). Direct interest from the teacls necessary and support from
educational authorities is needed. The motivatarthis study comes from the concern
of inevitable encounters with different culturesdarom the cultural awareness that
every person who claims to be part of a changingdamas to possess to bring equality
and benefit to society. The future and a tolerawitization rely on today’s children.
Their achievements and benevolence depend in & laxgent on the quality of
education they receive. Therefore is a challengedoicators, as it has always been, to
prepare pupils with useful and contemporary toolstifieir development. A culturally
safe classroom is necessary to reach these gaaltharpreparation of the teachers is
essential to create this environment. A humane adhrc should be sought along with
knowledge and academic quality. Delpit (2006: xix)her introduction cites a letter
from Haim Ginott's work that summarizes this claifis letter is given by a principal

to his teachers at the beginning of the school:year



Dear Teacher:
| am the survivor of a concentration camp. My eya® what no person should
witness:

Gas chambers built by learned engineers.

Children poisoned by educated physicians.

Infants killed by trained nurses.

Women and babies shot and burned by high school ailége

graduates.
So | am suspicious of education. My request is:pH@ur students become
human. Your efforts must never produce learned teosisskilled psychopaths,
educated Eichmanns. Reading, writing and arithmacimportant only if they
were to make our children more humane.

The questions approached by this investigationttardollowing: How should one teach

different cultures? Are educational systems andahieg protocols influenced by

cultural values? How do these educational moddéctthe achievement in minority

students? What are the measures an educator hdspbin order to bring equality and
avoid conflict? What are the aims of a global edioca are they to unify or segregate?
What is the educators’ perception of multicultueaucation? Is teacher education
considering issues of diversity in the classrooMs® much distinctiveness in teaching
is necessary when trying to accomplish a colleajival?

The material that will be used in the theoreticaltpof this thesis will comprise
literature on minority students, diversity in tHassroom, pedagogy, teacher education,
educational systems and their global influencelusige classrooms, and research
developed on the field of multicultural educatidime guidance and main authority that
I will be following is educator Rosa Hernandez Skemnd hemDiversity Pedagogy:
Examining the Role of Culture in the Teaching-LaagnProcess(2005). Sheets is a
PhD associate professor at Texas Tech Universiy.38 years of teaching experience
with diverse students from pre-school to high s¢hawd her numerous publications in

the areas of multicultural education created tloeigds for her new proposal.



Her latest work will be taken as model of cultwakensitive teaching in the analysis of
this research. Considering that it covers in onéehthe theories of various authorities
in the field, and specifically states the pedagalghehaviors needed in educators, as
well as the main areas to be considered when wgriith diverse students. Her
publication contemplates eight dimensions whenhiegcin a multicultural setting. In
these dimensions there are specific teacher pedaddzghaviors that lead to specific
student cultural displays. Meaning that, when teesHollow specific actions in the
classroom they can produce a cultural response fhenpupils, and together, they can
create a combined set of new knowledge that helgersie pupils with their
performance. In other words, it is an associatibcuture and cognition in order to

facilitate the teaching-learning process linkedutiurally diverse children.

Sheets (2006) definition of students’ cultural thgp is “Observable manifestations of
the norms, values, and competences children l@attmeir homes and communities that
provide valuable insights to who they are, how thet; and what they know.” (2006:

216). While she defines the teachers’ pedagogiebbtor as “The classroom actions
and attitudes teachers express related to thef éeaching.” (Sheets 2006: 216). These
eight dimensions will be the base for the compegaginalysis in this thesis. They cover
the following areas, diversity, identity, socialtéractions, a culturally safe context,

language, a culturally inclusive content, instroigfiand assessment.

The theoretical section will be supported by scisotaich as Lisa Delpit, director of the
Center for Urban Education and Innovation at Fliidternational University. Delpit's
areas of research include: culturally relevant appines to educate students, and cross-
cultural communication. Geneva Gay, professor & thiversity of Washington,
specializing in multicultural education, minoritiemnd classroom instruction. Jim
Cummings, professor at the University of Torontis, main contributions in education
are in the areas of language development, racevaridng with different cultures in a
classroom setting. Moreover, a research conductedsdveral anthropologists on
educational policy and reform across the worldestlity Kathryn Anderson-Levitt in
their collectionLocal Meanings, Global Schooling: Anthropology awbrld Culture
Theory (2003) will be used in the second part of the thesection. This publication
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argues the idea of adoption of a single model bbsking around the world, and will be

helpful when defining educational models and teapheparation.

Throughout the research on multicultural educatithere are always case studies
applied to the theory discussed. A combinatiorhese examples will give this work a
better understanding. | am planning on supportitegtheoretical part with their work,

gathering their experiences on the topic as exanpldiese experiences involve
immigrants and cultural minorities, and their camfiation with the school system and a

new set of values.

The composition of this study will comprise fiveagiters. Chapter one will be the
Introduction. Here | present a brief induction twe tresearch, describing what the
subject of the thesis is and defining some of thiecepts | will be using in the thesis.

The relevance of the topic, the motivation, and pleesonal interest behind the work
have been briefly mentioned earlier, along with thgothesis guiding the overall

investigation. An overview of the material primgribsed and the main authorities
followed through the theoretical background areegivand a description of the chapters

planned.

In the second chapter, “Culturally Diverse Studeatsl Education: The Power of
Culture”, the theory on multicultural educationyvetisity in schools and minority
students will be discussed. A crisis of identityeidgperienced by immigrant students,
and it has been studied by several scholars. ;ngéetion | will include as a literary
illustration the autobiographunger of Memory: The Education of Richard Rodrigue
(1982), often required reading in some collegeh@&US. Richard Rodriguez is the son
of Mexican immigrants in the United States and becdbes issues of schooling as a
minority student, his experiences as a child arsdNdexican identity transformed by
education. When approaching diverse pupils in eilutalanguage has a great
influence as part of their culture. Normally, thesmority students are conducted in a
second language that creates a new challenge t@wamwe and to adapt to. As an
essential characteristic along with the rest of ahguments discussed before | will

analyze how the price of education is in most cakesloss of the first language;
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Rodriguez” book also addresses this issue. Equhiliiyg the teaching-learning process
is sought by multicultural education. However, thesinority students are segregated,
bias and prejudices are difficult to dismiss, ahdréfore, the performance of these

students is at risk. Finally some approaches tmieg and culture will be mentioned.

Chapter three, “Cultural Awareness in Educatione Hower of Teaching” will focus
on inclusive education, the role of the educatad his/her preparation. Along with
multicultural classroom theories, education hasbesmbracing global status, applying
systems that were successful once in a settingishdifferent from the original, and
because of the cultural context these reforms ar@eccomplishing the result desired. A
field of anthropological studies approaches thesstldom as a social system, being
dynamic as culture. How instruction has been t@nséd along with social processes
will be one of the focuses, as well as the patlowed by different educational systems
and policies. Furthermore, an overview of the Bhreducational system and of teacher
education in Finland will be central to support firactical part of the research. This
research was conducted in Finland, as a model docaional system, due to the
accomplishments in the latest evaluations of tlegiRdm for International Assessment.
Lastly, the cultural awareness fundamental to ¢laehing process will complement this

theory.

The practical part will be covered by chapter fauhere teachers from basic education
in Vaasa, Finland, were interviewed on their petiogis of multicultural education,
cultural confrontation, quality standards, inclesieducation and their experience with
culturally diverse children. These interviews hadicured questions; however, they
were open to any other related topic that mighteappuring the discussions. The
results of these interviews were analyzed andddeas qualitative research; one of the
most commonly used methods in social studies. Asnaonduction to the analysis,
Sheets’ dimensions oDiversity Pedagogy(2005) were summarized since they
structured the outline for the research questidhs method will lead to the inquiry of
the investigation, guiding discussion on the extainthe influence of culture in the

teaching process and the performance of the stsid@rdlved.
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The last chapter sums up the content of the iny&tstin, the results of the research and
the most important findings. A recapitulation oétbbjectives stated, their fulfillment

and relevance are part of the conclusions. In mxiditecommendations are suggested.

The limitations and challenges of the study ar¢ tthae to lack of fluency in the Finnish
language, observational research in the classreamsot be performed as a secondary
support of the teachers’ interviews to determine ¢auses and resolution of conflict
and pedagogical approaches that are used for siiedents. Moreover, a dialogue with
the students as a third supporting analysis cab@omplemented for the same reason.
Further studies could focus on these angles, and bther suggestions to support this
notion in a different manner. Nevertheless, qui@a research on the teachers’
perspective will fulfill the aims of the study. Mpackground as a researcher could have
a double-sided effect. | was born in Sonora, Mexiam myself a foreigner to Finnish
culture, so this could be positive as it is objpeetio the research. However, some signs
could be missing from the analysis because ofuhfamiliarity. On the other hand, |
have had the opportunity to live, study and workihner cultures like the United States
and Canada before coming to Finland. While in Mexiworking for the international
office at an educative institution gave me the epee to help foreign students with

the transition into my country. These are just soemearks which | consider relevant.

Even when multicultural education has been promaddll implementation of cultural
awareness is still missing among students, professal educational planners. In some
societies, the idea of internationalization exiatgl is a permanent concern in the
curricula. Despite this, life in the classroom doest consider its pluralism. The
question is not whether these students want totaodiamot to their surroundings.
Instead, it questions whether there is acceptamce uaderstanding of the cultural

implications affecting their performance.

The power of culture in most circumstances defthessettings that people, in this case
the students, feel comfortable in; differences atrdngeness equal disturbance and
inquietude. The consciousness of being part of mority can lead to unconscious

results not favorable in some experiences. In tiviing chapter the conditions
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affecting these culturally diverse students aresgméd. There are severe consequences
to be paid if lack of correct guidance persistentity, self confidence, performance in
school and losing of the first language could beisk. Hence, it is important for the
educator to work together with the organizationglved in the process to reach the

aims of multicultural education.
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2. CULTURALLY DIVERSE STUDENTS AND EDUCATION: THE eWER OF
CULTURE

2.1 Diversity and Minority Students

In the present day, encountering diversity in dydis become familiar. Originally, the
term focused only in racial and ethnic diversityowéver, it developed to include
gender, age, religion, language, economic groupisityaand sexual orientation. This
inclusion has given complexity to the essence eftérm due to diversity even within
these groups (Grant & Ladson-Billings 1997: 94)ettucation the term diversity covers
all these divisions. Abilities are related to cdiya styles and all of them are met in the
classroom. On a constructive approach of the tediaersity, when related to
individuals, generates opportunity. This opportyrdan at the same time forge either
positive or negative results (Johnson & Johnsor8t9968). In schools, positive results
do not derive just by placing diverse people togetthe opposite outcome such as low
achievement, rejection to new information, egocéemty hostility, stereotyping and
racism can arise from diversity. What determinesrhture of the outcome is the way
the structure of social interdependence is managdte classroom, in other words,
how the learning relationships are structured. gteater the diversity among students
and faculty, the greater the positive interdependenould be. (Johnson & Johnson
1998a: 68.)

Among individuals culture guides behavior; this me#hat when there is people from
several cultures placed together -e.g. in a classrdheir behavior may be different.
These differences in behavior can create a temsesghere in this surrounding. The
existence of ‘barriers in communication’, as Delpélls them, are portrayed when
people faced the simplest tasks, for example: low ko speak, the length of pauses
between turns. Therefore, even timing and speesthilalition are necessary aspects to
consider when in a diverse environment (Delpit 2A085). This is where multicultural
education takes place, not based only on commuamicatarriers, but considering also
acceptance, equity and tolerance. The temniticultural can be defined in different

ways. First, it considers many cultures and secadetmotes opportunities for people
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(Teras 2007: 28). According to James Banks (19991),3 the concepts of
multiculturalism and multicultural education neeml lie clarified and separated. He
claims that multiculturalism is used by criticsdi¥ersity to describe norms they oppose
and consider contradictory in a universal sociéy.the other hand, he claims that, as a

concept, multicultural education

[...] maintains that all students should have equppootunities to learn
regardless of the racial, ethnic, social-class,gender group to which they
belong [...] [it] is an educational reform movemehat tries to reform schools
in ways that will give all students an equal oppoity to learn. It describes
teaching strategies that empower all students amdtgem voice. (Banks 1995:
391)

Furthermore, multicultural education embraces #émmns$ of equity, equality and human
dignity. Drawing attention to the fact that equakcess does not necessarily mean
fairness, it approaches social issues that affgetslty, in this case minorities (Grant &
Ladson-Billings 1997: 171-172). Charles Taylor'guanent about the acknowledgment
of diversity claims that identity is formed throughcognition, and that harm and
oppression can be caused by the lack of it. Refgrto minorities, he proposes
recognition with separation. In this way multicuilbdemand is supported, and respect
is given to sub-cultures by creating equality, atng the difference. (1994: 25-36.) It
is this multicultural education that contemplathe tecognition, equal access, equity
and diversity that is necessary to accomplish aproved performance in diverse
schools. The opportunity of education is givenhese students, yet the means to take

advantage of this education are still in conflict.

Minority students are at the disposal of policy emakwho belong to the dominant
culture, the one in power dictating norms and prol® The term ‘minority’ can be

compared to ‘diversity’: they do not necessarilfereonly to race, but as the Minority
Rights Group International (2007) defines it, mities are non-dominant ethnic,

religious and linguistic communities, indigenouples, migrants and refugees who
may face discrimination and abuses to their riglmtghe same way, Megarry, Nisbet
and Hoyle (1985) approach ‘minority’ not regardimgmbers but from the position of

being inferior and disadvantaged by language aitdralidifferences for not possessing
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the customs from the dominant group and consequéraling less power and status in
society (qtd in De Lacey & Fielding 1985: 274-275).

When these minority pupils enter the classroonrétaionships of power in society are
duplicated on the same scale. A clash of two workdexperienced: the ideology
brought from home and the one expected in schosinaiich concepts and principles.
This is evident for the minority students and nee&alsapture the attention of the
educator. When cultures from home and school dferent, the teacher can misread
students’ abilities and intentions, moreover, tdacator can use instruction styles that
are strange to the home culture, resulting in thash of cultures (Delpit 2006: 167).
Not just the respect and recognition that Taylaink is necessary in educators,
knowledge about other cultures is the beginninghefr work. Lahdenpera claims that
immigrant students are associated with adminisgadnd pedagogical problems in the
school setting (1998: 82). These negative conrmtatare apparent in today’s schools

and they are the first barrier to the success dficoltural education.

Jim Cummins claims that, to analyze relationshigdwben the teacher and the
culturally diverse students, it is necessary t@ takook at the relationships between the
dominant and subordinated communities in sociaty these shape school and the way
the educator defines his/her role (2000: 40). ID=dpit states that those groups with
less power have been silenced. In her term ‘Cubdfiffower’ she affirms that power is
executed in the classroom. There are rules to teopthis power: these rules of power
are a reflection of the rules of the culture thas [power. As a foreigner, being told
about these rules makes acquiring power easiatl\fithose with power are the least
aware of its existence and those with less poweetha most aware of it. (2006: 21-26.)
Hence, to define the rules of those in power, nmeamainstream culture, and present
them as clearly as possible, and for the educatdretaware of his/her position, will
help culturally diverse students in their performanThe research by Patricia Gandara
on low income Mexican-American students who obtdiaeDoctoral Degree from a
well-known American university, concluded that thestudents accomplished their
success because they learned the codes of powier stifli valuing their home culture

(Moya 2002: 155). While success is possible, ttegee many obstacles to overcome
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besides the individual effort of students thatetfif€ulturally from the majority. These

obstacles start as soon as the individual is exptusthe culture in power.

One example of power relationships is when westémace became part of Greece in
1920. The Turkish-speaking became Greek citizehsh# time the treaty of Lausanne
was signed and is the one that still rules the ailue of Muslim minorities there;

giving them separate education, half in Greek aalfl im Turkish. It is a complex

situation: Turkish textbooks are provided by theveggament but they need to be
authorized by the Greek government, who rejectmithiehe same thing happens with
the Greek textbooks, which are burned by the Thrkmmmunities. Moreover, many of
the Greek teachers are hostile to the cultureinige¢hat they are “teaching the enemy”.
These children are “caught in the crossfire of drisdl antagonism” and as a
consequence the levels of literacy in both langsage relatively low, as are the
expectations from them. (Cummins 2000: 8-11.) Tlmnflct and opposition

experienced in society, relationships of power &odgtility, have influenced school

policies and ways of teaching, as proved by thieca

Adapting for minorities can be experienced as dacation or assimilation. The former
occurs when the student acquires some of the novalaes and behaviors of the
mainstream culture for specific purposes and iss@wéthe importance of his/her own.
The latter imply that the minority students acciyet values of the mainstream culture,
and reject their own, separating themselves fraagir tiroup. (Sheets 2005: 8.) Cultures
in this case have an equal degree of content, bahwhey meet their level of power is
not the same. The difference is that assimilatiedlates a change in people’s identity
and is more psychological than cultural oriented.addition, acceptance from the
majority group is needed. (Liebkind 1984: 32-33Jyhen children are developing,
acceptance is fundamental to cultivating and nimputheir self esteem. When the
mainstream culture refuses to recognize the valukeominorities’ culture and fails to
welcome them, issues of identity, language andop@idnce are faced by these pupils.
In particular, assimilation has a negative connaatit is considered harmful for a
person among the minority since in a way it lessesfer culture. Consequently, their

origins haunt them, most of the time creating alifgeof remorse and longing.
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Adaptation plays a major part in today’s classrostudents who are not able to adapt

are not able to succeed in their endeavors.

2.2 Ethnic Identity of Minority Students

Richard Rodriguez’ autobiograpiyunger of Memory(1982) addresses the issue of
being part of a minority and the encounters throwglucation. While achieving
recognition and becoming successful at the end,riReez exposes himself to
loneliness, alienation from his family, language @naditions. The clash of two cultures
is evident, and in order to progress he assimildtash American culture, revealing the
price of an education. Beginning with changing h@éne from Ricardo to Richard,
Rodriguez differentiates from a public and privadentity as a child. His private
identity was the one shared at home, where Spavashspoken, and the public one the
one that started when he stepped outside his honsehool where English became his

language. From not speaking the public languadgesiag his private one he states:

For my part, | felt that | had somehow committedira of betrayal by learning
English [...] I knew my parents had encouraged mledaon English. | knew that
| had turned to English only with angry reluctanBeit once | spoke English
with ease, | came to feel guilty. (This guilt defiéogic.) | felt that | had
shattered the intimate bond that had once heldfahely close. (Rodriguez
1982: 30)

Changed by education, he identifies himself witbhard Hoggart’s description ifhe
Uses of Literacy1957) of a scholarship boy, accepting that theepior his academic
success was the loss, the separation from hidvdéfere becoming a student. He cites
Hoggart on how the scholarship boy moves betweeir@mments that are at cultural
extremes opposed, eventually becoming alienatedn filus family. During his
education, Rodriguez became self-aware of his appea, the low value given by the
mainstream culture to his origins. As a consequehee adopted North American
culture and resisted the Mexican. After this predes declares the consequences:
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Then nostalgia began. After years unwilling to aditsi attractions, | gestured
nostalgically towards the past. | yearned for tivae when | had not been so
alone [...] One day | heard some Spanish academicspaing back and forth
to each other, and their sounds seemed ghostlyesvorecalling my life.
Yearning became a preoccupation then [...] | turreedbdoks by educational
experts. | needed to learn how far | had moved fnoynpast- to determine how
fast | would be able to recover something of iteagain [...] (Rodriguez 1982:
76-77)

However, throughout the biography, he is consciolishe price to pay and never
regrets or wishes to have done things differedtlycontrast, he is against bilingual
education and of bringing that private world of tbelture from home into the
classroom. Satisfied with is accomplishments heaewrflf, because of my schooling |
had grown culturally separated from my parents, edycation finally had given me
ways of speaking and caring about that fact” (Rptez 1982: 78) trying to reconcile

his two worlds.

There are many different approaches to human denadot: psychoanalytical (Freud),
behavioral (Skinner), humanistic (Maslow, Rogemsil &ognitive (Piaget, Bandura).
Educators are exposed to them in order to understhiddren’s needs and emotions.
This plays a role in identity that relates to ssdfeem, defined as the emotional
response to self. It is developed by the impaqgteziple surrounding the children. In a
classroom, children need to be acknowledged, noedlischallenged and safe to secure
the beneficial development of their self-esteenhegds 2005: 50-51.) Even though this
was not entirely the case with Rodriguez, a morg@tpe experience can be offered to
minority children, who in most cases suffer alldsrof disadvantages.

Anthropological approaches deal with the relatigmsbetween identity and its
encounter with schooling. They emphasize the wmHatf the meanings students
attribute to their racial identity and their groligtorical position in the nation structure.
Therefore, the role of schools should be furthethmg formation of identity (Davidson
1996: 30-31.) Delpit writes about losing initial eidtity: she affirms, “To be
disconnected from that identity means losing nolty dhe ability to explain one’s
essence to others but also any potential for selfrkedge as well” (2006: 77) In
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addition, she reproduces a letter from a parennfiaitaro Village in Papua New

Guinea,

[...] because they have only learned other thingsy tieject their own [...] They
look down on these things [...] And this is becaums®ythave gone to school and
left the things that are ours [...] It is importantteach our children to read and
write, but it is more important to teach them togseud of themselves, and of
us. (Delpit 2006: 89)

Antti Javala (1988) writes about his experiencéd@ihg part of a Finnish minority in
Sweden, particularly about the negative impactiperenced in school. The conflict of
identity became evident when he started school.alteges, “To survive, | had to
change my stripes [...] A Swede was what | had tmbex; and that meant that | could
not continue to be a Finn. Everything | had heldrdand self-evident had to be
destroyed. An inner struggle began, a state osanislong duration” (1988: 164). After
becoming a proper Swede by having no accent andvieh like the rest of the
students, he declares “[...] in order to live in hany with my surroundings, | had to

live in perpetual conflict with myself” (1988: 165)

In Returning to Sami ldentit{1988), Johannes Marainen narrates a similar epsy

of denying origins and becoming absorbed by thensteam culture. In his case,
starting school was a cultural and linguistic shdd& was taught ‘mother tongue’ as a
main subject: not knowing exactly what that meaat jhst related it to Swedish.
Continuing his education, he moved to Sweden, wher@adapted to being a Swede,
trying hard not to deny his roots. It was easyhion to live there, to study and become
a ‘mother tongue’ (Swedish) teacher. Later he zedlithat as a Sami he was considered
exotic and drew people’s attention. When he wagds& lecture about his origins he
was not able to, knowing nothing about his cultuealizing that he had even lost his
language. Ashamed, he felt the need to go backstorigins. On his final thoughts he

declares:

Today | am not ashamed anymore and | hope that Stmmais do not feel shame
that they have, through pressure from their pdexsn forced to self-denial.

Today | accuse not all those who voluntarily hurt snd made me choose
“Swedish”, but those who are responsible for thitucal development. | accuse
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those who taught us to dislike our language, oltumiand even ourselves. We
were given an inferiority complex in school. Oundaage was not good enough.
We were given a new “mother tongue”. Our historyswet worth studying.
(1988: 184-185)

Identity development is normally acquired duringoladcence, when the student
experiences identity diffusion means that he/she fa@led during the crisis task
(Erikson qtd in Liebkind 1984: 66). Most of theudénts coming from different
backgrounds experience this in a larger or smallay. Hence, it is part of the

educator’s duty to identify these crises and helpiure diverse identities.

2.3 Language Loss among Minority Children

Identity is linked to language. An individual carsé his/her identity and acquire a new
one. Moreover, the acquisition of a new languagdewlbsing the native one comes
hand in hand with this loss of identity, and iiprevailing characteristic of educating
minorities. Couser (1989) compares two biculturgbhiographies of minority writers:
Hunger of Memoryby Richard Rodriguez (1982) and Maxine Hong King& The
Woman Warrior(1977): both struggled from assimilation to loyalh their subcultures,
and both write about the concern and confusiontedely the acquisition of a new
language. They considered their native languagebatacle to being fully assimilated.
Eventually they overcame the language barrier aswhine ‘exceptionally literate’ in
English, proved by their success as writers. Tiveirks differ in how they approached
assimilation. Rodriguez was encouraged by his psyrevhile Kingston's parents did
not wish assimilation for their children. Both venis identify this process with loss, pain
and confusion. (1989: 210-214.)

The bilingualism of minority students can be digpld in two ways: First, Additive
Bilingualism, when the student reaches the expeleteel of proficiency in the first
language and then adds a second one which raggbces the first. Secondly, there is
Subtractive Bilingualism, when the student subtguhe first language and culture for

a second one, resulting occasionally in low preficly in both languages. (Carrasquillo
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& Rodriguez 2002: 67-68.) Recalling identity ongaia, Marianne Alopeus writes in
her article ‘Thank you for my Language’ (1988), fe do not belong completely
anywhere, at least we do in our mother tongue. Ehathere our identity is.” (gtd. in
Kalasniemi 1988: 177) So, there is a force, thegyan¥ culture that links individuals to
their origins and language.

Johann Herder’s ‘Cultural Relativism’ caused cowmgrsy in the eighteenth century, by
questioning whether language was a natural instinca cultural development, the
former being invariant, following patterns, and taéer being diverse, expressive of
identity and mentality. This potential of diversiyy what made language a distinctive
human feature, he states. (Leerssen 2006: 99.nUiimder of languages registered in
the world is between 4,000 and 5,000, dependinghow language is defined
(Skutnabb-Kangas 1988: 11) and among this diversitylanguages there are
relationships of power, where some languages beadong&nant and others, on an

extremist perspective, become extinct.

There are more multilingual people than monolingmathe world. Those who are
monolingual are part of a very powerful minorityvee forced to learn another
language. Most of the multilingual people, in castr achieved this status because their
mother tongue has no official rights; consequenthgy are forced to learn another
language. From a linguistic point of view all laages have equal worth; they are
logical, complex and can express any thoughts. Mewehere are negative attitudes
towards multilingualism: being bilingual in someucdries, especially in the United
States, is associated with being poor and unediicé@&utnabb-Kangas 1989: 11-12.)
There is always a debate on bilingual educatiorC@smins implies, the definition of
it by the United States media “[...] is a cause oftfar impoverishment for the poor but
a potential source of further enrichment for thehri (2000: 18). To be able to
effectively communicate across cultures needs nbt those language skills, but also

the appreciation and recognition of cultures widtdfer from the mainstream culture

It used to take three generations in the pastde tbe heritage language. Today it is in

the second even the first generation when it it M&en the home language differs
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from the one in the classroom, for some studemtslevelops into a psychological

trauma. Language loss could come directly from @siten by parents who believe the

children will face discrimination by using their me language; from unconscious
assimilative linguistic behavior, when children Ifeeore comfortable speaking in the

second language; from the children’s rejection lué heritage language; and from
second language immersion preschool programs, wherehildren, before they can

dominate the heritage language, are exposed tocmddanguage. (Sheets 2005: 117-
120.) All these reasons lead to a faster loss @ffitist language. Children and parents
are not aware of the benefits of bilingualism, #imely want to adapt faster to the host
culture, as Sheets suggest.

One example of language loss is Johannes Maraisgorg discussed iReturning to
Sami Identityearlier. About the imposition of a new languaged@tool as his mother
tongue, he states: “The term “mother tongue” did m@an anything to me, | just
accepted it meant Swedidbatnangiella my mother’s language, it was definitely not.”
(1989: 180) He recognizes the lack of connectiotwéen his life and what he was
learning at school, and throughout his educationabandoned his language and
traditions. Delpit argues that a teacher: shoutdgeize that the language these diverse
students bring to the classroom is connected \aithilf, loved ones and identity. If the
teacher implies that is wrong, or not importantot considering, then the teacher is

implying the same thing about the student’s fan{®Q06: 53.)

2.4 Equity in Education

The terms “majority” and “minority” position the e of a winner and a loser, hierarchy
or status. Being part of the minority places théividual outside standards, and being
part of the majority implies then to be the measfrall things. (Liebkind 1984: 73.)

When approaching different local contexts, equityeducation is conditioned by local
history and the notion of justice; therefore, tanp@re equity among countries is a

complicated task (Moreno Herrera, Jones & Rant@@627). There is always debate
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when addressing this ultimate goal of multicultwdlication. How much is too much,
and when are the efforts not enough? Cummins cléimsiltimate goal: when he states
that “To educate the whole child in a culturallyddimguistically diverse context it is

necessary to nurture intellect and identity equadlyvays that, of necessity, challenge
coercive relations of power.” (2000: 6) He refesswhole child’ meaning, to educate
beyond the curriculum required by schools, and iespthat educators reflect their

orientation of equity from society into the clagsra (2000: 5).

Guadalupe Francia (2006) from Orebro University ctarted a study of publicly
founded independent schools in Sweden. Indepensiembol refers to “fristdende
skolor”, which are schools that follow the Swedsthndards of education, but educate
mostly minority students. They were created asspaese to the need for equivalent
education. ‘Equivalent’ is used in Sweden insteb@quitable education as it is the
counterpart internationally. Equivalent educatiombeaces social, and cultural
differences and its goal is to reflect culturatice. Francia defines equivalent education
as a “[...] need of reconciling with a certain degmdeequality for all citizens while
respecting and evaluating their individual, soeatl cultural differences.” (2006: 134)
The design of these schools was to achieve educati recognize diversity and
differences. On the other hand, they were seenvwisdiBSh society as a contributor to
diversity within education. Instead of reachingtaordl justice, they were segregating
society and creating fundamentalism in the caselwfious schools. This was the claim
of those opposing these schools. Francia’s studwslthat the creation of independent
schools was indeed closing down public schools wed&n due to governmental
funding. Consequently, those opposing these schilatsed this national strategy for
destroying common public spaces for Swedish sociigre people can relate and
interact.

Delpit maintains that, for classroom equity, studemeed to be taught the codes of the
mainstream culture. Furthermore, for an appropeatigcation of minority children it is
necessary to consult adults who share that santereulo discuss what kind of

instruction is the children’s best interest. (200%.) The creation of special or
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independent schools meets their goal: they bringale@nd conscious education to

culturally diverse students, but they are notitgsedmoting this diversity.

2.5 Race and Segregation

Inequality is related to race, and it means difieteesatment. With this assumption, race
leads to racism and discrimination. Perceptionsaoé vary: they can be perceived as
differences in nationality, color, religion or aueé. So far, there is no neutral term to
point out differences between people, and even vamenis careful to use any of them
there are always implications. The words ‘racethrécity’, ‘minority’ work and are
exchanged as euphemisms when they are likely émoff(Ratcliffe 2004: 15, 24, 25.)

Individuals are conditioned culturally, cognitivedynd socially to acknowledge diversity
as strange. ‘Prejudice’ is a preformed opinionsédimination’ is acting on the basis of
prejudice and ‘racism’ is prejudicial attitudes aidcriminatory actions. (Sheets 2005:
38-39.) Different perceptions are experienced st for example, if a mainstream
student presents a problem, he/she becomes andualiwvith a problem; when a
culturally diverse student presents a problem, theishe becomes a representative of
their culture. (Delpit 2006: 38). This illustraté®w prejudice takes over attitudes.
These behaviors and perceptions are encountereldsarooms today, and one of the
goals of multicultural education is to educate at@h in becoming familiar with

diversity, so they can display a tolerant attitade accept difference.

There are different group labels within minorityogps according to Fenton. He
identifies them as follows: urban minorities, whe @he migrant worker population;

proto-nation or ethno-nation, people who considentselves a nation (Basques,
Québécois); ethnic groups in plural societies, eledants of people who migrated and
represent large minorities; indigenous minoritesoriginal people from Australia, New
Zealand, North, Central and South America; postesha minorities, the black African

descendents of enslaved people (qtd. in Ratcliif@42 32). These groups have limited

power in society. In some cases they isolate theesdrom the mainstream culture,



26

having encountered unwelcoming experiences. In sotiners, residential segregation
leads to segregation in schooling, keeping thesdests all together in certain areas,

separating them from relationships with the domiratture. (Ratcliffe 2004: 76).

Even inside the same classroom there is exclusioms exclusion leads to
ethnocentrism, racism and discrimination. When walty diverse students can not
speak the mainstream language, they are seenea by the parents of local students,
alleging that it is a setback from what the schadmuld be teaching their children. A
perspective shared by Stotsky (1999) alleges tthat¢agional goals have become social
and political instead of civic and intellectual é;nbracing multicultural education. She
affirms that children are deprived of a large andamced vocabulary because those
students who do not master the language are ingatth@ classroom. In her strong

position against multicultural education, she state

[...] many educators and researchers today, ovedgcerned with inculcating
such worthy social values as tolerance and muasgect, are seeking to do so
through changes in curricular content and pedaglogtyenhance group identity
and “redistribute power.” They are reshaping thiremurriculum in the process
and subordinating intellectual goals to the demawfdtheir self-chosen moral
mission without any body of evidence to suggest the pedagogy and
curriculum content they are implementing develop #alues they claim they
seek to foster. (Stotsky 1999: xv)

Stotsky claims the need of critical thinking antkllectual development, but there is no
need to undermine these goals and not having tlsgpmara of a multicultural education.
In fact, the ideal setting is that of studentséodme critical learners, and for them to be
able to develop their whole potential. Among studeeven when all belong to the
mainstream culture, they experience differencestearning styles, and educational
needs. Therefore, not all children progress atsdmae level, Stotsky's theory affects
them as well. These students are also in needrotelum reshaping. Social values,

tolerance, and respect are not exclusive for ailjudiverse children.

These kinds of approaches are dangerous amongtedueeorking with culturally
diverse children. Most of the time there is no mti@n on the educators’ part to
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discriminate or demonstrate prejudice, and thetroas are well intended, but the
relationships between educators and students &ledyby assumptions that reflect the
values of the mainstream culture (Cummins 1988).1B2erefore, special attention and
sensitivity is fundamental from teachers handlimgesity on an everyday basis. The
counterpart is negative assumptions from educaibmit immigrant students in the
case of Lahdenperd’s research. He concludes tlwam, the staff perspective, school
difficulties are related to the students’ immigraatkground, and this leads to negative

and categorizing attitudes from the teachers. (1898

Another aspect of exclusion is low expectationgnftbe teachers. Minority students are
left out of main activities and subjects becausthisf. These low expectations figure in
low achievement and there is even segregation Hfedlesht expectations depending on
the students’ birthplace, generalizing, for insggman the assumption that Asians equal

good students, Africans equal underachievers.

In some cases, these minority groups are separtiergselves and developing their
own institutions to overcome the idea of underasmeent, like the Saturday school
movement in Britain pioneered by African-Caribbeasmsd mosques and temples for
South Asians as a strategy of educative suppodtc(i®e 2004: 84.) There is also
within-school segregation, called “second genenasiegregation” defined by students
interacting with others from their same race. (baotpee, Fryer Jr. & Kaufman 2006:
265). A study of the field determined that, unlikegregations across schools which
increase racial differences in achievement, thisl kof segregation ‘within-school’ has
no relationship with academic achievement. (et0fl&2 269). Therefore in this case, it

is left to the development of the student and ihed kbf education he/she receives.

The effort of governments of desegregating schaold incorporating students with
different cultural backgrounds, giving them equpportunity of education, has been
guestioned. Experiences from people who lived tipgseesses vary. There is the case
of ‘first nation’ people from Canada who were fatdato assimilation and experienced
a traumatic episode while attending ‘residentidiosts’ that operated from 1870 to

1970. These schools were part of a governmentapaeym to eradicate the aboriginal
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culture, “to kill the Indian in the child.” On Jurld™, 2008, Canada’s Prime Minister
Stephen Harper delivered a formal apology to th&58,000 aboriginal children
removed from their homes and forced to attend tlsebmols. (CBC News Canada
2008.) Declaring “The government of Canada singergbologizes and asks the
forgiveness of the aboriginal peoples of this courior failing them so profoundly.
Nous le regrettons. We are sorry.” (Harper 2008 $ame governmental strategy was
taken with Native-Americans removed and placecedefal boarding schools, resulting
in language loss and anger. These processes ofilas®in in the past were firmly
imposed by governmental authorities, without coesidy the principles of

multicultural education.

Kalasniemi (1988) approaches the dilemma of setjragpammigrant children by
attending immigrant education schools or joiningmainstream classroom where
students can easily become familiar with the domtit@nguage and culture. As a Finn
in Sweden, and by his personal experience, heedlduat it is a bad start in a child’s
life to be sent to a school where you can barebewostand a word. (1988: 177-178.) In
addition, there is Francia’s (2006) questioningspreed earlier on the importance of
Sweden’s Independent schools. In favor of them,ssates, “This plurality could be a
positive measure to increase social justice andyegqugroups traditionally left out of
the unique public sphere.” (2006: 144). In contrBsdriguez’s (1982) experience,
where a desegregated education helped him to slicwe@ accomplish his goals.
Kalasniemi and Rodriguez favor different positionsne of these personal experiences
were guided by a conscious and structured multicallteducation, and at the end they
had different outcomes. The challenge is to makedotation a positive experience for

all students regardless of their background, aleitig those civic and intellectual goals.

2.6 Performance of Minority Students

In the 1970’s, theories of hierarchization suggestéference in intelligence between

races. This was the case of the work of EysencK1(LB Britain and Jenson (1969) in

the US. They claimed that in a school setting iexpected to have differences in



29

performance of students based on race. (Ratcli@®273—74.) Although this has been
researched and proved the opposite in relatiorchiod settings, since the hypotheses
are based in test scores, and not on genetic egdéme results vary. At the beginning
of the 1990’s this theory was re-adopted. In resporio that, the American

Anthropological Association published a statementaxe and intelligence:

Earlier AAA resolutions against racism (1961, 198971, 1972) have spoken to
this concern [difference in intelligence betweercesj. The AAA further
resolves: WHEREAS all human beings are membersnef gpeciesHomo
sapiens, and WHEREAS, differentiating species into bioladig defined
"races" has proven meaningless and unscientifecvaay of explaining variation
(whether in intelligence or other traits)), THEREHBRthe American
Anthropological Association urges the academy, palrtical leaders and our
communities to affirm, without distraction by miktam claims of racially
determined intelligence, the common stake in asguaqual opportunity, in
respecting diversity and in securing a harmoniouglity of life for all people.
(American Anthropological Association 1994).

Race cannot be seen as the cause of low achieventerefore, one should be aware

of this prejudicial thinking in any educative setti

Research in teacher education links failure witbis@conomic status, failure with
cultural difference, and failure with single-parembuseholds. Consequently, it is
difficult for educators to expect success from wally diverse students. Teacher
candidates are told that minority students are laggl in school settings, and also that
poor children develop slower. (Delpit 2006: 1728171t is then that racial bias is
presented in schools: for example, teaching abalitral diversity only at ‘special
events’ like celebrations, placing minority studemt low status courses, applying
standardized tests to minorities, and using ressurn classrooms avoiding
controversial cultural issues. These kinds of peastjust bring more challenges to
culturally diverse students, since they cause figesand inequality. (Gay 1998: 14—
15.) School reforms and educational plans can aateofair and equal treatment;
however, a reform on the perceptions of those iactlicontact with these students is

more important.
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In When Race Matterl004), the publication of Downey & Pribesh notitles pattern

of black students being evaluated better by blaechers. This research focused on
finding patterns that defined whether this outcomss because of the white teachers’
bias or the black students’ misbehavior in opposhegdifferent culture. They finally
found more evidence of teachers’ bias than stutleptsosing attitudes. (2004: 267).
Furthermore, Brookover (1985) claims that one figstiion for maintaining the
inferiority of minorities was the 1Q scores thatdantly measure the behavior valued
by the dominant culture (1985: 259). The debatethan standardized test goes on
claiming injustice and not only assessing minodkyldren, but schools and teachers’
abilities. The real debate should be on whetheseghg&tudents are receiving equal

opportunity of education.

For immigrant students, there is a difference betw#he conversational and academic
proficiency of the language. Immigrant children caquire conversational skills by
being exposed to the mainstream culture in schadyfquickly, but as it is studied by
many scholars in North America, it takes aroune fpears or more for them to catch up
academically with native speakers. (Cummins 2008 Jhis situation definitely
affects the academic results of students, pladiagiton the scale of low achievers. The
experience of Antti Javala, after several yearsatfooling in Sweden and becoming

fluent in Swedish illustrates this point, when he&tes:

In the upper grades, one had to apply oneself &sostudies in earnest and
compete for the best marks. Others were way ahtatkan knowledge, so |

had to study as hard as | possible could. But & m@ause, no matter how hard |
tried the meaning of words eluded me; | had to desb over and over again
and still could not understand. My examinations:éar out badly; | always got
the worst marks [...] | had a feeling | had a headbfmoks. But words mocked
me, refused to open up for me [...] | recognized wdrdt failed to grasp their
sense. The depth and diversity of language wetetlos matched the loss of my
mother tongue, my Finnish. (Javala: 1988: 165).

Ratcliffe claims that the low performance in minpchildren is affected by the settings
of poor urban schools. In contrast, the performanceeased in ‘better’ schools. (2004
82.) Moreover, low income schools tend to haveheewith less qualifications, fewer

years of experience and weaker pedagogical skitistiae conditions they are forced to
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teach limit their effective teaching (Johnson 199&882). Nevertheless, the study
followed by Weiher (2000) claims that minority arién tend to perform better when
there is an increase of teachers with the samerityilimckground in the schools (2000:
893). By recognizing and understanding the studeetsds and cultural background, it
is possible to achieve better results. This isctse of Jaime Escalante, a Bolivian Math
teacher in California, whose story of success wamfl by Ramon Menéndez (1988) in
Stand and DeliverEscalante taught minority students enrolled w key subjects, high
level math (calculus) after struggling with oppasit from the school that had low
expectations of these students. He developed agmofpr these students to take the
‘Advanced Placement” (AP) test earning creditsdoltege while still in High School.
All of the students passed the test and the ‘Eduralt Testing Service’ questioned the
results. Victims of prejudice because of their racel economic status they were
challenged to re-take the test, which they passedny their achievement. “Students
will rise to the level of expectations” Escalanteyed with his work. In an interview,
about being a teacher Escalante declares: “I domadee talents, | discover them. That
is what my assignment is.” (The Futures Channeb20Dhis is an example of a teacher
with a minority background who embraced his stuslecitlture, in order to help them
achieve, and surpass the goals established bylschoo

Interactions in school create conditions for susces failure. (Cummins 2000: 33).
During the learning process, students who settledam from a teacher who does not
respect their integrity, face a loss of self, ahd only choice they are left with is to
choose to not-learn (Kohl gtd. in Delpit 2006: 161hen threatened, students’
behavior could be misinterpreted. To hold on to whay know and is familiar, can
cause conflict in and outside the classroom. Da&ppresses her position on teachers’
behavior by saying, “Until they appreciate the wersdof the cultures represented
before them [...] they cannot appreciate the poteafithose who sit before them [...]”

(2006: 182). Her declaration is a call for teacheraccept, and understand diversity.
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2.7 Learning and Culture

It is important to begin to understand the reasamg students succeed or fail in schools
to acknowledge that “human relationships are thethef schooling” (Cummins 2000:

40). The relationship teachers carry with theidsetis is fundamental for engaging a
positive path. It works both ways: when teachellp Beudents they live a satisfactory
experience. When students recognize that the te@enes and believes in them, they

try their best.

The construction of a third point of view when carpg one’s culture with another is
what Charles Taylor (1985) claimed to avoid ethmtiiem: this way both cultures are
open to learning (qtd. in Pitkdnen 1998: 44). Hosvepeople need to focus special
attention on what the social constructionism thesuggests, which is that objective
knowledge does not exist outside people’s langaagesenses (Lahdenpera 1998: 83).
In other words, people act only on their interpiietes and knowledge of things: this
way they assume when interacting that people shareame understanding. This kind

of assumption is the one affecting culturally dseschildren in the classroom.

It was stated earlier that relationships of power @eveloped inside the schools, and
that it is necessary for students to learn thesrofepower so that they can understand
the structure of education. What the messages atetsoare that the teachers want to
get through, and how they will be able to decipiheise messages. A representation of
different perspectives comes with the display ofvpoand authority by the teacher in
the classroom when addressing multicultural child®elpit cites an example of a
verbal directive given by a middle-class teachés:that where the scissors belong? In
contrast to what many black teachers will say: “fhote scissors on that shelf.” (Heath
gtd. in Delpit 2006: 34). Children are used to divectives used in their culture. To use
other approaches means alternatives and confusitimem. Some students expect an
authoritarian figure, meaning a clear representatibpower, and since some teachers
reduce this representation by addressing orderseuily, this behavior can easily lead
to disobedience from part of the students (Delp& 34-35).
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Teaching goes together with learning. Effectivermsthe teaching process is measured
by the learning obtained. Sheets affirms: “Teadi®lity to deliver culturally inclusive
instruction to diverse students is consequentiath@r opportunity to learn” (2005:
145). Culture represents the set of understandinghfese students. This is Sheets’
claim: to adapt this understanding to the new kedgé acquired in the classroom.

Rosa Hernandez SheeBiversity Pedagogy2005) connects culture with cognition,
claiming to be essential to bring elements of diitgrinto the teaching-learning
process. Diverse students use their ‘cultural taalsh as language, prior experiences
and knowledge to acquire new understandings. @Gniltok into these cultural tools to
help them perform a new task. Also it is easidetosn when they link knowledge from
home and school, when they receive multiple forfhassistance, and when teachers
construct along with them new understandings. (8h2005: 19-20.) A culturally
sensitive work is suggested by Sheets to educawisen teachers acquire this
sensitivity, it will also help them detect and urgland the behavior of their diverse
students, and provide them with a safe system eh#traces multiculturalism and

acceptance in their teaching.
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3. CULTURAL AWARNESS IN EDUCATION: THE POWER OF TEAHING

3.1 Global Education and Educational Policies

The world culture theory approach projects a homegas world, where single models
of schooling (economy, government and models rup@imation) will acquire global
status and eventually become uniform. Theoristsiaripat the movement started in
Europe with the Enlightenment, and spread fromethemnnected to the idea of creating
modern citizens (Reed-Danahay 2003: 202). In otfweds, the world culture theory is
an interpretation of globalization, trying to explahe standardization of the world.
Schools in different countries are adopting theebal educational models, and their
cultural differences require adapting them to theiality. This movement not only
suggests conformity and isomorphism but also thelgaween the policy adopted and
real classroom practice is sometimes substantiathé educational area, the World
Bank has played an important role by implementifgpal/international educational
policies around the world. (Anderson-Levitt 200310, 16.)

The relation between the universal and the localthe struggles of countries today.
The existence of a world-culture is real to ceretent; however, the trend also seems
to embrace national identity. One of the critiqoéshis movement is the imitation of
models and policies that give no consideration e kcal context. This happens
because they are charged with cultural attributesfthe countries they were taken
from. However, this world-culture provides a poaftreference and influences nations
towards improvement. (Ramirez 2003: 249, 252 . hinfollowing section, | will present
different examples of the local response of coastriacing the educational global
initiatives suggested by the world culture theofjhese case studies, conducted by
different scholars, did not necessarily embracegtbbal demands in their totality, but

they created a hybrid that emerged when the lowdhltlze global met.

The response of Thailand was adopting stronget tacacula:
Thai wisdom is defined as “the bodies of knowledgglities, and skills of Thai people

accumulated through many years of experience, ilegrndevelopment, and
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transmission.” (Kaewdang gtd. in Jungk & Kajorn&003: 33). After the economic
crash of Thailand in 1997, a strategy of combinghgpbal and local elements was the
country’s response to this world culture. A neededdiscover values was felt, in order
to embrace useful models coming from the outsidethe area of education, the
National Educational Act of 1999 declared that 2@ the curricula could be
established locally. This way schools could addi TWiadom to their programs. Inside
the classrooms, this meant the recognition of Tgeple’s own diversity, and also
applies relevant curricula to the local reality.vitwer, Thailand’s policy makers were
leaning towards a decentralized model of educadimh globalized forms of schooling
which somehow contradicted this measure. There welg a few projects that added
value to the local communities, and followed thdidiaal Educational Act declaration:
e.g. students becoming apprentices of craftsmenlests learning different courses
around dairy farming such as math, science, tedgyobnd then taking this local
knowledge to develop the community was the goahefprojects. (Jungk & Kajornsin
2003: 27-46.)

Thailand used distinctive educational models frotineo countries, and then applied
them to their context. This brings Hongladarom @0@efinition of global tendencies,

arguing that “The global that is emerging from {feological, political, economic,

culture, social) interaction among the world’s stieis and cultures is such that it
eventually contains elements from everywhere, llirigs to nowhere.” (qtd in Jungk
& Kajornsin 2003: 35).

In the case of South Africa, unlike Thailand, glokbducational reforms were fully
adopted without considering the context and teaphegraration:

There is a variety of cultures in South Africa, d®tause of the country’s political and
social segregation, there were four separate edacsystems before 1996: for whites,
Coloureds, Indians/Asians, and Africans. In thenntoutoday, the way educational
reform takes place is from global, to national, pi@vincial, to sub-provincial, and
finally to school level. At each level these referare reinterpreted, and also each level
selects what is useful and adaptable. Consequdntlyhe time the reform gets to the

community, the transformation is considerable. Mwer, teachers influence the
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penetration of policies. Therefore, a transfornratiakes place inside the classroom as
well. (Napier 2003: 51-71.)

The global influences in South Africa were to adapton-segregated racial system, a
Eurocentric curriculum, and a decentralized syst@imese were adopted from the
United States, and based on the learning achieveofeBritain, Canada, and New
Zealand. According to the South African Schools AEt1996, the four educational
systems were united into one. Therefore, teachadsniew responsibilities. In reality,
teacher training and school support was not digiedh evenly in South Africa. When
these reforms were applied, some factors were ordidered: the isolation of schools,
the need for books, classes of 90 pupils, workinth wnultiple cultures in the
classroom, and the lacking of integration plans rgnthese pupils. The policies
changed at the top level in the chain of commamdl tey were hard to apply in real
practice. On a small scale, by applying these ne$orSouth Africa started to move
towards a globalized system of education, dealirith va more progressive and

multiracial system. (Napier 2003: 51-71.)

In Guinea, the global demand suggested autonomteémhers, when teachers needed
guidance:

The policy of giving teachers more autonomy wasfrooried in Guinea. Around the
world this issue is managed differently: in the ©&ch district dictates goals and
teachers are somehow free; in Micronesia teacharsage their classes according to
their schedule; in Malawi and Sri Lanka teachenrgeha lot of autonomy and are rarely
controlled; in Vietham and Cuba there is no inpatf the teachers since everything is
dictated and controlled by the ministry; in Japamd dndia standard lessons are
produced leaving teachers with no autonomy. In €ainnstruction takes place in
French, and none of the students use French im lioenes; therefore, students are
conducted in a second language. The introductiom ofew textbook in 1998 with
guided lessons for first and second grade was madthe classroom, teachers had
limited autonomy on the material used, but no aooynon what topics to teach. When

the government ran out of textbooks to distributen teachers’ autonomy became
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somehow flexible. This policy was not well receivashong teachers, who demanded
guidance through the process. (Anderson-Levitt 81d>2003: 75-93.)

The global tendency in education leans towardsheraautonomy, but in the case of
Guinea, most of the teachers demanded specificagael According to their study,
Anderson-Levitt and Dallo (2003), mentioned sevésglotheses for this demand: the
lack of official support, the lack of competenceHrench language, pressure by the
community to teach according to the books, morekvimrteachers who manage classes
of 60 to 110 students, and trouble for less-prepé&eachers in rural areas. In the same
way, policy makers in Guinea would like to maintanimited teachers’ autonomy.
(Anderson-Levitt & Dallo 2003: 75-93.)

In Israel, the community response to the globalcational standards was to apply a
local program created by their immigrant community:

Israel’s educational system adopted scientific atian that existed in the former USSR
in the 1990’s. This movement was initiated by imrargs in Israel as complementary
education to maintain their culture. Education \kaghly valuated in Soviet society,
and education in Israel was not meeting the immigtalemands. The complementary
system was developed by an organization called Wampich reunited immigrant
scientists and educators to teach children aftesac Classes were held in Russian, and
Russian culture courses were offered as well. Bfathe immigrants coming from the
former USSR that arrived in Israel in the 90s hah leducational levels, so the Top
organization focused on experts only to teach thigests. The penetration into the
system started when, by parental demand, thes@eisastarted working in regular
schools, and were allowed to use their approachitsire, and methods. They created a
hybrid, using elements of Israeli and Russian celtuEventually, the afternoon
complementary classes started to be taught in Mehrel Russian, accepting Israeli
students. From here, the cooperation expandedgio $chools, elementary schools,
kindergartens, and middle schools where the progamed. (Segal-Levit 2003: 219—-
235.)
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France responded to the European influence of pelgness; however, they had
different practices in some schools:

Educational policies and reforms were adopted ey Eropean Union to acquire a
European Identity called the ‘European Dimensispexially after it was stated in the
Amsterdam Treaty of 1997. Students are encourage@hink European’. Reed-
Danahay’s (2003) research involved a project funbgdsubsides of the European
Union in a marginalized region of Auvergne in Fran@ highly rural area. The
European Union aims to reach these marginalizetbmegby giving special grants,
because of their lack of development. In the fmsiject, one school from each one of
these countries participated: France, Germanyy #atl Norway. The project involved
the comparison of folktales in each country. Thesawere a sense of belonging and the
forging of a European identity free of racism. Thaybraced the ‘unity in diversity’
approach in education. During the research in FanReed-Danahay noticed
marginalization within the school. Gypsy childreere separated from the mainstream
classrooms, due to language and cultural differgnaed they were excluded from the
folktale comparison project. Ironically, Frenchdsuts were creating bonds of identity
with children from other countries while separatthgmselves from the ones in the
same school. (Reed-Danahay 2003: 201-215.)

These examples are responses of adopting unifyiswgdards demanded by one or
several countries in the area of education. In ezade, the concept of multicultural
education could have been or was the essence oésaicRattclife (2004) defines this
idea of multicultural education as the understag@ibout each other’s ethnic, religious,
and cultural backgrounds, bringing two benefitpr@ductive learning environment and
long-term benefits to society (2004: 76-77). Ga99@) affirms that multicultural

education contains all the elements of good pedaglbgombines cultural diversity

elements with quality of teaching “such as releearmtevelopmental and contextual
appropriateness, validity, significance of instroigf and teaching the whole child”
(1998: 12.) The ability to adopt these global dedsasuccessfully lies on the context of
each country. The question whether or not the woulture is unifying into a single

system remains, since countries are adopting iatemal models but at the same time,

as observed earlier, they transform them to tloe@llneeds.
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3.2 Immigration and Inclusive Education

The reason for migration may vary, from countrigghvpolitical divisions and conflict,
to individual professional decisions such as tlr®mic migrants’. Ratcliffe (2004)
analyzes the three approaches that try to exphasmghenomenon. Starting with the
classical economic model, he states that peoplewigrate when there is a shortage of
labor in some place, therefore, those places wihrplus of labor will respond to the
demand. This approach does not merely embrace etomeasons, but also attributes
migration to political factors such as conflict andtability. The second approach is the
(neo-) Marxian model, which explains difference$waen economies in metropolitan
areas and post-colonies. The latter is considesedsiurce of reserve, when the former
is in need of labor force, often under exploitatwerking conditions. Finally, the
subjectivist explanation, is based on individualriss of people and their reasons for
leaving the country where their families lived &mveral generations. (2004: 45-47.)

Finland is a country that has moved from emigratmmimmigration. Before the Second
World War, Finns migrated to North America, andidgrthe 1960°s and 1970’s a large
population of Finns moved to Sweden. The reasonindelthe emigration was
unemployment in the country; therefore, it was ryalabor related. After the Second
World War, Finland took the first refugees from Ilghin 1973, followed by Viethamese
in 1979, adding the ‘return migrants’ from the f@m&oviet Union (those with Finnish
lineage), refugees from Somalia and former Yugaalaand joining the European
Union in 1995 brought what primarily shapes Finlantbreign population today.
(Teras 2007: 9-10.) During 2007, the number of igramts living in Finland was
26,050 people, the highest number in the post-wao@. Furthermore, during the last
seven years, immigration from EU countries into l&umd has been higher than

emigration from Finland to other EU countries (Btats Finland 2008.)

Finland’s population at the end of 2008 was com@axe5,183,058 Finnish citizens,
and 143,256 foreign citizens living in Finland @7f the population). The largest
groups of foreign citizens were Russians (26,988)pnians (22,604), Swedish (8,439),
and Somalis (4,919). Of the total population, 9@608poke Finnish, 5.4% Swedish,
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0.03% had Sami as their native language, and 3&%@horeign native language. The
largest foreign language groups were Russian, EstpiEnglish, Somali, and Arabic.

(Statistics Finland 2008.) More details are showfigures 1 and 2:

Figure 1. Country of birth, citizenship and mother tonguehef population 31.12.2008:
Population 31. Dec. 2008 5,326,314

Finnizh ctizens Foreign citz ens
51583,0% 143,256
| I | I
Courtry of birth Country of birh Courtry of birth Country of birth
Firland Abroad Finlard Abroad
3092542 90316 15146 12610
| | I I
[aivie langusge Pstive lamdLISgS Patisve languane Pakive landLsne
Finrizh 4,796 437 Finnizh 39360 Finmizh 4 846 Ciher 121 442
Fwvedish 275 464 Swedish 6722 Swedsh 1514
i i i B ,
Sami 1. Sami S | e Mativve largLsge
Totd  SO7E612 Tots 46130 | |Tatsl B,368 Frmish 3404
Swvecish 3251
Mative Bnoqaoe native lanouane Mative Enouane Sami 13
Cther 15,500 Cther 44,356 Cther 8,750 Total  GEES

Source: Population Structure 2008. Statistics Rohla

Figure 2. The largest groups by native language 1998 an8:200
Mative language

Fussian
Estonian
English
Somali
Arahic
Chinese
Kurdish
Albanian
SEMN &N
Yiethamese
Turkish
Thai
Persian
Spanish
French

Thousands

Source: Population Structure 2008. Statistics Rihla
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Finnish immigration policies function according ttee EU policy framework. Under

these settings, the Ministry of Foreign Affairs psibed the 1997 Immigration and

Refugee Policy Program’s aim: the integration omigrants and the maintenance of
their cultures. The Integration Act of 1999 stageplial opportunity and integration for
immigrants, and the preserving of their language emture. The major obstacle for
integration is considered to be Finland’s languadé®refore, providing education of
Finnish/Swedish language is considered the maiosfaf the integration plan. (Ally

2002: 15.)

Teras (2007) uses the 2002 analysis by Matinhéfkikko and Pitk&nen of policies and
education of immigrants in Finland. They createtingetable of development in this
area, from the 1980’s and 1990’s, and then Terdateg the chart to 2006. In Tables 1
and 2 this development is shown over 25 years tma, regional, and individual
level. However, different instances in Finnish sbgi such as schools and workplaces,

are not necessarily in the same phase regardisg fhaicies. (2007: 17-20.)

The development in the area of language policiestwe 1980 from identifying the
need of language teaching for immigrants (see Thpte 1999 where a stronger focus
on teaching Finnish/Swedish was made along withtéhehing of the native language
(see Table 2). On educational programs, at compste level, the gradual
development is clearly stated. In 1980 it startecaaneed-based preparatory schooling
for immigrant pupils, and it transformed to a légfi®n offering training about equality,
discrimination and racism at all levels of schoglifor all children. Education and
instruction during the preparatory course was mdy tor immigrant pupils, but also for
their families (see Table 2). The overall evolutadrthese policies was from a separate

individually oriented immigrant education to muititural schooling.
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Table 1. Immigrants and educational policy in Finland dgrthe 1980’s and 1990's.

- Theimmi-
grant policy
programmes
and their main

. ideology

Orientation to
culture

‘Educational
programmes
Comprehensive

school

~ Vocational edu-
cation

Adult education

Report of the
Refugee Com-
mittee (1980)
Individualistic

care of refugees .
Interms of their
_individual needs

Individually
oriented refugee

_education

Need-based
preparatory
schooling

Pre-vocational
training
programmes

Finnish Refugee

“Natiopal =

- recommendations

- on curricula for

_migrant training
courses for

~ migrant youth and

e

s

- Normalisation through
|ocalized, collective

refugee reception

_actions

-

Principles of

Finnish Refugee

and Migration.

Policy (1994)
Cultural Enrichment
through challenging

the ‘normal’ set of

service systems to

change

Cross-cultural

- awakening by seeing

refugees’ language
and culture as a
resource in the Finnish
education system

Time-based
prepararoty
schooling

Cultural enrichment
introduced through
principles of: equal-
ity, bilingualism,

- multiculturalism.

Preparatory
schoolingasa
cultural bridge to
the mainstream

Short

- employment

~ courses without
educational -

- status

Source: Teras 2007: 18

e T

- Government

specific legislation

Programme on
Immigration
and Refugee
Policy (1997)
Path-based
Integration policy
strengthened by

Towards inclusive
multicultural

Strengthening
of the status
of immigrants

- within regular
_schooling =
through

- new school

legislation

Preparatory =
courses (2040
) within@
vocational
education

Flexible

choices rather
than flexible
curricular
arrangements
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Table 2.Immigrants and educational policy development leetw1999 and 2006.

=

s iy

o

settin
A  Integration Act Towards ethnic equa/:ty 1) Equality Act and
Theimmi-  Topromoteintegration anddiversity . . 2) Government Migra-
grant policy and support the day-to- Monitoring and taking mea-  tion Policy Programme
programmes day living of immigrants, sures against discrimina- 1) Fostering and safeguard-
and theirmain  integration plan - tionand racism, actions  ing equality, equality plan,
ideology £ . topromote good ethnsc __ positive actions

- relatlons - ) Promoting work-related

- immigration and clarifying
guidance systems, improv-
ing ethnic relations

C = -Duaiculture Iearnmg about  Multiculturalism 1) Multiculturalism, plural-
Onentatxon to ~ Finnish culture and main- Multiethnicity, ism, non- d;scnmlna‘[cry

culture =~ taningthenatvecubgre . practices

. . - - 2! Multiculturalism, plural-
ism, nowd;scmmmatary
practices

E ' . Training at all levels about 1) Training at all levels

Educational = == . discrimination and racism  about equality -
programmes - - . . D) Information and training
Comprehensive @ . . ~ for all immigrants including
school . - family members,

- - . - Improving opportunities for
Vocational edu- ?repaiamry vocational : . _Immigrant students to study
cation training - - - ~on all levels and all forms of

niegratmnTrammg . . . education

Adult education Language and mtegratlon :
training !

Source: Teras 2007: 19

There are different minority groups in Finland, imgnants or foreigners, and also
national minorities. In the country’s law, the tetmational minority’ is replaced by

‘group’. These groups are the Sami (Finland’s dnbjigenous group), the Roma, the
Swedish speakers, the Jews, and the Tatars. (BDg2:28—-10.) Students from all these
groups permeate Finnish classrooms; it is requinedducate them according to their
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needs, and to create a culturally safe and seasstthool. Carrasquillo & Rodriguez
(2002) argue that genuine respect for all culturases, and linguistic background is
crucial in the classroom’s environment (2002: 83hanges in attitudes are easier to
manage at an early age, when prejudices and sgpmegtare not fully developed. One
needs its own culture to have a point of referetacsee the world. However, this
understanding of culture alone can turn into &-ldng prison’ if it is never challenged

or compared. (Rasanen 1998: 32.)

Ethnicity is being used by schools lately to catergpand identify students, but in most
cases it is not used to design curricula or ingtvac To be able to provide inclusive
education, Sheets (2005) states that teachers umgsrstand the role that culture,
ethnicity, and identity play in the teaching-leagni process. (2005: 62.) Bloom,
Perlmutter & Burrell (2005) define inclusion as philosophy that brings diverse
students, families, educators, and community mesntmyether to create schools and
other social institutions based on acceptance,ngglg, and community” (qtd. in
Salend 2005: 6). Inclusive education is composedseaferal aspects: the right to
education in general classrooms, access to geaduahtion, community collaboration,
reflective instruction, and the fostering of thediindual academic, social, and
behavioral development of students. (Salend 20051%0). One of the advantages of
inclusive schools is that all students benefit fibnThey have sensitive education, and
all of them can develop a sense of responsiveri€sainback, Stainback & Jackson
1992: 6-7.) Inclusive teaching embraces differendb&erefore, Sapon-Shevin (1992)
states that it is important as an educator, fosbé aware of racial, cultural, family,
gender, religious, skill and ability differencespdaalso to be able to challenge
stereotypes and discrimination in the classroon92121-32). All these authorities
agree on the fact that it is not just the rolehaf teacher to give inclusive education, but
a work of all the agents involved in the procesgnethe community as a whole is an

important part of the operation.

To create an effective inclusion and assure thdsgo# an inclusive educational
program, Salend (2005) insists that several cauttiis must participate in the decision

making. These are family members, school admin@sageneral educators, special
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educators, the school psychologist, social workedool counselors, speech and
language clinicians, vocational educators, schduolsggians and nurses, staff from
community agencies, bilingual educators, and migemtucators (2005: 158-164). In
some cases, parents who do not belong to the meanstculture, demand from

education to provide their children with the resmsr to be able to succeed in the
mainstream society. However, they are part of thietion: appropriate education for

their children is better developed when there ieaiconsultation with the members of
the children’s culture. (Delpit 2006: 29,45.)

In Finland the ‘universalist principle’ is applied education. All members of society
are provided with equal benefits and access to auc Schools must follow a

universal curriculum dictated at a national levelhe main component of equal
education, when referring to minorities, is thehtigp receive education in their mother
tongue. This includes all minorities: Sami, Swedsgieakers, Roma, and immigrants
from different backgrounds. For newly-arrived imnaigt children, a preparatory course
is offered to help with the transition to the maieam classroom (immigrant

classroom—'maahanmuuttajaluokka’), focusing ongpecial needs of immigrants such
as language. (Ally 2002: 21-24.) This course is moandatory for all immigrants.

Several schools carry out these immigrant classes,later the pupils integrate to the

mainstream Finnish educational system.

3.3 Educational System and Teacher Preparatiomlarfe

The aims of the Finnish education system are egpabrtunity, quality, efficiency, and

internationalization (Ministry of Education 2009&)ne of the top priorities stated by
the Finnish National Board of Education is to pravexclusion among children and
young adults. The success of Finland in educaigoortrayed in the PISA (Program for
International Student Assessment) rankings in #%t Yyears. Finland attributes their
success in education to the following reasons:gqliakopportunity regardless of sex,
economic or cultural background, where basic edocas completely free of charge; 2)

comprehensiveness of education, where schools tieatect students and therefore,
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students can attend the school in their own dist@f competent teachers, they are
required to have a Master's degree and have autpnorthe classroom; 4) student
counseling and special needs education, includidgidual support for each student;
5) encouragement of assessment and evaluationinlanB, national testing, school

ranking, or inspection do not take place; 6) sigaiice of education in society; a
flexible system based on empowerment; municipaliaee in charge of schools and
teachers practice autonomy; 7) co-operation betvaidavels of administration, social

agents and schools; 8) a student-oriented, actweeption of learning, based on the
student’s relations with teachers, students anchileg atmosphere. (Finnish National
Board of Education 2009a.)

Education in Finland is composed of voluntary poié®l esikouly for those students
starting their compulsory basic education the yexr; followed by nine years of basic
education called comprehensive sch@ar(skoul), where students range from 7 to 17
years old; upper secondary education takes two dorgeneral and vocational
education, the former lukio) prepare students for the National Matriculation
Examination, a requirement for university, and takeom two to four years to
complete; the latterafnmattikoul)l prepares students to be part of the workforce. It
takes two or three years, and students are elifibléurther education at universities
after completion; higher education is providedpdmjytechnics and universities. The
former @mmattikorkeakoulu hosts students graduated from general and voedtio
upper secondary education, lasts from four to ywars, and provides them with higher
vocational education. The latteylibpisto) is in charge of the lower, higher and
postgraduate degrees; the Bachelor's (lower) carulbdled in four years, and the
Master’s (higher) in six; separate admission to Muaster’s is not required when the
student is admitted to a Bachelor’'s. Moreover, tdducation is available at all levels.
(Ally 2002: 18-19, Ministry of Education 2009b.)
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Figure 3. Education Structure in Finland:
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For primary and secondary education the qualificettiof teachers are a three-year
Bachelor's degree, and a two years Master’'s progoarteacher education. Teacher
education has adopted a research-based approadivbs teachers knowledge, skills,
and methods to develop teaching, along with otlmrrces such as parents and
stakeholders. The research-based approach staesettd of knowledge of recent
research in teaching, how teacher education shioelld case of research itself, and
teachers’ attitudes towards research during theictge. Throughout their education,
teachers have guided practical studies where tiheguater children from different

background. Therefore, they have to adapt theghieg. Finnish teachers’ preparation

is aligned to national goals and purposes, whexehexs’ competences should include
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cultural knowledge and intercultural understandimglay an integration role in society.
(Niemi & Jakku-Sihvonen 2006: 36-44.)

As part of teacher education, students can chomsé¢héir major practice classroom
teaching in grades 1-6, basic teaching in grad®sdr~wide-ranging practice, teaching
special education, immigrant education, high sclowadult education (Jyrhama 2006:
60). One of the emphases in teacher educatioreiadghd to understand the diversity of
the students’ needs, with the help of parents,rotb&chers, and other professionals
(Vauras 2006: 179). The Teacher Education Developnirogram (2001), states:
“Teaching is a human relations profession, in whedtounters and interaction are at
the very core of daily work. The teacher needs lafityato cope with the growing
diversity of learners, multiculturalism...” and algbat “[...] Expertise in special
pedagogy and development psychology play an impbgart in all teachers’ work.
Every teacher must have a basic knowledge and skl needed to identify and prevent
learners’ social problems, learning difficultiesdaaxclusion. [...]” (qtd in Vauras 2006:
179-180.)

According to the policy in Finland, teachers mustdapable of making judgments, and
to interpret and apply the Finnish national corgiculum to their classes. Therefore, an
understanding of the nature of the curriculum iseasial. The teacher has to integrate
every subject into a whole theme. They select thecepts taught, and can adapt the
teaching to their students’ different needs. (Karkéki 2006: 156.) In 1994, the

Teacher Education Department of the Universityyofidkyla, Finland, established the
Teacher Researcher Net as a network of teacharderdt teachers, and teacher
educators. The network develops teacher educad#ind, their aims are to develop

teaching and curriculum, to create cooperativeticela between researchers and
teachers, to serve as a channel of research piidtisa and to support teachers’

projects, among others. (JyvaskylanYliopisto 2007.)

In Finland, research about intercultural learnimgl deaching in the area of teacher
education started with Rasanen in the 1990’s. Hewein 2005 Pelkonen, drew

attention to the level of intercultural educatioside teachers’ education, claiming that
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it was limited only to the introduction of otherltures, approaching only their food,
clothing, and customs. Her research claims tha&rc¢aottural learning should be more
than that, and it has to develop competences amsltiséty to help teachers with the
tools necessary to engage dialogue and adaptatam Dne culture to another.
Furthermore, she suggests the inclusion of intarall competence as a requisite of
teaching competence. (Teras 2006: 30.) These are ebthe claims considered by the
Ministry of Education in Finland, legislating andpying methods of special education
for diverse children. However, new graduates freather education can relate better to

the real practice once they recognize the impoeafienulticultural understanding.

Korkeamaki (2006) states two challenges faced lmspective teachers in Finland.
First, teachers need to avoid the same type ofuictsdtn for every child without
considering their background and the knowledge #iesady possess. She emphasizes
that educators should take into account the chiifésand experiences. The second
challenge, according to Korkeamaéki, is the teachmrisural knowledge, their personal
experiences and history. Thus, she claims teacHacation must make students
compare and contrast their beliefs with theory prattice. (2006: 157-158.) Students
do not only have to make connections with their gast, but they also have to look at
them with a multicultural perspective, this way\tteee broadening their understanding
of diversity (Delpit 2006: 126). The focus is onlgieg children connect with their
culture to be able to have a better understandihghe same time, children have the
need to understand and connect with the mainstoedtore in order to succeed.

3.4 The Role of the Educator

As the educator Lisa Delpit (2006) claims:

[...] we must recognize and overcome the power difiéal, the stereotypes,
and barriers which prevent us from seeing eachrofffese efforts must drive
our teacher education, our curriculum developmeut,instructional strategies,
and every aspect of the educational enterprise(R006: 134)
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According to Sheets (2005), a competent teacharlghimk knowledge between home
and school, should provide multiple forms of assise to his/her students, and has to
participate in an active manner in constructingetbgr with the students new
understandings (2005: 20). Change will take plaahé¢ extent that the educator defines
or redefines his/her role towards minority studeartd minority communities as well.
To analyze the educators’ roles when working whtese minority students, Cummins
(2000) gives a framework of four dimensions: theomporation of language and
culture, community participation, orientation todpgogy, and assessment. This should
determine the implementation of teaching methods$ jawolicies within the schools.
(1988: 128.) Teachers should be aware of the vadienulticultural education, be
acquainted with its methods and material, and acletge that is not a technique but a
philosophy that should be present in the whole gk{i®asénen 1998: 38). The moment
this philosophy is integrated into schools, theilexatie work for teachers and students
will become according to these authors.

One of the reasons for the success or failure wafesits is the negotiation of identity
between them and the educators. Cummins (200@sstiadt this relationship is shaped
by the image educators have of themselves, an iroatee identity educators give to
their students, and the image of society that @dusahink their students will form,
meaning that there is negotiation of identitiesthe classroom, and the interactions
between teachers and minority students are newgrah¢2000: 48). It is important for
educators to acquire cultural competence and mteral communication skills, in
order to assist culturally diverse students andkwogether with communities and
families (Salend 2005: 121).

Carrasquillo & Rodriguez assert that teachers modirace other cultures and ease the
path of transition of their students. They add ttegichers are a link to a successful
adjustment into school, and must give positive cbatons to students’ cultural
differences, in this way they will nurture theirfsesteem. Another task for teachers,
they continue, is to make students aware of theiethackground of their classmates,
embracing informed diversity. (2002: 52-55.) Supipgrtheir claim, Sheets maintains

that those educators who are aware and recogrezediudents’ cultural displays are
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the ones who can respond better to their studee¢sian (Sheets 2005: 17). When
teachers take the time to truly assess a chilg, Wik support him/her in every area,

including that cultural connection.

Jim Cummins (2000) emphasizes that in order foromiiy students to respond to the
academic challenges, is necessary to reverse thermpaf subordination. He alleges
that educators must encourage students to devdlep tanguage and culture,
challenging in this way the inferior perception ttheociety gives to minorities.

Educators and parents must become partners indileagon process, eliminating the
idea of minority parents’ lack of interest in thethild’s education. Furthermore,

instruction in the classroom should promote critdiacussion of social themes around
diverse students, challenging the society’s devak. This change will take place
when teachers are willing to confront the poweatiehships in the larger society and
then, the change will be reflected inside schd@B800: 246247, 252.)

Teachers have to identify their students’ strengtinsl the only way of assuring this is
to know the children’s lives outside the classrodthen teachers are not aware of
these strengths, there are deficits in the teacliativered (Delpit 2006: 173).
Regarding teacher profession, Niemi & Jakku-Sihvorf2006) give a list of the

abilities needed by educators:

- ability to support different learners (age, gendattural background...);
- ability to co-operate with other teachers;
- ability to promote co-operation with stakeholders;
- ability to develop and improve curriculum and leagnenvironments;
- ability to solve problems in school life; and
- ability to reflect on one’s own professional idénti
(2006: 44-45)

Sheets asserts that a positive experience in tHacoltwural classroom, most of the
time, depends on the teacher’s ability to perceiversity. These perceptions are the
ones shaping the teaching-learning process. Theretois essential for the teacher to
be aware of his/her teaching responsibilities wihealing with different cultures, in this
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way, he/she will understand the role of culture amd make culturally inclusive
decisions. (2005: xxi.) The abilities enlisted bjeidi & Jakku-Sihvonen, as well as
Sheets approach, have always been demands foetsatlowever, sensitivity towards

other cultures is now becoming one of them.

3.5 Cultural Awareness in Teaching

The search for professional competence in educéai@snembraced internationalization
and multiculturalism. Originally, international smls had an elitist background that
followed the curricula of one or two countries, aaken when students represented a
multicultural setting, they were relatively homogens (e.g. in social status). In
contrast, there are many schools that are not densgiternational, but they represent
different cultures and deal with multiculturalismeey day, for instance the UNESCO
schools, regular schools that follow the objectiséthe United Nations. In Finland,
during the 1970’s and 1980’s, internationalism wpproached in the curricula, and the
core element was for citizens to acquire a glolalcern. Later, in 1994 the curricula
changed to cultural knowledge and multiculturalismiere schools were responsible

for redirecting the change of focus in society.q&#&n 1998: 33—-34.)

A research by Miettinen (1998) approached the pegiagl and cultural thinking of
North Karelian class teachers in Finland. The stundgrviewed teachers who worked
with pupils from different cultures. As a resulbuf types of behavior were found: the
assimilative educator, who sees cultures as romant exotic, and therefore has many
stereotypes; the routine-oriented educators, fogusin discipline and rules, where
cultural issues are left on the side; the humanistulticultural educator, where
tolerance is the core value, and cultural mattegsraportant even when working only
with Finnish students; and the critical multicudleducator, the one working towards
strengthening the pupils’ own cultural identity,dasees the concept of culture as
critical. These outcomes were based on the tedohadtges, attitudes, and knowledge.
The research claimed that it only represented tipasgcular teachers interviewed at
this particular setting. (Miettinen 1998: 66—79.)
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When addressing models of instruction and cultudadersity, Cummins (2000)
criticizes traditional and progressive pedagogythie former, he states that the teacher
iIs in control, gives the information and it is axgad in a hierarchical way. This
devalues the identities of minority students whoncd share their experiences, and
closes the possibility for meaningful communicatiém the latter, students must learn
by doing, since education is reached through praictexperience. In this model,
tolerance and cultural differences are implied. idoer, reflection on students’ social
realities is missing. Cummins favors transformatipedagogy that embraces the
concepts of progressive pedagogy, but uses critm@pliry that includes the social
reality of the students. (2000: 255-262.) A systdmt takes into account the
surroundings and social reality of the studentsluoing culture, helps them connect
what is familiar with the new set of informationgaired at school, making the process

more effective.

When teaching students with a linguistically dieeisackground, it is necessary for
educators to differentiate cultural differencesrirlearning difficulties. To be able to do
this, Salend (2005) states that teachers must giliyethe planning team, compare
performances in both languages, consider the pseseand factors with the acquisition
of a second language, employ alternatives forrtgsidentify home experiences that
affect learning, and develop an appropriate edocgtlan (2005: 122-128). Language
is critical to culture: it should be consideredefally by educators when teaching.
However, being aware of linguistic differences daes mean the work is done. There
are also cultural differences to be considered wimera multicultural classroom.
Culturally diverse students not only have the legyndemand when instructed; in
addition, they experience the demand of proces#neginformation in a different
language. (Carrasquillo & Rodriguez 2002: 3,50,51.)

One of the paradigms of pedagogical action in rouiliral education is that of
systemic infusion, which suggests more than cuuiouintegration and responsive
teaching: it reaches to the mandatory practiceuttial diversity at all levels of the

school: administration, students, teachers, ingiitg, and the educational system (Gay
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1998: 19). Every action and attitude in teachesglmthe classroom reflects the quality
of the relationship with students: the emotionatetan the class, the approach of
teaching, the resources selected, and the waysassetis conducted (Sheets 2005:
17). It is not an easy task to acquire multicat@awareness, knowledge, and skills. On
some occasions, multiculturalism cannot be taugletctly; it requires a personal and

direct experience. Therefore, Pedersen (2004)nadfithat educators must choose
carefully and organize situations where studentstake part of this experience. (2004
303). Teachers and students, who have been parmufiticultural experience, tend to

be more aware of its demands.

According to Sheets (2005), the challenge whenhiagcculturally diverse children is
not necessarily to design a program that fits eadture, but to identify whenever there
is a problem with a particular student. Culturerngy one of the tools the educator must
use in his/her approach to teaching when workint wiverse students. (2005: 167.)
Today’s educators are required to have pedagogkis, knowledge about field, and
now, living in a multicultural society, the needafltural awareness is essential to their

abilities.
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4. ANALYSIS

4.1 Methodology

The analysis in this thesis will be based on anppstted by the dimensions for
multicultural education and culturally safe teachiproposed by Rosa Hernandez
Sheets, PhD associate professor at Texas Tech rdityvéHer academic fields include
bilingual education, culture and cognition, ethidentity, teacher preparation, and the
examination of the role of culture in the educatpr®cess. Sheets presents a new
theory, calleDiversity Pedagogy2005), the first publication in its field to densirate
the interconnectedness of culture and cognitighénteaching-learning process. (Sheets
2008.)

In the following section | will explain the eightrdensions that Sheets suggests in her

diversity pedagogy. Sheets’ definition states

“Diversity pedagogy has eight dimensional elemeageh dimension represents
a teacher pedagogical behavior and its complemestadent cultural displays
[...] Diversity pedagogy is conceptualized with twoained, tightly
interconnected dimensional elements in eight dimoe@ssguiding teacher and
student behaviors.” (2005: 14-15).
The practical part of my analysis will be developath these dimensions, as a model
for culturally sensitive teaching. Every dimensignbased on the research of several
other authorities in the field: Sheets embraceg tineories to support her research
proposal. The research for this thesis can be itbescas an interview-based qualitative
study. | covered case studies with two sets ofheas in the context of education in
Finland. Six interviews were held, which consistd#dtwo teachers working in the
regular classroom (where pupils are Finnish integravith pupils with an immigrant
background); three more teachers that work in theigrant classroom (where all
children come from a country different than Finlgndnd a final interview with a

student about to graduate from teacher education.
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All the interviews were held in the city of Vaaganland and were conducted in the
context of the lower (grades one to six) and uggeades from seven to nine) level of
basic education. This analysis does not try to ragrt-inland’s educators: it will
compare a model recently proposed (Diverse Pedagagye two different areas of
education in Finland discussed earlier: the regatad the immigrant classroom. The
teachers’ perspectives were analyzed and comparedgh the practical part. Even
when the model suggests students’ cultural disp{aysnifestations of norms/values
that children learn at home), they can be takesr@sponse, after the educator practices
culture-sensitive teaching. Those students’ displsiyould be considered for further
study. The analysis does not try to determine & thachers had a good or bad
performance: their approach and perspectives dsecmmpared with Sheets’ model.
The findings were gathered and represent two spesthools in one specific city in

Finland, and do not reflect the general perspediube country.

4.1.1 The Dimensions of Diversity Pedagogy

These dimensions approach eight different ‘teathgrsdagogical behaviors’
(relationships, tone in the classroom, teachingtetjies, resources, assessment), that
lead to certain ‘students’ cultural displays’ (nfastations that children learn at home).
These dimensions should be combined. They sugdestconstruction of new
knowledge, by students and teachers, when bothreslimeet. The following concepts
in the rest of section 4.1 are taken from SheBisersity Pedagogy: Examining the
Role of Culture in the Teaching-Learning Proc€305).

4.1.1.1 Diversity / Consciousness of Differences

This dimension analyses how diversity affects cam®m practices. Sheets (2005)
advices that the teacher’'s pedagogical behaviorprder to obtain certain student
cultural manifestations, in this dimension should:

« Provide opportunities for students to develop sskitls as justice, honesty,
impartiality and integrity;

» Create an environment that acknowledges and resg#ferences;

* Encourage inclusive relationships;
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* Assume accountability for personal practices tloaia be discriminatory.

The displays on the student part will most likely:

e Acquire and portray self-control in balancing neeasl wishes with those of
others;

 Develop awareness to diverse issues dealing witifiereinces between
individuals;

» Accept those who differ from him/her;

e Understand their role and responsibility when oomfing discriminatory
incidents.

To perceive diversity requires self-evaluation ofwhone thinks. Students belong to
different groups and among them there is diversitlyildren are related to a family;
they can share with them kinship, affection, catnowledge, and resources. These
families can have different structures, and so@oemic status can be associated with
race. It is a teacher’s responsibility to acknowke@veryone and discourage prejudice.
Issues of sexual orientation, gender, and abilitierg@nce have to be confronted and
discussed explicitly, by encouraging inclusion. dreas can use the diversity presented
inside the classroom to incorporate these elematustheir teaching. They can make
students feel welcome, and have to react whemaatgi of exclusion is perceived. By
discussing the differences and similarities betws&mdents’ cultures, the teacher
promotes acceptance and respect to self and othkneover, there is a need for
continuous reminders on how differences contriltotehe richness of the class, by

providing social and cognitive growth. (Sheets 200056-47.)

4.1.1.2 Identity / Ethnic Identity Development

Under this dimension the effect of ethnicity is bght out as influential in students’
development. It approaches the way teachers capt dld@ir instruction to meet the
ethnic needs of students, in other words, how #uapt the process so that students feel
comfortable in the mainstream culture while at shene time maintaining their ethnic
identity. Sheets (2005) emphasizes that when tesiche

* Create conditions through instruction and relatgos where students can
express their ethnic identity.
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Pupils will:

« Develop a psychological, social and cultural sslpart of an ethnic group.

Teacher education includes human developmentatigse(psychoanalytic, behavioral,
humanistic, and cognitive) mostly focused on indiial characteristics (differences),
which do not cover the ethnic group field (grousdx inequalities). Ethnicity is more
specific than culture; in the classroom differethnéc patterns can be used to
communicate and apply certain types of learningnigtty can be observed in the way
people react to joy, anger, grief, gender, etc. areh when the reactions are the same,
the purpose might be different. (Sheets 2005: 50-51

As there is diversity inside one culture, there differences among members of the
same ethnic group, due to socioeconomic status| t#vacculturation, gender, etc. In
this dimension, the focus is on those students whare similarities rather than
differences among the ethnic group. Children caosttheir perceptions through the
messages of others. It is important that teachessqte their students’ ethnicity by:
appreciating physical differences, discussing negastereotypes related to ethnic
groups, give an opportunity to learn the benefitsbeing ethnically different like
cultural traditions, and the ability to speak t@aduages. Furthermore, teachers have to
encourage cross-ethnic relations during the chmidrevork. In the classroom, decisions
made by teachers are affected by the ethnicith@fpupils, as well as by other aspects

of identity, like sexual orientation, gender, ailietc. (Sheets 2005: 48-66.)

4.1.1.3 Social Interactions / Interpersonal Retetiops

The third dimension uses the classroom as a smacgeleloping acceptance, and to
have a social life at the level of the academie. lit emphasizes how students can
display their social skills regardless of theirtamt in the classroom. Sheets (2005)
maintains that when teachers:

* Create an environment that lets children interactiadly, such as classroom
activities to help students develop relationships;
* Focus on the actions students need to be parcat gpoups.
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Consequently, pupils will:

* Show cultural and social behaviors in every schadiivity, will develop
friendships and experience and initiate acceptance;
* Relate to other students socially and will contrébio the benefit of the group.

These kinds of social relationships support stuslezrnotionally and cognitively.
Friendships help dealing with stress; they providg with academic issues, and work
together as in a cooperative society. The teadl@ss environment, gender, and race
influence the selection of friends. However, thiera difference among students who do
not possess social skills and those who are thgettasf discrimination. Another
influential element is physical proximity in theassroom. This also determines how
friends are chosen. Moreover, gender is normallyemafluential than race when
selecting friends. (Sheets 2005: 67-76.)

When pupils attend an integrated school with d#iférraces, this does not necessarily
mean that diverse children will instantly becomierfds. What defines this, is the
climate in the classroom and in the school. To heiilh social interactions, Sheets
(2005) advises that teachers should approach tas o friends and discuss rejection
and friendship (2005: 80). Special attention tosthasstudents without friends and
isolated should be given, and opportunities famrdships among students who differ in

race, gender, and socioeconomic status. (Sheets 80082.)

4.1.1.4 Culturally Safe Classroom Context / Seléiated Learning

One of the supporting aspects for learning istéaehers’ awareness of the invisible
culture, the culture that states the unwritten rand rules. This dimension encloses
the use of those codes by teachers in order to statfents to accomplish their goals.

According to Sheets (2005), teachers need to:

* Promote an environment that includes all childeard make them feel safe and
accepted;

« Be aware of the students’ cultural displays of kledlge, initiative, and
perseverance.

In this way, students will:
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» Learn to control their academic and cultural bebawhile participating in a
shared environment.

* Be able to make monitored decisions in order tesed academically.

Academic achievement is not diminished by the eveadf a safe environment in the
classroom. The approach given to rules will setttre in the classroom. When the
students are involved in the rule development, thilyshow more interest in following
them. The tone and environment of the classroombsaronsidered safe when the
teacher has a positive relationship with the sttsjemhen he/she possesses knowledge
about different cultures and knows how the studentsrpret rules, and treat all
students equally. The communication that takeseplacdhe classroom (tone, volume,
style. etc.), is culturally influenced, and norrgalis the one responsible for diverse
students’ problems. (Sheets 2005: 83-90.)

While promoting these behaviors, Sheets insists ttieteacher must encourage self-
discipline in the students, avoiding approacheswhia modify students’ behaviors, for
example, giving stars, prizes, points. Moreoveaxchers should create experiences that
help students to self-regulate their actions. Tlagstoom itself should reflect this safe
environment by displaying different cultures in {@ws, boards, and decoration in
general. (Sheets 2005: 103-105.)

4.1.1.5 Language / Language Learning

This dimension covers the conditions of how langueglearned. In the same way, it
covers the loss of the first language in culturaliyerse students. The conception of
language from teachers and the importance theytgivie is what normally shapes the
classroom. Sheets claims that if teachers:

* Adapt the content of language learning to cultyriatlusive strategies;
« Promote literacy and prevalence of the first lamgguand the development of the
language in used in school.

Then students will;

e Show skills of learning the language;
» Develop both languages, recognizing the value lofdualism.
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Language connects students with their culture.ak to be considered that language
issues also affect those students who speak tlgudge but come from a different

linguistic background. Students may experience lpspgical stress when dealing with

two languages. Language loss, with diverse studsntsostly due to the painful and

demoralizing experiences they encounter when thsey their first language. (Sheets
2005: 106-108.)

Culturally diverse students often experience anséeperiod when learning another
language. To avoid this, Sheets (2005) insists thathers should encourage the
strengths of diversity, and balance the learninglggdor these students in different
ways. At the same time, they can plan lessons ¥elde new vocabulary, and include
the diverse students’ culture and language in #ssdns when possible. A close
relationship with parents is needed to collaborbayeusing the first language at home,

and the encouragement to learn the new one. (Ske@ts 120-122.)

4.1.1.6 Culturally Inclusive Content / Knowledgeghgsition

The selection of the material in class is cruamlthe interest of the students. Therefore,
Sheets (2005) asserts that it is one of the mgsbritant tasks for teachers to adapt the
material to meet the needs of cultural diverseesitsl To be able to do this, teachers
have to commit to their mission since it requirdstaof work, time, and dedication. In
this dimension Sheets adds that if teachers:

e Use material helpful to bring the diverse studemtslture in the lesson and
expand their knowledge, creating this way undedstenabout new topics;

* Revise academic curricula for ideological contént,is including or excluding
students.

As a result, pupils will show:

* The use of previous knowledge to construct new kedge;
* Analytical skills when they evaluate differenceghe content of curricula.



62

Educators have to consider that the availabilityhaf material is one of the things to
consider. Although this material might fit the pose, it is important for teachers to be
aware of the cultural influence it contains, eveithwsubjects such as science,
mathematics, and technology which one might thirk reot culturally influenced. To
review these materials: the message, authentlaitguage, and illustrations need to be
analyzed to provide with a better judgment. It ecessary for teachers to know the
characteristics of the children they are teachmgrder to adapt any kind of material.
New knowledge will take place effectively when st rielated to previous knowledge.
Furthermore, achievement is related to the studdstest in the knowledge taught.
(Sheets 2005: 123-136.)

One of the educators’ challenges is the acquisitibknowledge of other cultures. To
succeed in adapting inclusive content to the maltasged in class, they have to take part
in seminars, conferences, courses, etc to incrdase knowledge. Furthermore, a
relationship with people who share the cultural Wiealge of the students, such as
parents, is valuable. Nevertheless, teachers hkeeta analyze their own culture,
practices and attitudes in order to be consciowstatheir own perceptions. (Sheets
2005: 142-144.)

4.1.1.7 Instruction / Reasoning Skills

“Teacher ability to deliver culturally inclusive struction to diverse students is
consequential to their opportunity to learn” (SBe2205: 145). There are different types
of instruction for different types of students; shestudents may reason differently
according to their cultural background. Sheets $2@3serts that when teachers show:

» Knowledge about the subject and methods necesséepch their content;
» Application of diverse instructional approaches wpeesenting new concepts;
* The promotion of thinking and its development.

The students will:

* Understand new concepts and will show use of pusviknowledge related to
their culture;

» Show strengths in specific learning styles;

» Acquire thinking skills to control learning.
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The capacity of students to understand and andhgeknowledge presented before
them resides in the capacity of adaptation of tistruction from the teacher, and the
cultural approach in teaching. This does not meanall children from the same ethnic
background learn the same way. However, they mayespatterns. Furthermore, the
response to teachers’ enquiries may vary from stutie student. Therefore, teachers
have to be aware of the students’ reasoning amdkitig process before disregarding
their answers. (Sheets 2005:145-161.)

Learning style refers to how the student prefere#on, not how much knowledge the
student already possesses. There are also diffgqees of intelligence influenced by
the students’ cultural experiences. Students casptadeveral of these aspects of
intelligence: linguistic, logical mathematical, §ph musical, bodily kinesthetic,
interpersonal and intrapersonal. Sheets insists tdachers have to be familiar with
these types of intelligence and learning stylebaaable to adapt their teaching when
needed. (Sheets 2005: 163-166.)

4.1.1.8 Assessment / Self-Evaluation

The goal of every teacher is to teach all studesgsessment is a monitoring tool for
teachers to evaluate their work. In this dimens&imgets claims that when teachers:

* Apply different types of assessment and try to adagtruction to students’
needs, while minimizing competition;

« Encourage self-evaluation explaining metacognisivategies;

« Communicate with the parents regarding every acarjeand social aspect of
the student.

Pupils will:

* Apply metacognitive skills understanding strengtasd weaknesses in
knowledge;

* Be responsible and conscious about their learning;

e Value cultural knowledge learned at home.
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In the classroom, the term equity will not be dedirby the tools used in the assessment
of students. Equity will be implemented with betbeitcomes when teachers adapt the
conditions of learning to every pupil in an equieaimanner. To evaluate the learning of
culturally diverse children requires a lot of atten and observational skills on the
students’ cognitive preferences. Likewise, studemtsd to be aware and conscious of
how attitudes, beliefs, and behaviors affect thegrning. (Sheets 2005: 167-169.)

Using multiple resources, like other students aepts, to evaluate students’ growth
will help teachers get a better understanding ef ¢hildren’s development, claims
Sheets (2005). Furthermore, a combination of dffermethods will show a wider
outcome on the assessment. Students need to be afmhie goals set by the class and
how they will be evaluated. Consequently, studemilt be able to practice self-

evaluation and acknowledge progress. (Sheets 20W5:179.)

4.2 Findings

4.2.1 The regular classroom

This research took place in the area of basic dmuncavith teachers from Vaasa,
Finland. These teachers were interviewed on theicgptions of inclusive education
and their experiences with culturally diverse dald Two different sets of classrooms
were considered, the immigrant and regular clagsrdde regular classroom consisted
mostly of Finnish students, and there were alseva ihtegrated students, who had a
cultural background different than Finnish. In TeaB, an analysis of the interviews is
gathered in relation to the eight dimensions ofebsity Pedagogy described earlier in
this chapter. In order to compare Sheets’ proposa culturally safe classroom, the
interview questions were structured to bring eletmeif diversity, teaching styles and
cultural awareness. The same questions were askexvery interview, and in most

cases the information was expanded by the teachers.
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The table is divided into two parts: lower levelbasic education, meaning grades from
one to six, and upper level basic education, ctingi®f grades seven to nine. One of
the differences between these two levels, besldeage of the students, is the fact that
in the lower level, educators are denominated dkesshers; therefore, the students stay
with one teacher throughout the year. In the upeeel, there are subject teachers,
where the pupils acquire more responsibility byirtgkcare of their schedules, going

from class to class, and dealing with several teacthroughout the school year.

The answers from the interviews held in the regalassrooms are from teachers who
have had five or less years of experience teachiage groups from 16 to 24 students,
with one to four foreign pupils integrated in tHasses. In other words, around 10% to
30% of the class has a cultural background diffefesm Finnish in these particular

regular classrooms.
Table 3 shows an analysis of the answers giverhéywo teachers interviewed in the
regular classroom. Teacher 1 taught in the lowesllef basic education and Teacher 2

in the upper level.

Table 3. The Regular Classroom

Dimensions Lower Level Basic Educatior] Upper Level Basic Education
Diversity/ — Teacher concern in bringing up- Unfamiliar with students’
Consciousness of | differences and qualities amongdackground.

Diversity children.

— Perception that Finnish students ar
— Cultural experiences with current| used to deal with other cultures and do
immigrant students are explained to not find it uncomfortable.
all children for understanding.

11%

|dentity/Ethnic — Teacher appreciation of physical | — No identity remarks were made.
Identity differences.

Development

Social Interactions/ — Work together with immigrant — Depends on the students’ social
Interpersonal students who are not iqtegrated intg §ki||s, if they are shy, they do not get
Relationships the regular classro.om, in clas_ses sudhvolved.

as crafts and physical education.

— Itis not perceived as a challenge |if
the child starts his/her education
from the beginning of the year.
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Culturally Safe

— Permission from parents to join

— The initiative to share about their

=

Classroom religi_ous education. If d_eni_ed, a culture comes_fr_om the immigrant
Context/Self- special program on eth_|cs is stud_ents, and it is very subtle, by
structured for these children. making only small remarks.
Regulated
Learning — Students are asked to share — Concern from the teacher about
information about their acting adequately with all students.
culture/language by the teacher.
— Encouragement to immigrant
— Teacher concern in decoding students regarding their performance
students’ cultural reactions.
— Concern about delivering instructio
correctly to these immigrant students
— Interested in having more
information on immigrant students’
educational background.
Language/ — Students are offered one lesson a — Aware of language difficulties

Language Learning

J

week of Finnish language during
their class period.

— Aware of the importance of
maintaining the first language and
encourage students to do so.

— School gives ‘mother tongue’
lessons to diverse students in ordef
maintain their first language.

among these students in subjects that
require specialized words.

— Students must be fluent in Finnish
when going to the regular classrooms.

Culturally
Inclusive Content/
Knowledge
Acquisition

— There is no special material for
children coming from other
countries. All books are directed at
Finnish children.

— Conscious about not incorporatin
other cultures’ content in the
classroom very often, but trying to @
it.

— Willing to learn about new
material, specialized for immigrant
students.

— Aware of the need of special
material in the immigrant
classrooms.

— There is no relation or link between
teaching the regular lessons and the
students’ culture.

Instruction/
Reasoning Skills

— Support of a special teacher for a
students who are behind.

— Research is not performed
regarding approaches to other
cultures. Finnish system is applied.

— If the student does not understan
the lesson, extra classes are held b

| — Students must be prepared to folloy
the lessons, have sufficient school
background and language skills.

<

— Immigrant students can repeat the
year in the Finnish classroom.

] — Teacher can slow down the
yexplanation during class for the

the special teacher.

immigrant students to have a better
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understanding.
— ‘Mother tongue’ teachers are
supportive staff for instruction. They — Instruction does not differ for
can go over subjects in the children’'smmigrant students.

first language.
— If one method does not work with the
students the teacher then adopts a
different one.

Assessment/Self- | — In the final evaluation report is — Immigrant students are allowed to
Evaluation written and considered when Finnishhave the exam with the book in certain
is not the students’ first language. | instances and make the evaluation
alone so that the teacher can explain.
— Exams might be conducted in the
child’s mother tongue. — If necessary, assessment can be
individualized, having a test with less
— Assistants can go with the student information for instance.

into a separate room and explain
questions. On occasion, discuss the
exam verbally.

— All students with special education
or in different levels on certain

subjects may have special exams.
Previously discussed with the schop
psychologist.

Table 3 presents differences among the teachenwietved, especially in the Diversity
and Identity dimensions: in the lower level thesea positive acknowledgment of
cultural differences, at the upper level there amiliarity with the students’
background. A similar approach to the Language Asdessment dimensions was
stated, in a way that both levels considered aveé gaecial education and assessment

to culturally diverse children.

In the following sections 4.2.1.1 and 4.2.1.2 timelihgs and perceptions of Teacher 1
and 2 are discussed separately, deepening themafion shown in Table 3. Then
section 4.2.1.3 compares Teacher 1 and 2 withimagelar classroom and explains the
differences that appear in Table 3 and those perdaiuring the interviews.

4.2.1.1 Lower Level Basic Education in the Reg@kssroom

Teacher 1 (interview, Mar. 30, 2009)
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Teacher 1 was a female teacher who taught secaut @it a regular classroom. She
had Swedish as a mother tongue and had been tgdadhnifive years first and second

grade, as well as English on the lower level ofdaducation.

The findings in the lower level of basic educatpmrtrayed all students as equal. When
asked about difficulties, low performance, relasibips with other students, or religion,
the Finnish students were frequently mentionedhasirsy these differences as well.

Those differences or difficulties were not exclesof immigrant pupils.

The teacher’'s position in the class towards culyrdiverse pupils is that of

acceptance, with a romantic view of different crdgiand the exoticism coming from
them: “[...] We have a lot to learn from them. ltvisry good that we have all different
people in the classroom, of course!” When the teactstyle was approached, the
answer involved being in Finland and teaching howsisupposed to be taught in
Finland, trying to help foreign students in certisks, but always having a majority of

Finnish students.

As shown in Table 3, social interaction is not pered as a challenge for immigrant
students at the lower level. Teacher 1 stated shadents normally do not share
information about their culture because they warfittin. However, they are proud of
their home country whenever it is brought up insslaThe importance of the
maintenance of the pupils’ ‘mother tongue’ is dms®ated from the higher levels of
power in Finland. It is stated as mandatory by faldéaw, and supported by the
bilingualism of the country. ‘Mother tongue’ educat is offered to every foreign pupil
within the school system, and teachers’ awarenedsapport is perceived in this area.
Fluency in the Finnish language was one of thedsggbstacles for immigrant students

to be able to adapt to class when in higher grades.

The school in this case had as minority teachersetiirinnish teachers with Swedish as
their mother tongue, along with the language teactor the immigrant students hired
for some lessons weekly. Furthermore, the relatipngith immigrant parents did not

differ from that with the Finnish parents, havingot meetings a year. Teacher
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education, in this specific teacher, did not focusworking with immigrant pupils.
Moreover, the experience during teacher educati@s wlifferent from the real
classroom, where the material and pupils were petfect’ as in theNormaalikoulu

(Normal School).

A strong sense of equality among students was petédy the teacher. This equality
regarded grades, performance, and the participafistudents. Her final thought about
educating immigrant pupils was “It is part of oobj to explain and work with these

students.” The position was approached with a c@tpe and professional attitude.

4.2.1.2 Upper Level Basic Education in the RegGlassroom

Teacher 2 (interview, Apr. 27, 2009)
Teacher 2 was a female teacher with Finnish asthentongue. She had been teaching
for one year at the upper level of basic educatind had a degree in Chemistry and

was studying a master’s degree in teacher education

The school system differs, as mentioned earliethénupper grades of basic education:
the classes are bigger, there is only one teachgomt of the class, and they have no
assistants as in the lower levels. The subjectghtay teacher 2 were mathematics,
chemistry, and physics for all three grades inujbger level. The goals in the class were
the same for every student, and the difficultiecg®ed by the teacher, when focusing
on the immigrant students, were those of vocabuilargpecialized courses such as

chemistry and physics.

All foreign students attended the preparatory o immigrants offered in the

school, and they were later integrated into theulsggclassrooms. The performance of
these students was average, compared to the Fistuglents in the same class.
Culturally diverse students had no major diffieestiand had a positive attitude;
according to teacher 2, they wanted to learn wizst taught.
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On social interactions, immigrant students weresm®red shy and would talk to others
only when necessary. Furthermore, encouragememt fre@ teacher was perceived as
necessary for the immigrant pupils’ performanceeréhwas no relationship with the
parents other than the one established by the kgbkady. However, teachers wrote a
report every day on the students’ highlights, aackpts could access those reports and

contact the teachers if desired.

Overall, immigrant pupils were not fully integratedthe classroom, and there was no
information about their backgrounds. In the regutdass, there were not many
immigrant students. In section 4.2.2, | will prelsdre system used by the upper level
basic education in Vaasa, which brings the immigstndents into one model created

especially for them.

4.2.1.3 Lower and Upper Level Basic Education mfegular Classroom

Due to organizational differences between the loavet upper level of basic education,
most of the perceptions, connections, and attitaifésred greatly in the two levels. At

the lower level, the connection with the studenés wloser, for many reasons: Age is
an important variable in the students to feel naitached to their teachers in the lower
level. During adolescence, students try to beconoeenindependent and want less
interaction with authority figures, such as teasher parents. In the upper level,
students had relationships with several teachedaya while on the lower level one

teacher is in charge of the whole class duringithe

According to the study of North Karelian teacheydviiettinen (1988), the approach of
Teacher 1 can be described as the “assimilativeagdti, the one who sees culture as
romantic and exotic, and a pupil from certain adtis an example of his/her culture.
Teacher 2 could be placed in the category of “rmitiriented educator” in Miettinen’s
findings, where cultural issues are not importamigl the goal is to get the job done.
Experience appeared to be an important factor areewith cultural matters, adapting
their teaching style to be understood by thesaully diverse students. However, the

remarks on adaptation into Finnish culture by Teadh and the unfamiliarity with the
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immigrant system of Teacher 2, separate the tegdgiproaches of the two levels of

basic education.

Regarding the performance of the immigrant studentse of the teachers were
concerned about differences between them and #teofeéhe students. They did not
consider that immigrant students equal low perforceaor failure. They stressed some
conditions regarding language; however, the assa#swas adapted to the pupils. The
relationship with parents and the families was fnetjuent in both cases, only when

major problems appeared parents were contacted.

4.2.2 The Immigrant Classroom

The immigrant classroom consists only of studentl w cultural background different
from Finnish, and it is also called the ‘prepargtopurse’. This preparatory course
allows immigrant children to learn the Finnish laage, to get acquainted with Finnish
culture, and prepares the students to go into tin@igh regular classrooms. The
immigrant classroom takes all immigrant studentsnfrthe city, providing them with
transportation to and from the school. Once thexelattended the preparatory course,
pupils can attend the schools in the area of tlesidence, this time integrated into the
regular classrooms. The preparatory course is ntand#&or all new immigrants to

Finland.

Most of these students came from families takepdditical refugees. There were also
students who had moved to Finland when one of @rengs was Finnish, or those
whose parents had moved for financial circumstarnfeesnomic migrants’ mentioned
by Ratcliffe (2004). The largest groups among thaeseicular immigrant classrooms

visited were Somalis, Russians, Afghans, Iraniand, Kurdish.

In Table 4, an analysis of the interviews is gatlen relation to the eight dimensions
of Diversity Pedagogy described earlier in thisptba In order to compare Sheets’
proposal of a culturally safe classroom, the in@mwquestions were structured to bring

out the elements of diversity, teaching styles amdtural awareness. The same
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guestions were asked at every interview, and inesaases, the information was

expanded by the teachers.

The table is divided into the lower level and thmper level in basic education. The
structure is the same as that followed in the pievitable; the school system and class

distribution is basically the same as in the regdlassrooms.

The answers from the interviews held in the immgredassrooms were from teachers
who had from 25 to 30 years experience of teachitegt of that time, they were
teaching in the regular classrooms, and the redtlangest time (20 years) spent
teaching immigrant students. These educatorsesdtarorking with the first immigrants
in Vaasa, and had experienced the changes in gtensythe different approaches on

culturally diverse students, and they worked dailg multicultural environment.
Table 4 shows the analysis of the answers givethi®e teachers interviewed in the
immigrant classroom. Teacher 3 taught in the lovemel of basic education and

Teacher 4 and 5 in the upper level.

Table 4. The Immigrant Classroom

Dimensions Lower Level Basic Educatior] Upper Level Basic Education
Diversity/ — The classroom consists of — The classroom consists of
Consciousness of | immigrant children that differ in immigrant children that differ in
Diversity cultural background. cultural background.

— Recruitment of culturally diverse | — Recruitment of culturally diverse
staff, such as assistants and languagstaff, such assistants and language|
teachers. teachers.

— Booklets and school information
translated into every language for

parents.
Identity/Ethnic — Inclusion of children’s home — Cultural practices are shared
Identity culture when he/she is willing to among the pupils in class.

Development share.
— Appreciation of children’s
awareness of what is happening in
their home countries.

Social Interactions/ — Children perceived as equal; no — Constant priomaif hobbies for
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Interpersonal
Relationships

problem coping in new surroundings students.

when they are this age.

— School promotes programs of
cooperation between the immigrant
class and the regular class such as
sports, crafts.

— Culturally diverse children make
friends with Finnish students with
lower social status and social
problems.

— Not enough activities that promot
cooperation between diverse students
and Finnish students.

1%

Culturally Safe

— No religious education is given

— Safety is the most important

D

=

Classroom during the first year in the premise in the class, because of thg
Context/Self- preparatory course. child’s background. They work in an
atmosphere of trust.
Regu'_ated — Consciousness about children’s
Learning background, skills developed and | — Get to know the parents and for the
those that are not. parents to get to know the staff for
cooperation.
— Support from the whole school fo
the program, starting with the — Human relationship with students
headmaster and the importance givethat evolve into friendships.
by redirecting funds to the
maintenance of the program. — Permission from parents to join
religious activities at school.
Students not joining these activitieg
have a special program arranged fq
them.
— Teachers’ dedication in studying
different cultures privately in order
to get to know the pupils.
Language/ — Main subject of instruction is — Main subject is Finnish language

Language Learnin(

J‘Finnish language’.

— Once the student has certain
language knowledge he/she can

continue to the Finnish classroom gt knowledge of Finnish language

any time of the year.

— Aware of the importance of having
a specialized language teacher.

— The need for more hours of
instruction of the child’s first
language. (Two are offered weekly).

and all the vocabulary basics for
other subjects.

— After the pupil has enough

he/she can join the Finnish
classrooms.

— Pupil’s first language classes are
offered, but not mandatory.

— Educate the child on the
importance of literacy in the first
language.

— At the end of every year every
child is evaluated on their language
proficiency level for future schooling
purposes.

Culturally
Inclusive Content/

— There is an initiative among
teachers to develop multicultural

— Special material for teaching
Finnish children with learning
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Knowledge work in the schools. problems is used to teach
Acquisition _ _ _ immigrants.

— Inclusion of children’s culture in
class supported by the mother tongue Discussion about different
teachers. religions in class with a cultural
perspective.

— Textbooks used are directed to
Finnish pupils, influenced by Finnish— Ministry of education offers

culture unfamiliar for immigrant courses for teachers on working with
children. culturally diverse students.
— Constant free training and — Comparison of the different

education for teachers offered by thelanguages during class, and sharing
government on multicultural issues] cultural practices from Finland and
students’ cultures.

Instruction/ — The classes are divided by age, | — Individual study plan according tg
Reasoning Skills because of learning patterns. the pupil’s needs.
— Groups have 10 pupils and — Special instruction in mother

individual study plans. They can tongue is offered if needed.
progress at their own pace.
— Emphasis on pupils’ personal

— Importance on individual instruction through the whole
education, giving as much support aprogram, where their background ig
needed. considered for any kind of course.

— Use of support material to develop— More integration is needed with
the children’s motor and space skills Finnish classes.

— The system was of great benefit for Patience as the key to work with
Finnish students, because of the | culturally diverse students. Taking
individualized instruction. time to repeat as long as it is
necessary.

Assessment/Self- | — Evaluation does not depend on | — Same educational content is not

Evaluation performing a test, but on the evaluated in the immigrant classes.
teachers’ perception of the pupil’s | There is less information, and they
progress throughout the year. just focus on the main things in every

subject.

— Certain goals are set for the class;
however, it varies depending on
where the children started their
education.

In table 4 the lower and the upper level in the igrant classrooms are fairly
homogeneous in most of the dimensions. Individastruction was used in both levels,
a culturally safe classroom was promoted, the remarice of the children’s first
language and individualized assessment. In thealoderactions dimension, children
in the lower level had more interactions with Fginipupils than those in the upper

level.
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In the following sections 4.2.2.1 and 4.2.2.2 timelihgs and perceptions of Teacher 3,
and 4-5 are discussed separately, deepening tbemiafion shown in Table 4. Then
section 4.2.2.3 compares Teacher 3 with 4 and Biwthe immigrant classroom and
explains the differences that appear in Table 4 #wbe perceived during the

interviews.

4.2.2.1 Lower Level Basic Education in the Immidr@hassroom

Teacher 3 (interview, Apr. 28, 2009)

Teacher 3 is a male teacher who had been teacbin80f years. He had Finnish as
mother tongue and started teaching problematiclpgpiing them special education at
schools. For the last 20 years he has taught attimegrant classroom at lower level
basic education.

The immigrant classroom can take new students gfimout the year. Classes are very
small, composed of 10 pupils. Most of the studantve illiterate. However, the sense
of equality was perceived by the teacher, constamentioning the different

circumstances, and context of these children, &edprogress obtained during their

education.

Time in the immigrant classroom varies in everyipupdividual study plans are used
so that children can progress at their own levieé $tay in the immigrant classroom on
the lower level of basic education can be fromminths to one year and a half as
maximum; it depends on the school background ofyegkild. The average stay is of
one year, because interaction with Finnish pupgilsecessary to develop the language,

and also integration is seen as fundamental.

Language skills should not be a major obstacle vwawatuating these pupils. However,
it is extremely important for an immigrant teacherbe able to differentiate when a
pupil has language problems or learning deficiendi@rthermore, some students come

from refugee camps and they suffer from a diffidadickground. In the beginning, it
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might be challenging for a teacher to determineaacurate evaluation, considering
these psychological traits. For these reasons,iapatiention is directed towards
developing the pupil's motor and visual skills. &#s’ relationship with the

immigrant’s teachers, on the lower level of basia@tion, does not differ from the one
that the regular classroom teacher has.

The teacher’s educational background comes fronntikeeest in different cultures, and
constant and personal actualization in multicultisaues offered by the government
and supported by the school. Teacher educatiotheatime of his studies, did not
include any work with pupils from other culturesetthe actual multicultural work in

the school was strongly promoted by the headmdisstr and permeated through the
rest of the staff that worked actively and side digle with immigrant teachers,

developing multicultural activities. The communipyayed an important role in the
development of immigrant pupils; they provided rafltthe funds for their preparatory

course and ‘mother tongue’ lessons.

As one of the pioneering teachers in immigrant atao in Finland, Teacher 3
affirmed: “[...] it has been really a revolution, #w revolution in all this school
system during these 20 years [...] it is a revolutlmout there are not very many teachers
who have noticed it,” reflecting on the fact thhas been of great help for Finnish
pupils as well. In this way they can offer indivadized education to everyone when
needed. Closer attention to differences when lagrifiecame more important after
teachers had to focus on a system for children euattural differences, helping in this

way all children with special needs.

4.2.2.2 Upper Level Basic Education in the Immigi@lassroom

Teachers 4 and 5 (interview, Apr. 3, 2009)

Teachers 4 and 5 were both female teachers withidfiras a mother tongue. They had
30 and 25 years of experience respectively and eeh pioneers in immigrant

education in Finland. They were both subject teexclon the upper level of basic

education, in the regular classroom, before sgtnvork with immigrant pupils.
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Immigrant students in the upper level, most ofttheee had no educational background.

Classes were also of 10 pupils, and teachers lsistass to work with the pupils.

Teachers 4 and 5 explained that a special prograsndeveloped in the city of Vaasa in
the upper level of basic education, ten years ahes program was called the Vaasa
model, where immigrant students went through orae peeparatory course, and had the
option to stay in what has been denominated ‘jdisses’. These joint classes followed
the model of the preparatory course of 10 pupilsiggson. They focus individually on
the students and educated them until they wereyreagdo to vocational or high school
(lukio). Different levels of joint classes were offeregibhmigrant students that varied
in their educational progress. This initiative veamceived on the basis that one year of
preparatory course was not enough in the uppel fevenmigrant students that had no
educational background. When these students wetegrated into the Finnish
classroom, they had trouble following the courses] teachers were not able to give
them individual education. Teachers currently wogkiwith immigrant students
(including Teachers 4 and 5) created the modelnegdtiated the funds for the classes.
Teacher 4 states about starting the project: “[t wds very hard work to start [...] and
make the bosses understand why we need so muchynamdehaving small groups.
There are more differences than just brown eyes.[THey wanted to help students by

focusing individually.

The relationship with the parents was regular. ieecin the upper level, in this Vaasa
program, educated parents on the Finnish schot@reyshe importance of maintaining
their first language and adaptation to the countfgetings were held by groups of
parents sharing the same cultural background atidtixe help of a translator.

The transition of immigrant pupils into the regutdassroom could happen, but only
after a conscious decision. Those pupils who weeparing to go to high school may
attend a few courses in the regular classroominfaikd, it is very competitive to get
into lukio (high school). Only those students with the begi@des are able to attend.
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During the last year, the first two immigrant stot¥e graduating from joint classes

succeeded in passing idtkio. This year two more are preparing to achieve that.

On social relations with Finnish students, the eas stated: “They [Finnish pupils]
don’t see our pupils [immigrant students] they kke air. They can play sports but
after that it is the same. Teenagers are shy amasFire shy; because of this lack of
interaction they don’t share their culture and ltegis do not encourage them; they don’t

care [...]".

According to these teachers, safety was the mogtortant principle. Cultural
awareness plays an important role when working witmigrant students. Private study
and reading about different cultures is necessatlyis environment. On teachers needs,

both teachers agreed:

“Every day is a challenge.” They are aware of timstruction being influenced
by their own Finnish culture “[...] but it has alsbanged, to adapt, that is a
must! We cannot only be Finnish teachers speakingi$h; it is impossible. If
we say there is a fish in the water, so the fishneiver say that the water is wet
[...] we have started to see Finnish culture as néweught before [...] with
new eyes, we go away from our culture and we sdeaotier eyes [...]”

That statement compares with Delpit's (1996:15Makk of being able to see through

our own cultural lenses in order to perceive thaifferences.

The teachers’ relationship with the students wasesl than any they previously had.
They recognized the changes in their actions amdvkorking with this type of student
had not only changed their attitudes but also #regptions of the people around them.
“We don’t have the role anymore [of a teacher]; ave just human beings with the
pupils.” Their approach of bringing out the humatesof education as the ultimate goal
when working with different cultures was also D&#pi(1996) goal inOther People’s
Children. It is equivalent to the views of sensitive teaghimthese immigrant teachers.

The teachers explained that there is cooperatioth wiher schools conducting

immigrant programs, supported by the governmentaddition, they are part of a
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national educational program, consisting of a netwaf educators, social workers,

health department, etc. to develop immigrant edoicaMoreover, they received funds

to support immigrant education. This governmenpgdraach included the contributors

that Salend (2005: 158-164) suggests should gaateiin the decision making process
when educating culturally diverse children.

4.2.2.3 Lower and Upper Level Basic Education mlthmigrant Classroom

The major differences between these two levels wegarding the readiness of the
pupils to enter the regular classroom. While onltireer level one year is sufficient, in

the preparatory course on the upper level, one igeaot enough. The relationship and
the support of the teachers in the immigrant ctassrwas not the same at both levels,

nor were the activities carried out by the school.

Knowledge of Finnish required more from the studeori the upper level, while on the
lower level only basic proficiency was required dhe pupil could advance in this area
while integrated into the regular classroom. Thaatienship with Finnish pupils

differed on the two levels: immigrant children wevetter accepted when they were
younger. Interestingly, the relationships with pasealso differed between the two
levels. The upper level seemed to have a closenad frequent relation with parents

and family than the lower level.

Both levels of basic education experienced resitstdrom the school and teachers in
the beginning of the programs. This resistancelveaged on the lack of experience from
the Finnish educators dealing with pupils from otkealtures. Over the years, the
perception has been changing slightly. There is adarger number of foreign pupils in

the classrooms.

4.2.3 Teacher Training

In the city of Vaasa teacher education is offeretha Swedish university. Therefore

there is a Vaasa teacher training school that masng its curricula an English
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immersion program in basic education. All new resleas are conducted and tested in
this school, and once they succeed they are cawid¢ide rest of the schools. Teacher
students conduct most of their practical studieg.hdowever, two out of six of these

practical periods can be performed in regular Eihrsichools.

In Table 5, an analysis of the interview with omadgnt in the last phase of studies of
teacher education has been carried out in relatiche eight dimensions of Diversity
Pedagogy described earlier in this chapter. Theesagthod and questions were used to
find out the student’s perception of teacher tragniand the connection with culturally

diverse pupils.

Table 5. Teacher Training School

Dimensions Teacher Training

Diversity/ Consciousness| — Strong consciousness of diversity, especially in
of Diversity English/Swedish Immersion programs.

Identity /Ethnic Identity | — Innovative methods to make the pupils particifpate
Development sharing their culture, being experts in the subject
Social Interactions/ — In the immersion program everyone comes from
Interpersonal different backgrounds and feels identified.
Relationships — In the regular classrooms immigrant pupils asteait

from Finnish pupils and find friends in lower grade

Culturally Safe Classroom— Emphasis on equity and special assistance feetho
Context/ Self-Regulated | students who need it.

Learning — Awareness of culturally diverse students’ backigcb
and the adaptation of instruction.
Language/ Language — Focus on bilingual/multilingual pupils as a minor
Learning — Training with culturally diverse children whose
language is other than Finnish/Swedish.
Culturally Inclusive — As part of the teachers’ role to incorporate such
Content/ Knowledge elements.
Acquisition
Instruction/ Reasoning | — Five or six instructional periods throughout tears’
Skills education.
— Freedom in preparing lessons that fit every stude
Assessment/ Self- — According to the pupils’ needs and progress.

Evaluation
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Table 5 shows a strong focus on diversity by teaedecation. Although instruction
depends on the students’ preparation an emphasigiwan on innovative methods and

culturally conscious education.

Student 1 (interview, May 5, 2009)
Student 1 was a female student in her last semekteacher education with Swedish
as a mother tongue. She had participated in fiiteobsix practical teaching periods

from which two were in regular classrooms outslteteacher training school.

In the teacher training school, classes were smidldan in the regular classroom. There
is a higher number of pupils with different cultutzackground than in the regular
classrooms, those pupils who are staying for twthoge years, since their parents are

employees of multinational companies, are regidterehis school.

Student 1 explained that this was the first yeat tthe minor “Bilingualism and
Multicultural Pedagogy” was offered in teacher eation. This minor focused more
specifically on culturally diverse children. Thaemas only one course offered to those
not choosing that minor, called ‘International Rgatgy’ that included work with other
cultures. According to Student 1, there should loeencourses offered in the area, since

one cannot choose to have or not have pupils frimar @ultures in their classes.

Student 1 stated that according to her experidmeditference working with immersion

programs, especially in the teacher training schisothat pupils are always sharing
their culture with others. The majority are fronffelient countries so that sharing
becomes a natural process. In the regular classoihva biggest challenge perceived is
the extra work for teachers when incorporatingedéht cultures into the lessons, even

when this is encouraged by the teacher training.

A final remark of Student 1 on how to develop pssienally, considering the
increasing number of immigrant pupils in the classns, and the educational system in
Finland, referred to the possibility to be a goedcher if one wanted, because of the

freedom one has in planning and developing lessdnis.is unlike teacher autonomy in
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other countries discussed earlier, such as theafaSainea studied by Anderson-Levitt
& Dallo (2003). Student 1 stated: “If you want te & good teacher you can because of
the freedom you have here in Finland”. The commitiveand special interest from this
particular student focused on multicultural edwatiwhich is not necessarily the case
of every teacher student. However, a stress onsityen education and its approach is

highlighted by current teacher education.

4.2.4 Discussion

There are several details that stand out with tmeparison between Sheets’ model of
culturally sensitive teaching in the regular andhie immigrant classrooms. Most of the
immigrant students were pupils coming to the coumis refugees. This means that
besides the adaptation process to a new environriey usually have psychological

repercussions that need to be considered by tobhdeaesides the cultural background.
A strong sense of equality among pupils is giverthgyteachers: this reflects Cummins
(2000) claim about the orientation of equity liviedsociety (2000:5. 40) discussed in
section 2.1 Diversity and Minority Students. Nelietess, the principle of equity in

bringing elements from different cultures into tieaching process is still one of the

areas of improvement in the regular classroom.

For a clear comparison between the two classroomall Inow go through every
dimension and briefly state the differences andlarties:

Diversity/ Consciousness of Diversifjhe immigrant classroom is constituted only by
students that are foreigners to the mainstreanureultTheir diversity awareness is
larger than in a classroom with less foreign pupils have culturally diverse staff in

the schools reflects the support and importancengio this dimension.

Identity/ Ethnic Identity Developmerttor the same reason as in the first dimension, |
was able to find more emphasis on identity insideimmigrant classroom. Aspects of

ethnic identity were mostly shared when the majoaf the children belonged to
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diverse cultures, and also the representation twasger when the pupils were younger,

as in the lower level of the regular classroom.

Social Interactions/ Interpersonal RelationshipBhe promotion of activities that
involved all students was frequent on the lowerles basic education. Unlike the
upper level, immigrant pupils were teamed up tokveith students in the regular
classes in special projects. In the upper gradesnvithe immigrant pupils were older,
they had greater difficulties adapting and makingnids from the mainstream culture.

This is a major area of opportunity, especiallytlom upper level.

Culturally Safe Classroom Context/ Self-Regulatedrhing.In both classrooms, there
is concern and practice of safety and awareness the teacher. Relationships with
teachers may vary; they are stronger in the immigrelasses. However, the
environment set in the classrooms is that of aermgt in both classrooms.

Language/ Language Learnin@he importance of maintaining the first languael
education in the pupils’ mother tongue is statedldw in Finland. Although is not
mandatory in basic education, it is encourageddaghers. This connects the pupils
with their cultures. The Finnish language was nyatalight in the immigrant classes;
however, language is not a barrier to examining sathing pupils in the regular
classrooms, where teachers try to adapt the cotaghbse who are behind because of

language issues.

Culturally Inclusive Content/ Knowledge Acquisitidhwas created by the teachers in
the immigrant classes and rarely or not used irrélgelar classes. All teachers agreed
about the need for specialized material to worlhwitmigrant children, and the lack of
it.

Instruction/ Reasoning Skillén the regular classes instruction was given tgtablents,
while in the immigrant classroom individual attemtiand assessment was developed
focusing on the pupils’ needs. When a pupil in tbgular classroom was in need of

specialized attention, this was given to him/hdre Hifference in the upper level was
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the organization of the instruction given by sel/&gachers on each subject. Therefore,
integrated pupils had to be fluent in the languagel possess a certain level of

knowledge.

Assessment/ Self-Evaluatidn. the immigrant classes, assessment was judgetieby
accomplishment of the pupils, it was based on ¢helter’s criteria. Special assessment
was conducted for immigrant children and also fayse Finnish pupils with special
needs. The freedom to adapt the teaching and ts foe the pupils’ progress instead of

a specific test was the method followed.

A sum up of the findings and conclusions will beegi in the next chapter covering the

questions initially asked in the introduction oistthesis.
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5. CONCLUSIONS

The purpose of this thesis was to investigate #edrfor culturally sensitive teaching
when working with diverse children in order to garsiee an effective education in the
Finnish classroom. This study was conducted by @img@ a model proposed for
culturally sensitive teaching with the teachersigtice and perceptions. Two different
classrooms were considered: the regular classrouittee immigrant classroom, and

the study was restricted to Basic Education.

I will now present the answers to the questiong@gghed by this investigation earlier
in the introduction, based on the findings from itterviews held in Finnish classes in
the city of Vaasa in 2009. These research questiens:

1) How should one teach different cultures? Ther@ggh given by these Finnish
educators was individualized attention. One shdoktls on the specific needs of
students and provide them with the time, knowledgel specific approach for them to
process the new information. This method was ptesgibthe immigrant classes, where
children belong to different cultures. When the immwant child was integrated in the
regular classroom, among the children in the meeast culture, then more general
instruction took place.

2) Are educational systems and teaching protoodisanced by cultural values? All the
teachers agreed that their teaching was highlyémited by their culture: the more they
were exposed to diverse children, the more awaeg there about their culturally
influenced practices. This helped them understamel meed to adopt different
approaches to education, especially in the immigekass.

3) How do these educational models affect the aehient of minority students? In the
case of Finland, the cultural background shouldaffdct the assessment given to the
students. In all classes, special attention isrgieethe maintenance of the immigrant’s
mother tongue, and several types of assessmestiged for every child.

4) What are the measures an educator has to adopder to bring equality and avoid
conflict? A reflect of society is portrayed in tlinnish classrooms. All students are
entitled to the benefits of schooling, and the stlapproach to multiculturalism is the

one that embraces these diverse students. Teach&island follow the guidelines
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given first by the Ministry of Education and thehe support given specifically by the
school. The teachers’ awareness of differences thett acceptance is what is
transmitted to the rest of the students, in thig aaoiding any type of conflict.

5) What are the aims of a global education: arg tbeinify or segregate? Integration is
considered important for immigrant students. Howewe the upper level of basic
education, special attention is needed for immigsandents in order to provide them
with education according to their needs; therefpugpils are kept away from the regular
classrooms. Finland’s position has benefited, iggrits experience with immigrants,
from the experience of other countries such as wedhich has been helpful in
adopting successful measures for immigrant educatidevertheless, Finland’s
educational approach remains as an asset forigdeaucation.

6) What is the educators’ perception of multicidtueducation? In this research, the
teachers’ acceptance and the benefits of a mulii@l education were mostly
perceived in both classrooms. The exception wathase classes that did not have
many foreign students among them, and those whersahool did not promote many
activities between the immigrant classrooms anddfealar classrooms.

7) Is teacher education considering issues of dityein the classrooms? At the present
time, important input is given to multicultural ezhion, diversity, and bilingualism in
the curricula of teacher education. Finland’s emters with different cultures in
multiple settings are becoming a constant remirafethe need to approach diverse
education.

8) How much distinctiveness in teaching is necegssdren trying to accomplish a
collective goal? As reflected by these educatorgrder to give successful instruction,
it is necessary to apply individual education. Ty, distinctiveness is the approach

that has successfully helped in teaching divergdreim.

In conclusion, the regular and the immigrant classrs applied different approaches in
education. They differed in teaching methods, i@ dssessment given, in promoting
cultural activities and in their content. The cletselassroom promoting the pedagogical
behaviors stated by Sheets in her eight dimensi@ssthe immigrant classroom. This
could be demonstrated with several affirmationssthj, it was a class where all the

pupils came from diverse cultural backgrounds: awess of diversity and cultural
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practices was the foundation of this class. The gaa to give them the necessary tools
to adapt to the mainstream culture, and be ablsutxeed in the regular classes.
Secondly, the teachers’ profile in the immigrarassl was that of a culturally sensitive
teacher. They worked only with pupils coming froer cultures, and they had the
experience to start working with the first immigtgever coming into the country.

Finland started receiving immigrants in the lat§¢@S. This is when the government
started implementing actions regarding the educatd these newcomers (Teras
2007:18-19). It was 20 years ago when these pltiocumigrant teachers started their
culturally sensitive work. One of the important esis was the difference in the
teaching experience of these two groups of eduzaldre immigrant teachers had long
experience in both teaching and working with imrargr children. This was a great
asset to the research, since it provided with tisgght of the pioneers in the field of
immigrant teaching. The regular class teacherson@dfive years or less experience on
teaching, and even less experience in dealing wufkural material and immigrant
pupils in the classroom. Even when the teachetkéarregular classroom were young
professionals, they did not have any educationrdiga the implementation of cultural
sensitive material in their lessons. When interungthe teacher student, the focus on
multicultural material in teacher education seentedde a new important approach and

an asset given to the new professionals on the: fiel

Regular classroom teachers in Finland have notdraglexperience in having culturally
diverse children in their classes. The integrabbmmmigrant pupils in the classrooms
is becoming more common, and teachers are acquinegiecessary tools to deliver
successful instruction. Finland’s educational mdae been successful, as shown in the
PISA results discussed in section 3.3, Educati@®yatems and Teacher Preparation in
Finland. Today it is an advantage that, due toldke experience with immigrants, the
country has been able to apply models of educati@ady tested from other countries
with more experience in educating immigrants. Thppert from the government in
developing new programs and directing funds forcating diverse children is creating

consciousness in the community and the path toawgpthis area in education.
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The evolution of Finnish education regarding multigralism was particularly
mentioned by the immigrant teachers. On one shiey aire aware because they had
witnessed those changes throughout their teackipgrience, and on the other, because
they were closer to those happenings that espgdmalblved them. As mentioned by
Teacher 3 (interview, Apr. 28, 2009) “it is a slosvolution”.

The importance of the pupil’s first language, ire techool system, at all levels is
reinforced by the fact that Finland has two offi¢émguages, Finnish and Swedish. The
right of having an education in one’s mother tonaued to preserve this first language
in order to succeed academically, is supportedhbynibtions of Sheets (2005), Delpit
(2006), Cummins (2000) and Marainen (1989). Teackare aware of the students’
background, especially in the immigrant class, #rellanguage was not a barrier to

evaluating the performance of a student.

Assessments, in all cases, considered the pupdgress and adaptation. A specialized
assessment was delivered for every pupil, not dnthey have a different cultural
background, but also to pupils from the mainstrearture in need of this kind of
assistance. This analysis proved the oppositeabstated by Ratcliffe (2004), Delpit
(2006) and Lahdenpera (1998) when they claimedt#aahers expect low achievement
from culturally diverse children and associate tonfvith these particular pupils. The
attitudes found in this specific research demotestthe opposite. According to this
study, teachers had a strong belief in the pupbpacity, their experience with
immigrant students proved that they performed ayeerar above average. The theory
presented by Stotsky (1999) of depriving mainstreaipils of an advanced intellectual
development because of embracing multicultural atlo, when these diverse students
are integrated into the classroom, was not in aay supported by these teachers, who
strongly believe to the contrary. When they explamd use several methods of
instruction, they are helping even more mainstrgamils than just the immigrant

students.

The areas of opportunity detected in both classeowmre those regarding the social

interaction of the pupils, and the need for speaifiaterial directed at the immigrant



89

students. Most of the areas suggested by Sheetdelnave covered and are being
improved with practice and new projects by the BhrMinistry of Education, which
focuses strongly in teacher education. Finland ti# developing in the area of
immigrant education. In the future, it will be mocemmon to encounter culturally
diverse pupils in the regular classrooms, and nbt those who have just arrived in the
country, but also those who will belong to a secand third generation of immigrants
who, regardless of speaking the language, differuiltural practices. When that time
comes, the experience from other countries, asasgeflinland’s own, will be of benefit

to develop and deliver a culturally sensitive edioca

The recognition given to diverse students canntitestor just acknowledgement but
has to go further to the implementation of stanslandeveryday education, since the
surrounding context for these students is one mooadition for successful
achievement. With the immigration rate rising, st inevitable that classrooms will
become diverse, so it is an obligation for policgk@rs to include and recognize this
fact in all aspects of society, including educatiohwareness and training is
fundamental for educators to develop a healthyrenwient and a positive experience
for the students, helping also those in the cultamajority to become tolerant and
embrace differences. The influence of culture capdrceived in their strongest manner
when diverse children are exposed to cultural digss/that differ from the ones they
normally practice. Confusion may arise and mixgghais may appear in the classroom:
it is then part of the educator’s role to softeis thansition and being able to help these

students to adapt to the new surroundings.

The professional educator needs to have a wideerahgultural understanding and
competence in order to fulfill the demand of thislticultural inclusion and way of
teaching. Moreover, the educator has to bring gu#éd the educational process. The
elimination of prejudice and an atmosphere of aguabhve to prevail, as well as the
consideration of external factors influencing thedents in their goals, such as society
and family. The demand for education can be chgilen for teachers and policy-
makers, but the need for an open and defined aplprimaa culturally heterogeneous

system is out there.
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In a school setting, to reach the goal of educatio& environment needs to be safe and
equal. The term “equality” is a buzzword in multicwal education; in addition,
“equity” is mentioned, and this means that ther@usthbe access and opportunity for all
students, regardless of their social and racigkdpatind (regarded by Grant & Ladson-
Billings 1997: 171-172 in section 2.1 of this tl&silTo provide every student with the
same opportunities, it is necessary for educatchange their educational approaches
and make them culturally and socially sensitivecadingly, equity is required in
educational policies; they need to bring educatmall students through governmental
initiatives. In the same way, this equity is reqdiinside the classroom, where teachers
need to apply fair decisions that are not influehbg stereotypes or any bias of their
own. The aim is an inclusive classroom that cekelsraliversity and makes students

conscious of the differences among them in a p@sitiay.

Educators need to develop the new knowledge onofogll children’s knowledge,

meaning that they need to use what they alreadyg had build on that. Governmental
policies will have to play their part. However, the classroom is where the real
experience takes place. Educators must create twsgitions and they need to be
supported by school policies. Moreover, teacherstrkmow and become familiar with
their students in order to challenge them in theewb way. A whole educational
process needs to take place, starting with edurdtimilies and society, followed by
the recognition of the culture’s value from partitsf bearers, and finally a supportive
attitude and guidance from educators. Thus, teadm@ve a great responsibility. They
will influence the class perceptions and will betpd the construction of the children’s

identities. Therefore, they must be conscious atheit influence.

To meet the needs of culturally diverse childrem] #o try to create a safe and equal
classroom requires a lot of extra work from edusatdhe key is commitment and
patience. “Low-performing students are often a Itestia series of low-performing
teachers” (Sheets 2005: 179). The challenge ithfise who are willing to analyze their
own culture and be aware of their students’ nebd#he case of Finland, a culturally

safe classroom was perceived in the immigrant clelsge in the regular class there are



91

still areas of improvement. This research was cotatliin specific schools having
immigrant programs. Therefore, it does not reftbet country’s reality as a whole. The
contact and education of immigrants varies acresountry. Nevertheless, it requires

recognition by authorities, access to funds, aedathlingness of teachers to keep these
programs running and improving.
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Appendix 1

Interview

Place and Date Name
School Grade

School and Students

1.
2.

3.

How long have you been teaching?
How long have you worked with minority students?

What is the composition of your classroom at themmot regarding these
minority students?

What do you think are the challenges facing stuglamto are part of a minority
in the classroom?

Does your school have a special program for mip@itdents? How does it
handle religious and multicultural education?

How do you think the ‘instruction preparing’ for 9@ education almistava
opetu$ helped the students? Immigrant classrooraghanmuuttajaluokBa

On the ‘instruction preparing for basic educatiduld you add anything or
emphasize a particular area?

How do you think the performance of these minositydents affects the class in
general?

What do you think are the main causes holding nitywstudents back on their
performance?

10.What is the relationship of minority students witleir classmates?

11.Do minority students share their culture with thé@ssmates and teachers?

12.Could you mention any misunderstandings and claginebehavior, learning

styles, etc.) arising as a result of cultural degfeces? How were these conflicts
resolved?

13.What do you think are the minority students’ mageds?
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1.

8.

9.

Is there a relationship between the parents ofetmemority students and the
school? How are they involved?

What do you think are the challenges of teachersmwiliorking with minority
students?

How do you incorporate minority students’ culturedalanguage into the
classroom? Do you think that is the teachers’ role?

Are there any minority background teachers in tiesel?

Does your teaching method differ with minority stats? What is your
approach?

Do you perceive your teaching to be culturallywethced (by Finnish culture)?

How did the teacher education you received prepaweto work with culturally
diverse students? Did it help you in the actuadsiiaom situation?

In teacher education, were you taught anythingtilought was wrong?

What do you think has influenced your teaching?ybo have any role models?

10.What is the type of assessment given to minoritgesnts? Does it differ from

the standard assessment?

11.What do you think are the teachers’ needs?

12.Do you think school policies support culturally eige students?

13.Are you aware of policies being developed now goriovements regarding this

subject?



