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ABSTRACT

This study is a qualitative, appreciative, inquiio how students of an undergraduate
Education and Training programme are prepared ifegrsity post graduation. The
setting for the study is the School of Educationd&ts at Dublin City University and
the research involves a review of programme anduteoihtentions and qualitative
data collected from final year students, academait and alumni of the programme.

The study begins with a review of literature thatmines the conceptualisation of
diversity and looks at diversity as a consequentce @hanging world. It then

examines current policy and practice in relatiorditeersity and education in the EU
and in Ireland.

The philosophical basis for the study is constuistn and aspects of an Appreciative
Inquiry (Al) approach are used as to give structame focus to the gathering and
analysis of data. The study further suggests howcakl bee used as a model for
course evaluation.

Findings arise directly from the suggestions magepérticipants in the study and
centre on the need for the programme to offer stisdgreater opportunity to:
experience diversity while on the programme; learmore practical ways; engage
with those dealing with diversity in the field; emtte their skills in dealing with
behavioural and pastoral care issues. Findings suggest a need for diversity to
become more explicit as a theme across the thaes pé the programme.

The findings have implications for further reseamto how diversity training and

other topics are delivered on the programme artkdarSchool. Beyond this context, it
has implications for how diversity learning happéemsther educational contexts and
the use of Appreciative Inquiry as tool for couesaluation and educational research.



CHHAPTER 1 — INTRODUCTION

1.1. Introduction
This chapter focuses on the background, contegtpanpose of the study and

includes the author’s personal interest and motwudbr undertaking the research.

1.2. Background
‘Within a relatively short space of time, Irelandsibecome a richly diverse
society, with a new mix of languages, cultures paspectives. ...The
changes we have experienced in society generadlytbe last number of

years provide the backdrop for the challenges ramin§ the education system
in providing solutions for an increasing varietyngfeds.’

Batt O’'Keefe TD, Minister for Education, Irelando@s).

Preparing education studies students for divergig/never been more important than
in current times. In recent decades sociologiaaltipal, economic and legislative
changes at global, EU, National and local levelehawacted on how teaching and
learning takes place. In respect of Irish educasoch changes have led to revisions
to education legislation, the integration of speceeds students into mainstream
schools as well as the accommodation of studeoms @ther cultures with a variety of
educational and life experiences. The need to éatetudent groups with a myriad

of differences is currently a major focus for ediarzal researchers and practitioners.
Policy changes, as well as the need to approachihggin new ways, now requires

that education studies students are prepareddohiteg in these new contexts.

While it is important for education studies depats in third level institutions to be
abreast of new approaches to teaching and learanuyto prepare students for the

contexts in which they will apply their trade,stimportant also that their approach to



preparing students for such ideals as diversitizeriship and globalisation, remain
grounded in relevant education studies texts aadptogrammes of education do not
lose sight of the fundamental purpose of theirhegarand training to give way to
new ideals. The Archbishop of Canterbury, in anresislto Wuhan University in
China (Williams, 2006) suggested ‘[tlhe most difficchallenge in the Western
university world today, is how the university avoiodeing completely dominated by

... external pressure to produce and to offer funetidraining.’

The student who is ... discovering what it is to Bpdditical agent’ is
discovering what it is to exercise thoughtful resgbility in the life of a
society ... and this is where a narrow definitiorwbifat the social and the
political might mean has to be balanced by somitiisl perspective: it is in
fact where ... the ‘classics’ of a society are refgyao that a good university
allows space for students to test their idealscamtepts against a historical
tradition expressed no only in opportunities fagadission but also in the
university’s public ceremony and its standards prdocols for intellectual
exchange'.
This sentiment echoes that of Cardinal Newman whiBb4 saw the university as
‘...a place for the communication and circulatiortfadught, by means of personal
intercourse, through a wide extent of country... l@ost of knowledge of every kind,
consisting of teachers and learners from everytgtiaand who suggested that

“Mutual education...is one of the great and incessantipations of human society,

carried on partly with set purpose, and partly ridiwman, 1854).

This study finds that education studies studentsl he be given opportunities to
conceptualise and embrace diversity by relating ihe core elements of education
studies programmes, which gives them the knowleslgks and competencies not
only to be able to teach and work in whatever cdstare relevant to the aims of their

particular programme but to be able to continudiscover through questioning both



themselves and others in order to be capable gitiagdgto constant change. The
knowledge, skills and values relevant to prepastuglents for diversity are often
transferable skills relevant to other aspects ather/trainer education and preparing
students for diversity is as much about competsramel skills as knowledge of

differences, cultural or other.

1.3. Context

The focus of this study is a full time undergraéuatogramme of the School of
Education Studies at Dublin City University (DCUhe programme is the BSc. in
Education and Training from which its first grademtvere conferred in 2007. Itis a
three-year degree that has its origins in a paw fprogramme for the same
gualification. It recruits pre-dominantly throudhetCAO process and the majority of
its students to date have been Irish students gpomto the course directly from
second level education. Exceptions are a percenfagature students recruited

through a mature application process and a smalep&age of access students.

In the second year of the programme, students spemdimum of 20 hours in
unsupervised work based practice (WBP) in educatisettings of their choice. In the

data, students refer colloquially to this expereeas teaching practice.

Participants in the study were the final year stiisien academic year 2008/9, current
and past lecturers of the full time programme idelg the Head of School and a

professor involved in the initiation of the Schasklf and alumni of the programme.



1.4. Diversity and the School of Education Studiest DCU

‘Since the foundation of the School in 1995 thated themes of interculturalism and
diversity have been central to all our activitiestigularly in our teaching and
learning and in our research.’” (Mulcahy, et al 2p@8 The School’'s commitment to
interculturalism and diversity is evident in a \edyiof large and small-scale research
projects conducted by the School. It has hostefeoemces on pluralism, diversity
and related themes, and is the centre for colldlooiasuch as th€entre for
Evaluation in Educatiomand theSpirituality and Wellbeing in Education Research

Group (SWERG).

1.5. The researcher’s position in the study

As a graduate of the programme in 2007, the reBeal@s first hand experience of
the programme as a student. She also has expeasracstaff member having acted
as a tutor for the programme post graduation akasealelivering two of the
programme’s modules at foundation level for anrmag@onal foundation programme
and aspects of ICT modules. She was also involvedEU research projelztclude-
ed" with the School and organised a conference orrsliyén 2007. The author is
currently working as Learning Innovation Officer tbe Learning Innovation Unit of

the University.

1.6. Aims and objectives of the study
The purpose of the study arose from the authot&est in diversity and the

particular degree programme. Based on personarexe and informal feedback

! The INCLUD-ED Project is an Integrated Project of the priority 7, 6th Framework Programme of the European
Commission. It analyses educational strategies that contribute to overcome inequalities and promote social cohesion,
and educational strategies that generate social exclusion, particularly focusing on vulnerable and marginalised
groups’ see www.ub.edu/includ-ed/about.htm



from students, the author observed that althouglptbgramme offered a very good
grounding in understanding diversity, there wasrsss that students could be better

prepared to deal with the issues of diversity timay face in real life contexts.

The study begins by comparing programme and madtéations with what the
literature suggests as elements of good practicglation to diversity education, to
affirm what is working and to highlight any gapstien moves through the stages of
the Al model asking participants to express whatasking, what they ‘dream’ of and
‘wish’ for the programme and what would be reallsadxtions for improvement.
Criticisms of Al focusing only on the positive atealt with in the design, analysis

and discussion of the study.

1.7.  Outline of following chapters

This report is divided into 6 further chapters thascribe the process and findings of
the study. The review of literature explores winat literature is saying about
diversity as a concept and how it is addressedurc&ion. The methodology chapter
describes the Al approach and gives the studyhitegpphical grounding. The data
analysis chapter describes the collection and aisady the data. The chapter on
findings summarises the overall findings of thedgtacross the various stages of the
Al process and the recommendations chapter dramdugions from those findings
and puts forward recommendations for programmeonrgment. Finally, the
conclusion chapter summarises the outcomes ofrte estudy and states its
relevance to the School of Education Studies at 2@tUbeyond the context of the

study itself to other areas of possible interest.
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CHAPTER 2 - LITERATURE REVIEW

2.1. Introduction

The overriding focus of the review of literaturetims study is to explore the
consequences of diversity, from a variety of pagadi, in order to reach an
understanding of it in the context of Irish edugatand the programme that is the
subject of this study. It gives a background to whersity has become a strong
focus in education in the EU and Ireland and laoksurrent approaches and
methodologies being employed to overcome new aingdie in education and the

preparation of education studies students for dityer

The chapter begins by defining diversity for thatext of the study then goes on to
discuss the following themes:

« Background and context: global changes

« Impact of Multiculturalism on education

« Legislative and policy responses to diversity aldnd

- Approaches and concepts dealing with diversitydincation

« Acknowledging the challenges of diversity for edocs
- Some examples of practice

2.1.1. Defining diversity
As a word, ‘diversity’ simply means ‘the state @iy varied’ as defined by the

Oxford English Dictionary

TheDictionary of Sociology2006) suggests that diversity is the mixtureifiecent
social groups ‘distinguished by such factors asieity, religion, customs or
language ... produced by a variety of factors, iditlg immigration, invasion and

conquest, and religious schism’ (Abercrombie e2@06).

11



Banks, who writes extensively on diversity and deraoy in education, with
particular focus on the US, suggests that diverddgcribes the wide range of racial,
cultural, ethnic, linguistic, and religious var@ti that exists within and across groups

that live in multicultural nation-states.’ (Bankisat. 2005).

2.2.  Background and context — global changes

There is no shortage of texts across all disciplme the effects of globalisation on all
aspects of human life, notably from writers suclidabermas (2001) Beck, Giddens
and Lash (1995), Bauman (2000, 2005) and Hargrgd@gl). Abercrombie et al.
(2006) define globalisation simply as ‘... the pracbg which the world is said to
become a single space.” Bauman (2000) refersmork state of constant evolution
or ‘liquid modernity’ where constant change restridsn advances in media,

communication, technology, travel and biotechnology

Hargreaves (1994) highlights the propensity forithpact of post-modern change in

the world:
Extensive changes in economic and organizatiofeahtie being accompanied
by and also interrelated with equally profound gemin the organization and
impact of knowledge and information, in the globatead of ecological
danger along with the growing public awarenessaf tlanger, in the
geopolitical reconstruction of the global map,he testitution and
reconstitution of national and cultural identitiagd even in the redefinition
and restructuring of human selves (Hargreaves pp2R-23)

The consequences of such changes in the worldaetalysts to rethinking

legislation, policy and practice at national, Eddalobal levels and in all aspects of

society, including education.

12



One of the most obvious signs of the world beconaisingle space is the new state
of multiculturalism in nations, particularly nat®such as Ireland that were
historically deemed monocultural.
The World has some 6000 communities and as matigaifanguages. Such
difference naturally leads to diversity of visimalues, beliefs, practice and
expression, which all deserve equal respect amdtgdigUNESCO online a.)
We now live in a world that is constantly changargl in which we need the capacity
to deal with that constant change. We live in aldvor which we increasingly interact

with people from different cultures, backgroundd arperiences than ourselves.

Such changes require shifts in the way educatioesggned and delivered.

2.2.1. Impact of multiculturalism on Irish education

The 2006 Census in Ireland confirmed that non-Ingtionals account for ten per cent

of the total population (Central Statistics Off@@06) and although there are no

figures available for the numbers of non-Irish oadls in schools from the Census,

we can estimate from the school going age of nsh-Nationals, that there are

potentially over 76,000 non-Irish students in thehl formal education system

(primary and post primary) (Central Statistics €¢f2006a).
There has been growing cultural and ethnic divwersithe Republic of Ireland
in recent years. There are growing Asian and Africammunities and more
recently there has been a significant increaseaple migrating to Ireland
from the ten new EU States. These communities hduded a further
dimension to other existing minority ethnic andgielus communities
including Travellers and the Jewish and Muslim camities (NCCRI and
Equality Commission for Northern Ireland, 2006 p6).

Multiculturalism is now a key focus of all aspeofssociety, including education, as it

brings with it new challenges of difference tha¢dé¢o be addressed. Such challenges

centre on differences of religion, race, languageymunication, educational

13



experience and expectations, specific learning syesxiwell as well as differences in

cultural norms and behaviour.

However, we are also reminded that Ireland hasaHadgstanding history of ethnic
and cultural diversity:
Ireland today mirrors Ireland at various times @ past. Ireland has been
forged from diversity, from successive waves of iignation including Celtic,
Viking, Norman, English, Scots and Huguenot, sometivhich can be seen
in the diversity of origins of names which are tgliin IrelandNCCA 2006,
Xi).
Although we cannot compare the recent demograptaoges in Ireland with a long
established multicultural state such as the USethee no doubt lessons to be learned
in dealing with problematic areas that are alremiling as a consequence of our own
emerging multicultural situation. Much work hasealdy taken place in Ireland

through Government and other agencies set upesué of the introduction of new

equality legislation.

2.2.2. Legislation and policy responses to divergit

Revisions and additions to equality legislationreland are responses to the need for
compliance with a series of EU directives dealinthwssues of discrimination and

equality in the EU community.

In Ireland, the Equality Status Acts 2000 and 204! with discrimination on the
nine grounds of gender, marital status, familyustaage, race, religion, disability,
sexual orientation and membership of the Travelbenmunity, for the provision and

receipt of goods and services. The Acts aim to:
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* Promote Equality
* Prohibit certain kinds of discrimination (with soregemptions) across nine
grounds
* Prohibit sexual harassment and harassment
* Prohibit victimisation
* Require reasonable accommodation of people withbdises
» Allow a broad range of positive action measures.
(Equality Authority 2008)

The Employment Equality Acts 1998 and 2004 dedhwdiscrimination on the same

nine grounds within private and public sector ergpient.

Legislation reform in Ireland has also seen theauction of theEducation Act

1998 Education and Welfare Act, 200heTeaching Council Act, 19%nd the
Education for Persons with Special Educational Neadt, 2004all of which lend to
the upholding of the individual’s rights in educati Section 15 (2)(e) of the
Education Act 1998 for example stipulates that @ingme functions of the school
board is to ‘have regard to the principles and irequents of a democratic society and
have respect and promote respect for the divesiglues, beliefs, traditions,

languages and ways of life in society’ (Irish Gowaent 1998).

These legislative changes have also led to thednttion of policy changes. Tovey
and Share suggest that the ‘changing roles of ¢éiducand the demands placed on it
by other societal institutions are reflected batlrish government policies and in the

broader approach of the EU to education’ (Tovey@hdre 2003 p204).

The European Council of Ministers and member sidgsgynated 1997 as European
Year Against Racism. To coordinate the year iralmdl and to continue work arising

as a result of initiatives and outcomes, the Nati@onsultative Committee on
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Racism and Interculturalism (NCCRI) was establisagdn independent expert body
that brought together government and non-governiagercies with a focus on
combating racism and promoting interculturalism @R online). However, ten

years on, as a consequence of an economic dowanualrg cessation of funding, at
the end of 2008 this agency was disbanded with apaears to be no clear future for
building on the grounding work for which it wasasiished, as expressed in an online

briefing on the NCCRI website:

The decision to axe funding to the NCCRI happersstahe of an economic
downturn when more, not less attention and ressisieuld be invested in anti
racism and integration. Unless reversed the decisib result in:

« The loss of the collective expertise of the NCCRilthup over the past decade
which has played key role in shaping governmentpah anti racism and
integration

- The loss of the bridge/space between Governmenbaradier civil society
provided by the NCCRI and the consensus buildingyksbin such approaches

« Closure of the NCCRI offices and laying off of si&aff (who will not be
subsumed into the Office for Integration)

« The potential loss of a €4m EU funding programméctvis at an advanced
stage of development

(NCCRI 2008, online)

As part of equality legislation, the Equality Authtp was also set up as an
independent body under the Employment Equalityl®&8 with an aim to oversee
and promote equality legislation in Ireland andhftuence policy and practice:

The Equality Authority seeks to achieve positivarape in the situation and

experience of those groups and individuals expemgninequality by stimulating

and supporting a commitment to equality.

= Within the systems and practices of key organisatend institutions.

= As part of the cultural values espoused by society.
= As adimension to individual attitudes and actidisjuality Authority. 2008)
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Like the NCCRI, the Equality Authority has also bedfected by economic downturn
and reduced funding resulting in controversial ¢jesnin its managerial structure,
reduced functionality and limited independence fi@overnment. Such
consequences of the economic downturn will no dbehteplicated in other policy
areas of education and positive changes in dealithgdiversity in Irish educational

context may be led more by the learning from redeand practice in the field.

Changes in legislation and policy inevitably reguihanges in practice and Irish
education has had to respond to such changes kyntptw new approaches to

educational design and practice.

2.3.  Approaches and concepts dealing with diversityn education
2.3.1. Introduction
Current approaches in education that address dierg focus on the place of the
individual in relation to his/her own experiencesl @ relation to his/her involvement
with other individuals and other groups in theimecounity and the world. Discussion
in this section focuses on how the following conisemd approaches address
challenges of diversity in education:

+ Lifelong learning

« Citizenship education

« Pluralism and interculturalism

« Focus on identity

« Values education
2.3.2. Lifelong learning and diversity
EU directives on lifelong learning and on citizeipsbducation require education

departments in the member states to put educagiaching and learning in the

context of the real world and put a greater foaushe preparation of students for life.
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These approaches to education promote opportumityeguality in education for
people of all backgrounds and difference to pragme®ducation in Europe. They
also put emphasis on the preparation of studenthiéonorkplace and life beyond

formal education.

The Commission of the European Communities (200@sgtwo main reasons for the
European Union making lifelong learning a prioristly, it recognises the benefits
of moving toward a lifelong learning community imengthening competitiveness for
its member states through a more adaptable ancogaigé workforce. Secondly, it
states that ‘[e]ducation, in its broadest senstaskey to learning and understanding
how to meet the challenges of social, ethnic, caltand linguistic diversity'.

(ibid p5).

The Commission further puts focus on the non-foramal informal categories of
learning, as well as the formal and encouragesatdigcand members to consider a
widening of education to encompass all categoriés @gual emphasis. ‘The
‘lifewide’ dimension brings the complementarityfofmal, non-formal and informal

learning into sharper focus.’ (ibid p9).

At a macro level the focus of lifelong learning ipglis to ensure that all individuals
have adequate opportunity at every point in theasl to education that serves their
needs in specific societal contexts. At the miescel, Longworth and Davies (1996)
have written extensively on the need for changedincational practices to a more
democratic approach involving all stakeholders auidforward a definition that takes

an individual perspective:
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...the development of human potential through a omatiisly supportive
process which stimulates and empowers individuaétjuire all the
knowledge, values, skills and understanding théyraquire throughout their
lifetimes and to apply them with confidence, créstiand enjoyment in all
roles, circumstances and environments. (p22)
In Ireland, theTaskforce on Lifelong Learningndorsed the definition laid down by
the European Commission but set out a definitiaritfe Irish context that also put
emphasis on the individual:
...all learning activity undertaken through-out lifeith the aim of improving
knowledge, skills and competences within a persamat, social and/or
employment-related perspective [in the conteximd]vidual development,
active citizenship, social inclusion and the ecoitonell being of society as a
whole. (Taskforce on Lifelong Learning 2002 p6)
The lifelong learning approach to education recuihat formal education becomes
part of a life-long continuum and a life-wide arefais opening up of formal
educational settings has implications for the teag¥ho must now look beyond the
school walls and his/her own experiences to theestis’ own interpretations of life
and community.
Only by respecting the language, culture and kndgéeof the learner can we

together build literate, schooled and educatecetiesi, where lifelong
learning is the Norm’ (UNESCO online b.)

2.3.3. Citizenship education and diversity

Citizenship, like lifelong learning, has becomerarsy focus of education in Europe
and its member states particularly since 2005Et®@pean year of Citizenship
through EducationCitizenship education places the individual ie tdontext of their
community and the world. In a research projectdoated to determine
organisational understanding of the concept afeitship education in Ireland and

Northern IrelandNiens and Mcllrath (2005) maintain that citizenségucation is
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conceptualised with reference to a number of coalparkey concepts, which include
human rights and responsibilities, human dignitequality, interdependence or
diversity, laws or social justice and democracyd #mat °...citizenship education is
seen as aiming to educate young people for litduding work, voluntary
engagement, social inclusion, political involvemeasponsible public behaviors,
and, in the context of Northern Ireland, peace)(@8ndings in respect of Ireland
suggest that teachers in some cases are not conifideaching in the area of

citizenship and are not motivated and/or not ski#deough to do so.

Another report in the Irish context, part of a cargiive study on citizenship
education across Europe, may shed some light ae tinedings by highlighting that
Civic, Social, and Political Education (CSPE) i¢ always a compulsory subject for
post-primary initial teachers:
All teacher training colleges for second level teas provide an option for, or
integrate CSPE in the teaching qualification. Theent focus in developing
further teacher competence is in the area of aatiehodologies for a learner-
centred approach to active and participative aithgp. (Eurydice 2005 p9)
Both lifelong learning and citizenship educatioa key features in the ideals of
Banks (2004, 2005) who suggests that the crux wéatibn is in teaching children
and young people for life. He suggests that a nggat of multicultural citizenship

education should be to help students acquire aatelbalance of cultural, national

and global identifications’ as outlined in Figure 1
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Figure 1: Cultural, national and global identificat ions

Cultural, National and Global
Identifications

tentificatiol

@ural |

National Identifigatiol

Source: Banks, J.A. (2004) cited in Banks et aD§2025) with permission.

This approach puts emphasis on the individual asaeand encourages the learner to
understand his or her own identity in the contéxtis or her own culture and other

cultures in the world.

Banks et al (2007), in a collaboration betweenUheversity of Washington and
Stanford University, have set out four principlesvehich to focus education in the
post-modern world to account for diversity. Thesagples are broadly based on the
lifelong learning assumption that ‘if educators maise of the informal learning that
occurs in the homes and communities of studergsatchievement gap between

marginalised students and mainstream studentseceediced’ (Banks 2007, p5):

1. Learning is situated in broad socio-economiclaistbrical contexts and is
mediated by local cultural practise and perspestive

2. Learning takes place not only in school but aisthe multiple contexts and
valued practices of everyday lives across thesjifan.

3. All learners need multiple sources of suppamira variety of institutions to
promote their personal and intellectual development
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4. Learning is facilitated when learners are enaged to use their home and
community language resources as a basis for expgutiakir linguistic
repertoires (ibid).

These four principles arise from the researctinefLife Diversity Census Panel
established in 2004-2005 with a view to reducirggdgap between formal and
informal learning. The idea also is that teacheseducators can take guidance from
how students learn in informal settings and apipdy tearning to the academic
context. This idea concurs with Ornstein (1993 pMGo suggests that ‘[e]ffective
teachers have the capacity to accept, understaddy@reciate students on their

terms and through their world.’

Banks et al (2007) also highlights the fact that]dny of today’s learners come from
social ecologies in which cultural, ethnic, or emorc factors differ from those of
most educators in fundamental ways’ (Banks et Gr3611). This is similar to the
ideas of Zeichner (1992) who refers to the ‘growdgparity between teachers,
teacher educators and students’ alluding to thietfiat most teachers in the US are
white, female and middle class with inadequate Kadge skills or attitudes to
address the diversity of their classrooms. Sinyilavlerryfield (2000) poses the
guestion ‘Do today’s teacher educators have thevledge, skills and commitment to
teach for equity and diversity either locally oolghlly?’ Merrifield’s study
‘challenges the assumption that all of today’s hea@ducators can develop the
knowledge, lived experiences and perspective consness needed to prepare
teachers in multicultural and global education snggests that ‘experiential

knowledge of diversity and equity is a quality ne@dh teacher educators’ (p441).
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2.3.4. Pluralism and interculturalism
Similar to lifelong learning and citizenship eduoat the ideals and approaches
associated with pluralism and interculturalism at@nd celebrate individual

differences, values and experiences.

Pluralism

England (1992 p2) states that the ‘philosophy dedlogy of pluralism is not new
but one whose time has come for actualization’ @urtd forward a definition of a
pluralistic society as one

... in which members of diverse ethnic, racial, rieligg and social groups
maintain participation in and development of thgaditions and special
interests while cooperatively working toward theemdependence needed for a
nation's unity. The focus of most definitions ewes\around the elements of
interdependence, development and cooperation adigagse peoples of the
world. (England 1992 p2)

Pluralism in respect of education is further expdai by theThe Pluralism Project: At
Harvard University(online):

« First, pluralism is not diversity alone, lthie energetic engagement with
diversity.

« Second, pluralism is not just tolerance, tha active seeking of understanding
across lines of difference

« Third, pluralism is not relativism, btite encounter of commitmenihe new
paradigm of pluralism does not require us to leaweidentities and our
commitments behind, for pluralism is the encounfesommitments.

« Fourth, pluralism idased on dialoguelhe language of pluralism is that of
dialogue and encounter, give and take, criticischs@if-criticism. Dialogue
means both speaking and listening, and that proegssls both common
understandings and real differences. (Eck, Online).

In the Irish context, the notion of pluralism inuedtion was discussed at an academic
conference entitleBluralism in Educatiorhosted by Dublin City University and the
University of Ulster in 1996. The conference culated in a series of papers that

discussed pluralism in the Irish and Northern lgshtext from a variety of
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dispositions, as summarised by Coolahan (1996mFhe presentations given he
suggested that ‘the issues involved were not jigt toncerns, but concerns of
humankind, and were closely interlinked with cisédtional and humane values’. He
highlighted the universality of fundamental issadsing from the conference and
referred to ‘basic intolerance and prejudice’ agrtg‘recognisable symptoms of a
social cancer’ (Coolahan 1996 p286). Arising fribia conference, Coolahan listed
the following issues as being both important tal eentral to, the education process,
a process that ‘seeks to promote the realisatidheobest potential of individuals
through a mediated encounter with the cherishetitivas, values, knowledge,

attitude and skills of society’ (ibid p287).

Personal Identity Empathy

Self Image Understanding

Self Realisation Celebration of Difference
Tolerance Community Renewal

Co-operation

Suggestions for pragmatic approaches to pluralissing from the conference
include; a focus on the hidden curriculum, invohesrnof students in school
exchanges, cross cultural involvement in youth estitas, drama, and art activities,

some of which, it was suggested, could involve pErand community.

Interculturalism

More current literature moves beyond the acceptahdéferent cultures understood
by multiculturalism and the notion of ‘tolerancd’different cultures or backgrounds
suggested by pluralism and to an interculturalgesssve where we not only accept

and tolerate difference but celebrate and leam fito
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While the term ‘multiculturalism’ is sometimes useddescribe a society in
which different cultures live side by side withantich interaction, the term
‘interculturalism’ expresses a belief that we @atbme personally enriched by
coming in contact with and experiencing other agléy and that people of
different cultures can and should be able to engatieeach other and learn
from each other. (NCCA 2006 p1l).

In the post-primary school guidelines on intera@tweducation, the National Council

for Curriculum and Assessment (NCCA 2005) in Irélaefine intercultural

education as follows:

» It is education which respects, celebrates andgreses the normality of diversity
in all parts of human life. It sensitises the learto the idea that humans have

naturally developed a range of different ways f&f, Icustoms and worldviews,
and that this breadth of human life enriches allsf

» ltis education which promotes equality and humghts, challenges unfair
discrimination and promotes the values upon whoplaéty is built. Intercultural
education is a synthesis of the

» Learning from multicultural education approached anti-racist education
approaches which were commonly used internatiofiaip the 1960s to the
1990s. (NCCA 2006

In examining these definitions of pluralism anceneulturalism one can see that the

concept of interculturalism is pluralistic in itp@oach. However, it goes beyond the

notion of simply tolerating difference to promotitige benefits of interacting with
people from different cultures and backgroundsrblturalism has become

recognised as an approach that enforces positiienand cohesion between

emerging diverse cultures in all social aspects.

All the concepts and approaches discussed in ¢kisos advocate a student centred

approaches to education which puts focus on theithdl.
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2.3.5. Focusing on the individual and identity in drersity education

The introduction of equality legislation in Irelaadross the nine grounds of gender,
marital status, family status, age, race, religthsability, sexual orientation and
membership of the Traveller community, offered angeby which individuals can
identify themselves and be identified by otherthmeyes of the law. It also offered a
framework on which policy and practice in educatounld be based. Lodge and
Lynch (2004), for example, on reviewing the wayasal deal with equality, suggest
that ‘[ajccommodating diversity is about taking aant of the practical implications
of difference among students and staff acrossitieegrounds covered by the equality
legislation’ and that ‘[t]he curriculum should bgsassed for what it communicates
and teaches about groups across all of the ninendso’ (Lodge and Lynch 2004,

pl108).

However, Abdallah-Pretceille (2006), warns that

If educational effectiveness becomes defined msenf focusing on learning
profiles according to cultural membership, thera sk that education and
training will become culturalized by highlightingter-group differences to the
detriment of intra-group and inter-individual difémces (p476).

She further poses fundamental questions on whetleral diversity as a concept
any longer has relevance and suggests in its atéazis on ‘an acceptance of
otherness’. She maintains that by focusing traimimgn understanding or knowledge
of cultures we are in fact reinforcing stereotypes:
The educator no longer meets Yves, Antonio, Mohamelout the stereotype,
established and reinforced precisely on the bddectual, limited, partial or
even biased cultural knowledge, about the Frem&hPbrtuguese, the Arabs
... .The abstract and globalizing knowledge of c@$unbstructs the
recognition of the singular individual, the subje€education, and it

overshadows the training dynamics by acting alkex fir even a screen. (ibid
p 477).
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Abdallah-Pretceille thus calls for ‘a rethinkingafltural knowledge beyond the form
of a knowledge of cultures...for us to learn to thaflcultural knowledge in a

heterogeneous, and no longer homogenous, conbax}. (i

In a qualitative study commissioned by the Jointddiy and Human Rights Forum,
Zappone (2003 p2) highlights the growing awarewnésise complexities of identity
within the individual and maintains that ‘an indluial’s identity is made up of several
factors such as gender, ethnicity and sexual @iemt’ The report highlights the
‘...Importance of self-recognition, social identitgsistance of stereotypes and labels,
and alternative strategies...’ (ibid p143) as a meéarpproach diversity. She further

suggests that there are four domains for undenstguilversity:

* The individual — assume difference within

» Social groups — examine differences within

» Social relations — analyse intersections between
» Institutions — apply an integrated approach (ibid)

Zappone also calls for a paradigm shift in whictapproach to diversity and
diversity training also puts focus on multiple itigas and ‘...calls for ongoing
analysis of how patterns of social relations irgetso exclude and discriminate
against members of society’ (ibid p150). The rede&urther advises on the inclusion

of a multiple identities paradigm when examiningedsity policy and planning.

2.3.6. Values education
The focus on individuality and identity in divessgducation in turn puts focus on the
place of values education when teaching educatighes students about diversity. It

is important here to distinguish between valuesation and values in education.
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The former relates to teaching about values anolweg the student learning about
their own values and how to consider the valuestiodérs which relates to this study.
The latter focuses on the greater debate arounctléance and impact of values in

education, teaching and learning and is not a foctiss study.

Ling and Stephenson (1998a pp13-15) list four pgras from which an approach to
values education can be considered:

+ Religious monopolism Teaching and development of moral values is @tew
as occurring legitimately within the framework efigious beliefs. May be
deemed unsuitable for a secular setting but *hatdenicy’ in countries like
Ireland where religion holds dominance in education

« Moral universalism- Religious disagreement is an undesirable and
unnecessary complication in moral education. The ateead is to identify
and teach universal moral principles expected tomand common
agreement.

« Consensus pluralism Processes of educational settings required tiehtbe
processes of a democracy. Curriculum reflects gahintained through
community negotiation and consensus regarding aheeg and principles
which are necessary in order to maintain a secdéamocratic and pluralist
society.

« Moral vacuum- An eclectic and unstructured approach to thehieg of
values. An approach to values education basedawsa collection of ideas
which is not based in any clear structure or fraoréw

Robb (2008) suggests a definition of values edandhat fits with consensus
pluralism and suggests that values education is
... an activity during which people are assiste@jgyropriately qualified
adults ... to make explicit those values underlyimgjitown attitudes; to
assess the effectiveness of these values forghdiothers' long term well-
being and to reflect on and acquire other valuastwéire more effective for
short term and long term well-being.

Superka, Ahrens, and Hedstrom (1976) suggest fgelapproaches to values

education as summarised by Huitt (2004) in Table 1:
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Table 1: Approaches to Values Education, Huitt.

Inculcation

Most educators viewing values educatiom the perspective of
inculcation see values as socially or culturallgegated standards or
rules of behaviour. Valuing is therefore consideagutocess of the
student identifying with and accepting the standandnorms of the
important individuals and institutions within higcsety.

Moral
Development

Based on the work of Lawrence Kohlberg, this apgindacuses
primarily on moral values, such as fairness, jestequity, and
human dignity; other types of values (social, peasoand aesthetic)
are usually not considered.

Analysis The approach emphasizes rational thinkimgjreasoning. It helps
students use logical thinking and the proceduresieitific
investigation in dealing with values issues.

Values The central focus is on helping students use kaitbal thinking and

Clarification | emotional awareness to examine personal behavitarpsa and to
clarify and actualize their values.

Action The action learning approach is derived from apeatve that

Learning valuing includes a process of implementation as$ agetlevelopment

That is, it is important to move beyond thinkingldaeling to acting.

Source: Summarised from the findings of Huitt, 2804) [Online].

The UNESCO website defin®&lues Clarificationas ‘a technique for encouraging

students to relate their thoughts and their fesliaugd thus enrich their awareness of

their own values’ and offerdalues Clarification Gridas a strategy to ‘help students

clarify the degree of commitment they feel to diéiet issues’(UNESCO online b.).

Although the Values Clarification approach (RatHarmin and Simons, 1966) is an

accepted and approved method for values educatome, like Sommer (1984), are

against the use of values clarification, partidylathen educating young children.

While accepting that values clarification stresbes teachers do not ‘moralize’,
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Sommer (1984) warns of the dangers of specificastlarification strategies such as
survival games and student diaries (ibid p210)fandites Morris (1983 p24) to
highlight specific dangers:
The values you have passed on to your child —aheg he comes to school
with, must be clarified. They are not acceptabkei because you did the
unforgivable — you decided for your child, becaiise your God-given
responsibility and right — what values you want hanihold. Those imposed
values which he did not choose freely must befadaki He must decide,
immature and unwise though he may be, whether the&avishes to keep,
modify or discard what you have taught him.
Although the red flags raised by Sommer, Morris atiters above point to the
dangers of specific values clarification strate@meselation to the age context of
children, it also puts focus on the importanceaftext when deciding on approaches
to any values laden area in education. This wilbaeicularly true when dealing with
emotive subjects such as the nine grounds higleldyint the legislation and more so if

dealing with those subjects in a diverse envirortméren training education studies

students.

Hidalgo (1993) maintains that ‘...school festivalgtiighting ethnic foods, flag
displays from different countries, performance thinec music, and playing
international games tend to result in a superfi@m exotic impression of
multiculturalism’(ibid p101) and that in order fegachers and trainers to understand
how culture impacts events in the classroom, thestrirst take an ‘introspective’
approach to culture through a series of self dacuestions about ethnic
background, religion, family values etc.

Meaningful insight comes from having to think about backgrounds and

then sharing this information with others. Fromrgig we gain an awareness
of the similarities and differences between theoter definitions. (ibid p101).
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Mulcahy (2003) refers to the relevance of introdgcd modul&on values education
in the part time degree programme of the undergit@dorogramme in education and
training at DCU which fits with a values clarificah approach. She emphasises
reflection as an important approach to dealing wethues education and the ability to

reflect as an important skill for students in riglatto values education:

the students for the first time in their adult By¢ook time to consider their
values, the values of their organisations and dineesimes deep chasm
between the two and also began to reflect on theeq of identity,
particularly Irish identity and whether it was pibds to possess multiple
identities (p461).
Where Mulcahy (2003) emphasises the importanceftgfation in values education,
seen earlier, Ling and Stephenson, advocate at&oapgproach suggesting the ‘...
ancient Greeks, and Socrates in particular, sedra t;n accepted starting point for
considering theoretical perspectives on values’taatl...values teaching may
involve such strategies as values clarificatiorticad thinking exercises and

conversation in which values positions are arti@dand critically appraised.’ (Ling

and Stephenson 1998b p5).

A Socratic approach was also suggested by Hogdl8J2Gho maintains that teaching

should be seen as a ‘way of life’:

What is involved is not merely a fluency in skiélsd strategies of
communication but also something qualitativelyeti&nt: a commitment to
teaching and learning as a distinctive way of bé&agan in a world that is
now one with an unprecedented plurality of lifestylvalue orientations and
careers. (Hogan 2003 p209)

2 This module is now part of the full time degree in education and training, which is the subject
of this study.
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Addressing diversity through putting focus on thedents themselves and facilitating
them to consider the world from their own perspectre features of the approaches
discussed so far and are strong elements of algppeoach to education that has

become a strong focus in more recent discourselation to diversity and education.

2.3.7. Global Education

More recent approaches see diversity educatiomapiece of the jigsaw on learning
to live in a post-modern world. Terms such as: tguaent education; sustainable
education; global education; a global dimensiout iatercultural education are
becoming linked to educational approaches advogaedularly by non-government
organisations (NGOs). NGOs, in collaboration widigus Government departments,
are leading the way in devising new approachesaohing and learning relevant in
formal learning curricula that incorporate the glbperspective. Such NGOs tend to
be advocates of human rights and include organisasuch admnesty

International Trocaire, Concern Irish Aid and80:20 Education and Action for a

Better World Ubuntuand others.

In the United Kingdom the Department for InternatibDevelopment (2005 p1)
define the global dimension in a publication aina¢éteachers, trainers and curriculum
planners:
The global dimension incorporates [eight] key cqats®f global citizenship,
conflict resolution, diversity, human rights, irdependence, social justice,
sustainable development and values and percepttanglores the

interconnections between the local and the gldbhauilds knowledge and
understanding, as well as developing skills antudts. (ibid p5)
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They also suggest these key concepts could be as#8dnses” to look at issues in a

range of ways’ in order to understand the globalefision. They also refer to the

benefits of global education in teaching:
Including the global dimension in teaching mearag limks can be made
between local and global issues. It also meansythatig people are given
opportunities to: critically examine their own vatuand attitudes; appreciate
the similarities between peoples everywhere, ahgevdiversity; understand
the global context of their local lives; and deyeskills that will enable them
to combat injustice, prejudice and discriminatiSaoch knowledge, skills and
understanding enables young people to make infodreions about playing
an active role in the global community. (ibid p2).

Definitions of development education and interaat@education fit in to a concept of

global education and are similar in approach:
Development education is an educational processdahincreasing
awareness and understanding of the rapidly changitegdependent and
unequal world in which we live. It seeks to engpgeple in analysis,
reflection and action for local and global citizeipsand participation. It is
about supporting people in understanding, andtingto transform the
social, cultural, political and economic structundsch affect their lives and

the lives of others at personal, community, natiama international levels.
(Irish Aid online).

2.3.8. Conclusion

The global dimension acknowledges lifelong learnsitizenship, values and
identity, the key areas discussed so far in thieve of literature, and bring them
together as an educational approach. Those invatvgkbbal education are

concerned with the preparation of teachers andagdrgcfor diversity and with the

challenges that teachers and educators now faze@ssequence of global changes.

2.4. Acknowledging the challenges of diversity foeducators
The need for improved approaches to preparing &gadbr diversity is recognised

worldwide. TheJoint ILO/UNESCO Committee of Experts on the Apfiio of the
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Recommendations concerning Teaching Persof@®ART), summarising the
analysis of major issues affecting the currenustaf teaching personnel worldwide,
highlight the following findings:
All countries reported concerns about the needeachers to have the
appropriate knowledge and skills to meet the needa®f school and society,
most particularly as a result of increasing glatstion and the use of
information and communication technologies.
... where initial training was in place there wasafa disjuncture between the
training provided and the realities of the schotiiejr communities, and the
world of work. (ILO and UNESCO 2007 p10)
The effects of increases in cultural diversityhe trish educational context is
documented in the recently published findings BuU@pe-wide research project,
European Intercultural Workplace: Ireland Repul&907).This report finds that the
cultural diversity represented by ‘newcomer’ studeand their parents means that
teachers often face new challenges in the classfoowihich, in terms of skills and
professional training, they have not been prepgo2dl0). The report highlights the
complexities of diversity faced by schools and ¢odes that teachers are not only
lacking the skills and ability to teach studentsirdiverse cultures, religions and life
experience but also to deal with their parentstdusarriers such as language. They

refer also to a lack of skills to deal with issaesing from bullying, discrimination

and emotional consequences of prior negative eaipes of students.

Similar evidence is reported in other European triies) Chehlova (2003) in Latvia,
Spinthourakis and Katsillis (2003) in Greece, BE@05) in Germany, Leeman
(2006) in the Netherlands, Ross (2003) in the Ulaekulff (2002) in Denmark and
Dooly and Villanueva (2006) in Spain. These repalt® highlight the need for new

approaches and skills for teaching for the divemsitmodern classrooms and in the
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main they point to citizenship education and valkegscation as important elements

of any solutions.

A survey by the Association of Secondary Teachehetand (ASTI) (2006), pointed
to a lack of resources and skills to deal with @etg of special learning needs and
other disabilities within schools and a surveyafiducted by Smyth et al (2009)
found that both primary and post-primary principatsl teachers ‘were critical of the
extent to which current teacher education prepstedtfor teaching in a diverse
setting’ (p174) and that ‘..only a third of prinaip feel that pre-service and in-service

education prepares teachers for working in a muittical setting’ (p171).

Calls for educational resources to tackle divergigyalso made in an article in
Equality Newsthe publication of the Equality Authority, in vdhi the Assistant
General Secretary of the Teachers Union of Ire(d@hél) suggests that the situation is
even worse in vocational schools and post leaventificate colleges (Dolan. 2006

pl16).

In a recent study by Drudy and Clarke’s (2006) ifngd from a group of post graduate

students on an initial teacher education programsuggested that:

...preferred teaching strategies were largely cordmer and traditional in
orientation, which suggests that they would noinbe position to adequately
meet the needs of students in diverse classrooB83)p
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2.5. Addressing diversity learning in education stdies programmes

Drudy and Clarke (2006) suggest, based on intemaltresearch, that ‘the
preparation of teachers should not just focus gmagethes and methodologies but
also in establishing how teachers’ beliefs, ategjcand dispositions are interwoven
with their knowledge, skills and behaviours in thessroom context’ (p383). They
suggest also that ‘teacher educators need to at&dgevthat student teachers tend to
rely on ‘tried and tested’ strategies’ and thaeé ‘thassroom strategies generally
considered most appropriate to teaching about sityeaind managing diverse
classrooms are active and experiential ones’. Damndi/Clarke’s study found that
‘[o]lder students and those teaching subjects witiigh diversity, social justice and

global awareness content, were more positivelyntaited to diversity’ (p383).

One report of particular relevance to this stutgt focuses on the global aspect of
diversity education, is a review of internationatidrish literature on development
and intercultural education produced by DICE (260%)e DICE report brings all of
the approaches of global education together inexsyf teacher education and in the

context of knowledge, skills and values:

While it can be argued that development/globagriultural, and citizenship
education each have their own distinctive featurescepts and ideology, it
can also be argued that each share a common owattmb&spiration —i.e. to
enable people to acquire the knowledge, valuesskilld to participate in
society so that they can address issues of glotoblozal injustice and
inequality in order to create a more just, fair andtainable society. In other
words, it can be argued that each is underpinneadddgbal and justice
perspective (p11)

® The DICE Project, funded by Irish Aid, has as a central objective to support the inclusion of development education
and intercultural education perspectives as essential elements of initial teacher education
http://www.diceproject.org/context_and_aims.aspx.

“ It should be noted that in its findings DICE suggest further research to examine if terminology for citizenship
education, global education and development education are alternative terminology or alternative frameworks.
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The report goes on to explore common themes atnisksand international writers
and ‘...bring(s) them together under the common fadfiuglobal and justice
perspectives’ (ibid p12). The findings are revievire relation to the preparation of
teachers across three areas of:

1. Cognitive Knowledge

2. Values, Attitudes and Perceptions

3. Skills and Capacities
In terms of cognitive knowledge DICE highlight teeammon themes (ibid p16) of
which, in the context of this research, five cobkdseen as being directly related to
diversity’:

+ Interdependence

+ Cultural identity and diversity

« Human rights and responsibilities

- Discrimination, racism, prejudice
» Equality and social justice

In relation tocultural identityand diversity, DICE suggest that ‘...it involves
understanding that diversity is a normal part argday life for everyone, and that a
failure to see diversity as normal can lead tosracidiscrimination and prejudice’
(p17). This echoes the ‘acceptance of othernet='resl to by Abdallah-Pretceille

(2006) mentioned earlier

The DICE report points to Regan (2003), Hicks (30@&kdano (2002) and
Ehrenreich (2003) as advocating the notion thatfevelopment and intercultural
education entails developing a knowledge of difieiltural values, practices and

norms as well as the similarities and differenagtsvben and within them.” and that

® For comparative reasons the full list of themes identified by DICE from the Irish literature is attached to this report as
6Appendix 1 and the full list of themes identified by DICE from the International literature is attached as Appendix 3.
See 2.3.5.
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‘...a knowledge of diversity should include an undnsling of the relationship
between cultural identity and values and perspestifibid). They also cite Murray
and O’'Doherty (2001), Gannon (2002), Tormey (20&3&) the NCCA (2005) as
suggesting that ‘...knowledge of cultural identitydativersity involves
understanding one’s own personal and cultural ieand heritage as well as that of

others’ (ibid).

In relation tovalues, attitudes and perceptioDfCE also list the values, beliefs and
attitudes ‘...considered to be core to global/dewedent and intercultural education...
as identified in the literature’(DICE 2005, p19)dahese could be deemed relevant to

all forms of diversity education as well as cultura

In relation toskills and capacitie®ICE (p20) list specific skills required alongside
knowledge, values, attitudes and perception anel Rdgan’s (2003) suggestion of
dividing these skills into four categories: comnuation skills; intellectual skills;
social skills; and action skills. Again, all of tekills listed could be seen as relevant

to diversity education generally.

In viewing the literature examined by the DICE pudj and other writers mentioned
in relation to emerging concepts in this reviewitefature, there would appear to be
considerable consensus as to what learning isresjand how it might be achieved
when it comes to diversity education and that tieegeparticular orientation to
student centred, practical and reflective approatihat allow students to value and

embrace diversity.
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Trumbull and Pacheco (2005, pp3-4) cite definitioh&ultural competence’

required by teachers dealing with diversity thfiect these approaches:
Cultural competence entails recognizing the difiees among students and
families from different cultural groups, respondioghose differences
positively, and being able to interact effectiviglya range of cultural
environments (Lindsey, Robins and Terrell 2003).
...a set of congruent behaviours, attitudes, strastuand policies that come
together to work effectively in intercultural sitigns. The term refers to
culture in the very broadest sense. The first &iefeachers in developing
cultural competencies is recognizing how their g@nspectives and
knowledge of the world are rooted in a particulaltural, racial, and ethnic
identity and history (Lindsey et al., 2003).

Similarly, Ladson-Billings (2001 p98) suggests tbaitural competence exists in

classrooms where:

- The teacher understands culture and its role icadchn.
« The teacher takes responsibility for learning alstudlents’ culture and
community.

« The teacher uses student culture as a basis foiriga

- The teacher promotes a flexible use of studentsilland global culture.
The challenges faced by teachers and educatioarggith the workplace are well
documented and there is an acceptance that newaab@s to preparing students for
diversity are required. Some of the approachesiorad in this review of literature,

particularly through global education perspectare, beginning to emerge through

practice in education programmes and teacher @gpar

2.6. Some practical approaches

The suggestions put forward by the literature ssggeeed for education studies

students broadly to:
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« Explore their own values in the context of otherd af education

« Become culturally competent through knowledge amdustanding of the
culture and perspectives of others.

« Have opportunity to experience diversity in ordeapply knowledge.

« Have an understanding of knowledge, skills and Wehias in the context of

the classroom or work context.

Examples of practice commonly engage studentsactigal experiences both in and
out of the university classroom and put focus othm@ologies that engage students
in reflection and dialogue that connects learnirogiad diversity with the exploration

of values and observations of practice.

Mitchel (2009) puts forward findings from the dem@inent and delivery of a
workshop Cultural Identity and Culturally Responsive TeaghPractices workshop)
in which participant trainee teachers exploredrtheliefs about teaching culturally
diverse students. Participants ‘discussed their ioentity, explored their
perspectives about culture, and identified cultyr@sponsive teaching strategies that
would be helpful to them’ (p2). This study makesammendations for those who
conduct workshops on diversity to:

- Engage teachers in cultural conversations

- Provide time for the application of learning

« Use reflective and open formats in the workshop

The use of reflection and the exploration of valaesalso used in a study of initial

teachers in Northern Ireland by Nelson (2008) whdd that:
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..Introducing student teachers to ethos in divecé®ol contexts creates
conditions in which they can reassess their exjstimowledge and views of
education and, with a more informed and criticallyare perspective, begin to
locate their own teaching within existing visiorfssducation.
Also in Northern Ireland, (Purdy and Gibson (20@8)oduced a programme of ‘short
alternative placements’ for final year B.Ed. studeaimed at broadening students’
experience and develop their transferrable skillss study emphasis the importance

of employability and allowing students to undersitéime wide range of career

opportunities available to them by introducing aety of workplace experiences.

Keane and Boland (online) of the School of Educatiothe National University of
Ireland, Galway (NUIG) use service learning to egegstudents in learning about
diversity.
Providing students with experiential learning ogpoities in a real world
context which enable them to critically reflectissues of diversity,
Interculturalism and educational disadvantageusiatly important in order to
assist [students] in learning to teach for sodiatige.
Students here attend the Postgraduate DiplomaundEidn and are involved in

service learning with the Galway Traveller Commuuaibd the Galway Refugee

Support Group.

Finally, an innovative project using video examgtasdiversity learning was
launched in Dublin City University entitletManaging Workplace Diversity

This unique video-based training programme has begamised into a series
of self-contained modules. Using this approachla¢erial is tailored for
different end users. The courses can be delivasedtraditional DVD or as a
web-based application for delivery to your compuatiehome or work, or your
mobile device when on the go (DCU 2009)

" Details available from: http://www.dcu.ie/invent/diversity.shtm|
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This approach can be used as an element of a couasea resource and is relevant to

all disciplines of learning and in both teaching &rining contexts.

These are just a few examples of how practicelatiom to preparing education
studies students and teachers is moving to mocigaif collaborative and reflective

approaches to learning about diversity.

2.4. Conclusion

When dealing with diversity in educational settingsd in the context of the
preparation of DCU education studies studentsifemtorkplace, there is a need to
look beyond the constraints of a definition thaltyaronsiders cultural difference but
to consider the differences associated with ittanallow diversity to reflect all of the
differences that challenge students in an educatmntext or require specific
knowledge, skills and attitudes in order for thenfbé accommodated. This means
considering diversity in the context of its simpldsfinition and focusing on diversity

as simply meaning difference as suggested by ther@&nglish Dictionary.

The literature shows consensus that we live irdeca#ly changed and changing world
and that educators must now look to sustainableipsland practices in relation to
teaching and learning in order to accommodate tyreachof differences that pose

new challenges in education.

The literature shows that worldwide, similar chatjes are occurring in educational

contexts as a consequence of globalisation andstees of multiculturalism in

nations. It also shows that current educationat@gghes to deal with these
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challenges are similar in their ideals. The glgiEkpective, in relation to diversity
education, in fact incorporates much of the ideélgelong learning, citizenship
education and values education in this respect asithe need for student centred

learning, preparation for work and life, the skilsscontinue to learn and develop.

The importance of values and identity are stromuiiees of diversity education and
cultural education and the link between the leagyaind the individual's
conceptualising of the learning by linking to theiwn lives and experiences is also a
highlighted feature. Emerging concepts and appemsbe diversity education as one
part of a ‘global dimension’ where understandimpraciating and respecting
difference in ourselves and others is part of &aerling required to understand,

appreciate and respect life, our environment amcvould.

There is much focus on the need for in-servicetemding teachers to acquire the
knowledge, skills, attitudes and competencies reduio teach in a diverse classroom
and to have opportunities to apply their theorétearning in real life classroom
situations where they engage with diversity. Te@agkurveys highlight the need for
cultural competencies in teachers beginning witbrimalisation and a move to more

facilitative and Socratic approaches to teaching ‘iglobal dimension’.

There is a move towards addressing diversity ioiteaeducation and education
studies from a global perspective and this is b@gmto show in new approaches to
practice in teacher education programmes in Irethatlallow students to learn about
diversity both in the university lecture hall amadugh real life experiences and

through methodologies that engage them in refleai@d conversation.

43



Based on knowledge and findings from the revieWtefature, this study explores
how the full time undergraduate education and imgiprogramme in the School of
Education Studies prepares students for the dtyetsy will face in the workplace.
The next chapter discusses the design of the studiglemonstrates how specific
findings from the literature were used to examirsgpamme and module intentions
and the approach taken to gather data from cuarahpast students and lecturers on

their views in relation to knowledge, skills andues
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CHAPTER 3 - METHODOLOGY

3.1. Introduction

This chapter begins by discussing the purposeeo$tindy based on findings of the
review of literature. It then offers a philosophibackground to the study by placing
it in a constructivist paradigm. It then goes ofjustify and explain the use of
selective aspects of the Appreciative Inquiry (&bproach to allow the research to
begin from a particular stance and to overcomdithiéations brought about by the
subjectivity of the researcher. It also explairstise of the Al model to give structure
to the collection and analysis of data along spetlitmes arising from the literature

review.

3.2.  Purpose of the study

The review of literature highlighted particular mlents and approaches deemed
relevant to diversity education and in particull@neents of good practice in teacher
education in relation to diversity. Specificallgetreview of literature around
diversity and teacher education conducted by ti@Eroject highlighted elements
deemed appropriate in the domains of knowledgéssad values. When
considering these elements of knowledge, skills\atdes in respect of the degree
programme at DCU, it could be said that, at a glatlfte programme was covering
most of what it should and was in fact contemponaiys approach to diversity

education.

8 Global and Justice Perspectives in Education (Fitzgerald 2005). DICE works to integrate development education
within initial primary teacher education and operates against five colleges of education in the Republic of Ireland.
DICE website: www.diceproject.org

45



This raised questions as to the purpose of the/sRather than solve the perceived
problem that the programme may not adequately éegping students for diversity,
the study now needed to begin by establishingeiffftogramme was in reality doing
everything deemed relevant by the literature figdiand, further, to highlight any
deficits. The study required an approach that wailtalv it to begin by establishing

what was already working well in order to discowdrat gaps existed.

3.3.  Philosophy

Guba defines paradigms as ‘a basic set of behefsguides action, whether of the
everyday garden variety or action taken in conoectvith disciplined inquiry’ (1990,
pl7). A philosophical understanding of the worléssential to the researcher as it
has implications for the choices made at all stafj@sresearch project. How one
understands knowledge, and how it is achievedroreal at, can determine one’s
choice of methods and research quality (EasterbyhSehal 2002; Mertens 1998;
Creswell 2007). ‘[B]ehind each study lies assumithe researcher makes about
reality, how knowledge is obtained, and the mettaidgaining knowledge.’

(Creswell 2007 p21).

For centuries, the main research paradigm wasftHagical positivism based on
philosophical principles of ontology, epistemolotpgic and teleology (Maykut and
Morehouse, 1994 p4). The positivist belief is tkmdwledge is something that has
been quantitatively tested and verified by indeem@bservers in an objective

reality where data can be logically verified ingesse to preconceived hypotheses.

In recent decades, a competing post-positivistdigina has emerged within the social

sciences that moves beyond perceived restrictibgaantitative research. This
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paradigm has been referred to in many waysalteenativeparadigm; as it offers an
alternative to the traditional positivist approattieinterpretiveparadigm, as it
focuses on the meaning of language and wordseayualitativeapproach as it seeks
to qualify meaning from data rather than quantifstances of data. Regardless of the
label used, researchers who work from this paradigheve that knowledge is
constructed by the participants and the reseamwhervalidates his/her subjectivity in
the research. They see reality as subjective dheirced by cultural and contextual

instances.

Postpositivists or qualitative researchers acdegitwe can never truly know but that
by examining information from a variety of angles ean reach certain
understandings. The more angles the researchey tladenore rigorous and valid the
research will be. Postpositivists take accountiidéicinces between individuals and
groups and accept that information may be differenarying contexts. Qualitative
researchers study things in their natural setatigmpting to make

sense of, or to interpret, phenomena in termsehtbanings people bring to

them. (Denzin & Lincoln, 2000, p.3)

3.3.1. Constructivism

Guba (1990) suggests constructivism as a new gamadintologically Guba (1990
p25) suggests ‘realities exist in the form of npi#imental constructions, socially and
experientially based, local and specific, depenflantheir form and content on the
persons who hold them.” Epistemologically, ‘theuirgr and inquired into are fused
into a single ...entity [and] findings are literatlye creation of the process of

interaction between the two’. Methodologically,dimidual constructions are elicited
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and refined hermeneuticallyand compared and contrasted dialecti¢3llyith the
aim of generating one (or a few) constructions dictvthere is substantial

consensus’ (Guba, 1990 p27).

The use of constructivism in this study is to alllmwthe meanings ascribed by a
variety of participants (Easterby-Smith et al. 2002rtens 1998). It allows the
different perspectives of current and past studamdslecturing staff of the degree
programme to have relevance and explains ‘therfgelof individuals as they

experience a phenomenon or process’ (Creswell pa03).

In this study, therefore, the need to understandeearn from the experiences and
suggestions of a variety of stakeholders would irecuqualitative approach. The
knowledge constructed by the study would arise ftioencollective accounts of a
variety of individuals’ own understandings of tlesearch topic, their personal
experiences of the degree programme and their stigge for improvement.
Analysis would seek to determine a consensus dirfgs across themes arising from

all data gathered in the study.

3.4. Methodological Approach

3.4.1. Choosing an approach

Initial inquiry into a methodological approach aeat on the context of the study and
the researcher’s personal involvement with the ganogne. Initial intentions were to
use an Action Research approach as ‘when the proflacstudy is both knowledge

and change you have what is broadly known as aotieearch’ (O’Leary, 2004

® Hermeneutics is the study of interpretation.
10 A way of investigating the truth of opinions by discussion and logical argument (Oxford English Dictionary)
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p138). Action Research involves the researchtreaheart of the investigation;
reflecting and acting while instigating change. Tingdusive and democratic nature of
the approach would ensure that the views of a tyaniestakeholders could be
accounted for and the intention would be that figdiwould lead to actionable

change.

However, two issues were factors in dismissing ARwua approach. Firstly, as it
appeared that the programme was particularly iningy @ its approach to diversity,
an approach that began by establishing what wakimgpalready working was
required. Secondly, although the researcher wasdidawith both the programme
being researched and the participants involvedy&t®eno longer actively involved in
the programme and thus maintained a stance thatnwees objective than is common
with action research projects. The focus of theaesh was on the practice of others

rather than the practice of the researcher herself.

Appreciative Inquiry was hence chosen as a simjg@roach to action research that
would allow the research to begin by looking at twas already working. It sits
within a constructive paradigm and by focusing loa positive would celebrate the
achievements of the programme rather than poinit®deficits whilst gathering data.
This positive aspect of the approach would be @arly useful in gathering data

from those involved in the design and deliveryted programme and its modules.

A thematic and comparable analysis approach wastosgnalyse data across the

study. This allowed for themes to emerge acrossttmges of the questionnaires,

exercise sheets and interviews and for common thémarise within the specific
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elements of knowledge, skills and values in refatmthe programme and diversity.
This approach also fits with a constructivist pagadas it allows for the ideas of all
participants to emerge and to be represented agaice offering consensus across a
variety of themes. Denscombe (2007) explains thatvalidity of findings can be
checked by using different sources of informatibimis can mean comparing data

from different informants...or using data collectedidferent times’ (p136)

3.4.2. Background to Appreciative Inquiry (Al)

Al was initially developed in the early 1980s byMhCooperrider and his colleagues
at Case Western Reserve University as an orgammsdtilevelopment approach that
focuses on establishing positive affirmations assis for facilitating change.

Appreciative Inquiry is the cooperative co-evolatwoy search for the best in
people, their organizations, and the world arounsaht. ... Al involves the art
and practice of asking questions that strength®rst@m’s capacity to

apprehend, anticipate, and heighten positive paie(Cooperrider et al 2003

p3).

Grant and Humphries (2006) put Al into its philosmal context:

Appreciative inquiry has its foundations in the ceptual/ontological
positions of social constructionists, who work frdme premise that language,
knowledge and action are inextricably linked. Oigations are considered as
the outcomes of their members’ interactions wiskitdrical, cultural, social,
economic and political occurrences (p403).

Cooperrider based his work in Al on five basic pites: Constructionist;

Simultaneity; Poetic; Anticipatory and Positive &iped by the author as follows:

« TheConstructionisiprinciple holds that our knowledge of the worladeached
through interaction and construction rather thaseolation of phenomena.

« TheSimultaneityprinciple relates to the notion that inquiry amdge are not
separate but parallel and interconnected.
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- ThePoeticprinciple relates to the idea that people areastbf their own
realities and worlds.

« TheAnticipatoryprinciple has its roots in psychology and is basethe idea
that people move towards a future they envisioaiy thuture is dependent on
their positive or negative outlook for the future.

- ThePositiveprinciple suggests that positing positive questiengages
participants more deeply and for longer as theyatarally drawn to ideas
that provide energy.

Themodel is based on a positive, cyclical approaathenge and

...builds upon the organization’s track record ofcass and inspires positive
possibilities for the future to be expressed aadized...

All Appreciative Inquiry activities, practices, apdocesses focus on the organization
at its best — past, present and future. (WhitnelyTaosten-Bloom 2003 pp10-11).

The cyclical nature of the Al model is demonstrategligure 2 which shows the four

stages of the process around a central affirmabipie.

Figure 2: 4-D Cycle of Appreciative Inquiry

Discovery
“What gives life?”
(the best of what is)
Appreciating

Destiny

“How to empower, learn

AFFIRMATIVE
TOPIC CHOICE

Dream

“What might be? "

(Whett is the world calling for?)

Envisioning

and adjust/improvise?”
Sustaining

Design
“What should be--the ideal?”
Co-constructing

Appreciative Inquiry “4-D” Cycle

Source: Cooperrider et al. The Appreciative Inquitgndbook.
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» The Discovery stage explores and acknowledges @batents have worked well
in the past and are currently working well.

» The Dream stage builds on the discovery outcomessaabout envisioning what
could be; participants work together to envisagatvihe future could hold —

involves creative thinking.

* The Design stage explores the ideal where partitspaork together to arrive at
what Cooperrider calls ‘provocative propositiorstaements of desired
achievements) that use assertive language and tnewgganisation toward
positive challenging goals.

» The Destiny stage is where action planning occsinsell as commitment to

process and task.

Reed (2007x) puts Al in the context of action research antestéhat

Al is a form of “social construction in action.” Win a constructionist
orientation, emphasis is placed on language pexctithis means that
knowledge, what we “discover” as researchers, éssto do with any sense
of matching observations with the “factual evidérened has more to do with
what questions we ask, how we ask them, and wimvadved.

Reed (2007 p64) further suggests similarities betwaction research and Al and
suggests that both approaches:

« Acknowledge a rejection of traditional researchrapphes where the
researcher is disengaged from the world being relsed.

+ Build on the ‘potential synthesis of research anmainge’ and are
transformational in nature.

« Put emphasis on collaboration, participation amtugion of stakeholders.

« Are cyclical in nature and the ‘cycle of data collen, analysis, feedback and
change may be carried out several times and ...beeonmdegral part of the
practice environment.

« Have concerns with organisational dynamics and pevan ‘open’ and
‘supportive’ relationship is required between thsaarcher and the
participants.

« Require an understanding on the part of the reBenaf issues of ‘power,
responsibility, and communication’ and ‘negotiation
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3.4.3. Al Assumptions

Al begins by finding out about, and acknowledgitigg achievements of an
organisation (Reed 2007 p64) with a view to improeat rather than focusing on a
specific or perceived problem. Cooperrigeirl (2003) offers the following

assumptions to give a more practical basis on wtndbcus an Al approach:

* In every society, organization, or group, somethuagks

« What we focus on becomes our reality

* Reality is created in the moment, and there ardipheirealities

* The act of asking questions of an organizationrouy influences the group in
some way

* People have more confidence and comfort to joutoelye future (the
unknown) when they carry forward parts of the st known)

» |If we carry parts of the past forward, they shdwddwvhat is best about the past

« It is important to value differentke

* The language we use creates our reality.

(Cooperrideeet al, 2003 pp8-9)

3.5. The use of Al in this study

The Al model was adapted for the specific use isfshudy as a means to course
evaluation as demonstrated in Figure 3. The adagpwbach takes from Al specific
elements required by the study and leaves behhmt aspects more relevant to its
origins in organisational development. It usesAhenodel as a design structure with
which to gather and analyse data and uses itS\ym8iicus to allow the study to
begin by discovering what works well in relationkimowledge, skills and values in
order to compare them to elements deemed relevatinérsity education by the

DICE review arising from the literature.

! Note: This relates to valuing the different realities of individuals as opposed to difference in relation to the subject
nature of the research topic.
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Figure 3: Adapted Al Model

Establish what the course
does well

ideas

Seek creative ideas for
i how it could be in an ideal
i world H

Verify suggestions

2 = Design
with those in field

Seek practical
suggestions based on
‘Dream’ ideas

The positive nature of the approach is also adoptdte approach to questions in the
various data collection tools to encourage thetime#hinking that leads to positive
suggestions for change within the programme. Dukdmature and size of this
study, the design does not involve participantsoinducting Al interviews with each
other which is a common method of data collectissoaiated with the Al approach
as this requires training of participants in sgedifterview approaches and would not
be feasible with final year students in particulastead the researcher adopts the
structure of the Al Model, as shown in Figure 3\aldo create a design relevant to
the context of the study (Figure 4). This new desngludes the use of the 3 wishes
guestion commonly used in Al projects and alumterviews to give validity to

findings and to compensate for the perceived owesitpe nature of the Al approach.
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Figure 4: Design of study
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3.6. Limitations of the study

Limitations of the study relate to Al as an apptoand the constraints of time in
relation to the participants of the study. Simliaritations apply an Al as in action
research. O’Leary (2004 p140) warns of ‘the diffigin controlling the pace of the
research when involving a number of stakeholdershe. politics involved in
facilitating collaboration and the burden of ethiasponsibility on the researcher

(ibid pp 140-141).

Additional to these, although the focus on the fpasin Al is its driving principle, it

is also its greatest point of criticism. Grant &hdnphries (2006) conducted a critical
evaluation of the approach and cite Rogers anceF(2803), Gergen and Gergen
(2003) and Dick (2004) among those raising concamkscite Rogers and Fraser’'s

analogy to explain:
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... ask whether appreciative inquiry focused entigglythe positive risks
distortion by its emphasis of the positive, in Wy a plant may grow
lopsided as it reaches for the light. (cited byrend Humphries 2006,
p402).
Grant and Humphries suggest that ‘...the focus ort vgltgood’ be extended,
through consideration of a further definition opagciation. Appreciation may also
mean to know, to be conscious of, to take fullufisient account of...” (2006 p403).
By way of solving the issue of imbalance on theitpasside they discuss a variety of
solutions from other writers before proffering theivn suggestions. They cite Van
der Haar (2002) as suggesting that:
... focusing on discourses of evaluation that incoapthe performative
nature of language and dialogue, reflection anahioygeup towards multiple
possibilities, the co-existence of multiple socedlities, ethics and power. (op
cit pp 404-405).
and Rogers and Fraser (2003) as suggesting tlegrobers:
... focus primarily on Ai as a means of evaluatiaskreowledging that the
approach is better suited to certain situationsh s long standing
programmes which may require an infusion of posigwergy, or when the
purpose of the evaluation is not to identify unkngevoblems but to identify
strengths and build courage (cited by Grant and ptuias 2006, pp 405).
Finally, on this point, they cite Alvesson and xe@000) as highlighting the
importance of reflection in the action researclcpss as a means to evaluatiop €it
p406). Grant and Humphries suggest that solutiemnd to focus evaluation on
outcomes of a project rather than on the appreeiatiquiry itself and ‘...suggest

adoption of a critical, reflexive approach to tivaleation of appreciative inquiry’

(ibid p406).
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To account for any imbalance in the study as adtre$iocusing on the positive, an
evaluation of the process itself was built in te ftructure for data collection and
participants were given opportunities to expressiselves from a negative

perspective as discussed later in chapter 6.

Consideration of timing in respect of the acadeysiar in relation to recruitment of
participants was also important, as was being ¢ousof examination times, class
timetables and respecting the workload of bothesttgland lecturers. Consideration
of time was also required when choosing and desigmethodologies, data
collection tools and methods of analysis baseheratnount of time students and

lecturers were likely to give up in order to pagate in the research.

3.7.  Ethics

All Dublin City University conducted research idbgected to an ethics process
through which it is checked for risk to the papants, the researcher and the
University. This research project was passed thrdhg process and deemed to be
low risk. Throughout the study, ethics was a comsition of the researcher who was
continuously guided by the advice of her superyisgw processes of the School of
Educations Studies and the University. All par@ifs were given an opportunity to
opt out of their involvement in the research at poyt and permission for use of
recording devices and their responses in the dassalgo sought. Alumni
interviewees were given an opportunity to reviewirtinterview transcripts prior to

analysis and offered an opportunity to change at taxt.
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3.8. Design of study

Reed (2007 p94) suggests an Al study ‘... will invodveeflective and responsive
approach, on the basis of emerging ideas, ratherliking carefully planned in detail
before the study begins.” However, she also higitdighis as a point of contention for
postgraduate students who may need to show elemieplkznning as an academic
requirement. For the purposes of this study, reseguestions of the study were
worked into the 4-D framework of the Al model andding affirmative Al questions

were used to give a positive focus to the reseascam Al project:

Discovery — Appreciating what is
What does the course do well in relation to divgesi

Dream — Envisioning what might be

Building on findings from the discovery stage, wiatuld participants
envisage as the ideal in terms of how the courspgres students for
diversity?

Design — Constructing what should be

What could the course do to incorporate the ideailssaged in the Dream
stage?

Destiny - Empowering what will be

What actions are suggested to ensure the impletrentd ideas founded in
the design stage?

3.8.1. Choosing an Affirmative Topic for the researh

Central to the 4-D Cycle of an Al project is thH#irmative Topi¢which acts as a
positive focus for the inquiry. Cooperridetral (2003) suggest affirmative topics
have the following characteristics:

* They are affirmative or stated in the positive

* They are desirable; that is, they identify the oties that people want

» They are topics that the group is genuinely curang wants to learn more
about

* They move in the direction that the group wantgdon.
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For the purposes of this stusfaluing and Embracing Diversityas used as an
affirmative topic to give focus to the inquiry. Thee of the words ‘valuing’ and
‘embracing’ would allow the inquiry to focus on hdhe current and envisioned
practice of the programme in relation to diversityg the affirmative nature of the
words encourage a positive approach to thinkingiabiversity. The affirmative
topic hence became the focus of the data colleeti@ments of both the student

guestionnaire and the lecturer exercise.

3.9. Approach to data collection

An eclectic approach to data collection was empldgeensure that a diversity of
contexts was explored and to add rigour to thealvndings of the study. This is
commonly referred to as triangulation and is ‘tse of two or more methods of data

collection in the study of some aspect of humarabeur’ (Cohen et al. 2000 p112).

An outline of data collection methodologies is disged under the headings:

+ Review of Course Content

« Student Lecture

+ Lecturer Workshop

« Using the ‘Three Wishes’ question for rigour

« Interviewing Alumni for rigour

3.9.1. Review of course content
This involved a review of the programme intentians the aims and
objectives/outcomes of all modules for the progranmrelation to the knowledge,

skills and values deemed by the literature to bevamt to diversity education.
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3.9.2. Student lecture

Final year students of the course are requiredk® two research modules in
Semester 1 of their final academic yda$313 Developing a Research Perspective
andES314 Project Which is an action research project. Through dismns with the
Year Head, who delivers both these modules, itagased that a two-hour lecture
slot could be used for the researcher to introd\laes a qualitative research approach
similar to AR. This would serve the learning neetithe students as well as creating

an opportunity for data collection for the research

As students are undergraduates, and in most cga@slg about how to conduct
research for the first time, their learning of teeearch modules had focused
predominantly on Action Research as an approaetadtimportant, therefore, to set
objectives that created a learning opportunitystadents but not to cause confusion
for them with respect to their own module learni@gnfusion as to the purpose of the
lecture or how the Al approach worked could aldedfthe gathering of usable data
for the study. The following objectives for the dnt lecture were set to guide the
researcher, to ensure ethical considerations,@attlé communication with the Year

Head.

- To deliver a teaching session that focused on Alragpproach and to
compare Al to AR

« To use an Al questionnaire as a practical oppastdar students to
understand how the model works and how affirmafwestions are used

- To use the questionnaire to gather usable dathdéaresearcher by using
student understanding and experience of diversitijne course as the topic to

be explored
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- To take account of ethical considerations in dejiwe the session and the
gathering of data; informing students of the puepokthe purpose of the
research, the right for students to participatetaedntentions of the
researcher in relation to confidentiality and ukdaia gathered from them.

Taking account of the limitations of the Al apprbdsee 3.5.) the Year Head was
invited to attend the lecture as an observer amoitaplete an evaluation sheet at the

end (Appendix A.)

3.9.3. Lecturer workshop

The Lecturer Workshop would follow the same appnodtovould begin by
explaining Al as an approach and use the exerbmsets to take participants through
the stages of the Al model with a view to gathedaga relevant to the research.

As Al is a new approach to research in educatiooatexts, most lecturers would be
unfamiliar with it and the model and the use oirafétive questions/responses to
gather data would require explanation. As withghelent lecture, it was therefore
important to plan with a view to clarity around ttheal purpose of the workshop, the

basic tenets of the approach and the relevandeststudy.

To allow for a more relaxed environment, an indelggrn observer was not used in
the lecturer workshop. Participants instead woolmglete an evaluation sheet that
focused on the delivery of the workshop and thpinions on the use of Al as a
methodology. This would be used to evaluate theofi$e in the study, taking
account of the valued opinion of the lecturers #uear knowledge and experience of

educational research.
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3.9.4. Using the ‘Three Wishes’ question of Al forigour

A common question used in Al studies is to aski@gagnts if they were given three
wishes in relation to a situation or topic what Vabtiney be? This question is
commonly used as@reamquestion and can be less constraining than ottstiye-
only questions used in Al. For the purpose of ¢higly theThree Wisheguestion

was used to get comparative data in relation tm#searising across the other stages

of the study.

In the case of students this would be requestaedater date to the completion of the
guestionnaires so that they would not be led byesponses they had just given in
the questionnaire. For lecturers, it would be adlitaahal question on the exercise

sheet after the Four-D stages were completed.

3.9.5. Using alumni interviews for rigour

Once the findings of the Four-D stages of the mebeaere established, six alumni
who are, or have been, working in educational caateould be interviewed with a
view to establishing what they believe are relecra@nges or improvements to make
in relation the programme preparing future studéomtsliversity. Interviews would
address the themes arising from findings of thdysand would ask interviewees to
consider the implications of the findings basedhwr experience of diversity in their

own educational roles and contexts.

One-to-one, semi-structured interview would be useghther data from the alumni.

‘With semi-structured interviews, the interviewerasha clear list of issues to
be addressed and questions to be answered. Howéweinterviewer is
prepared to be flexible in terms of the order inahithe topics are considered,
and, perhaps more significantly, to let the intewwdevelop ideas and speak
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more widely on the issues raised by the resear@heranswers are open-
ended, and there is more emphasis on the intereieadorating points of
interest’ (Denscombe, 2007 p176).
3.10. Conclusion
This chapter placed the study in its philosophggalinding and described Al as an
approach similar to AR that would act as a striecand focus to the gathering and
analysis of data. An Al approach is grounded inaaonstructivism but limitations

of the study required that the study be more canstist than social constructivist in

its approach which is more fitting with the contekthe study.

The design of the study involved a review of progmze and module intentions, and
the gathering of data through student and lecyuestionnaires and exercise sheets
structured using the Al model. Thee ‘Three Wisliggstion of Al would be used to
add rigour and validity to the overall findings ahémes arising from the study
would be further compared to the ideas and suggestf alumni based on their
experience of the programme and their real lifeeedgmces of diversity in educational

contexts.

The next chapter looks at how the data was colllezmtel analysed and identifies

emerging themes.
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CHAPTER 4 — DATA COLLECTION AND ANALYSIS

4.1. Introduction

This chapter focuses on the collection and anabfsikata across the study. It begins
by discussing collection and analysis through tts three stages of the 4-D
structure,Discovery, DreamandDesign(The fourth stage)estiny represents the
recommendations of the study and is discussed ap€h6). The findings here are
compared to findings from thEhree Wishes questido add validity. This chapter
then goes on to analyse data from the five alunterviews and to compare what
alumni say about their preparation for work in tiela to diversity and in particular

relating to knowledge, skills and values and thesrtés arising from the 4-D stages.

Analysis of the 4-D stage begins with fBscoverystage and the affirmation of what
the programme does well. This is demonstrated tirakie review of the programme
and module intentions coupled with what lecturerd #nal year students say in the
Discoverystage of the questionnaires and workshop exesbisets. It then looks at
the findings from th®reamandDestinystages of the lecturer and final year student
data and what themes arise in relation to sugggstegfamme change or

improvement in relation to diversity.

4.2. Data analysis approach

The study uses a mix of content analysis and theranalysis.
Content Analysis involves establishing categories thhen counting the
number of instances in which they are used in &.tekis a partially

guantitative method, which determines the frequesnof the occurrence of
particular categories (Juffe and Yardley 2004 p56).
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Content analysis influenced the approach to arsabfsihe module intentions and the

data arising from the ‘three wishes’ questionshm participant data.

Thematic analysis was used to analyse participaiiat @hd to analyse findings across
the study through themes. Boyatzis (1998) suggeiteme is
... a pattern found in the information that at minrmdescribes and organizes
the possible observations and at maximum interasects of the
phenomenon. A theme may be identified at the msiiéxel (directly
observable in the information) or at the latenelgunderlying the

phenomenon). The themes may be initially genenatdactively from the raw
information or generated deductively from theorg @nior research. (p4)

He further suggests that thematic analysis

... enables scholars, observers, or practitionenséoa wide variety of types
of information in a systematic manner that increakeir accuracy or
sensitivity in understanding and interpreting oliaBons about people,
events, situation and organizations (p5).

A further advantage of thematic analysis pointedoyuBoyatzis is that it ‘... offers a

vehicle for increasing communication in ways tlesearchers use various methods

can appreciate’ (ibid p5).

From a practical point of view, Crabtree and Mi@999) suggest a template

approach to analysing data which influenced theofiddicrosoft Excel spreadsheets

to create templates for storing data and notingngseemerging through the data.

4.3. The Discovery Stage - What the programme doesel|

This stage begins with discussions on specificifigsl from the review of literature

which offer a basis on which to compare programnteraodule intentions in relation
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to elements of good practice in preparing educagtadies students for diversity. It
discusses how the programme intentions relatesteldments deemed as good

practice and highlights any gaps.

4.3.1. Findings from the review of literature

The literature on diversity focuses mainly on cidtuliversity. However, as the
subject of this study is a degree that aims togneptudents as future educators, it
was important not to narrow a definition of divéysp one of culture at the risk of
negating other elements of diversity relevant stdraching and learning context of
the programme. It was important, therefore, tovalbarticipants to see diversity as
encompassing the notion of difference in all ofaisns and in doing so to allow for
cultural, geographical, physical, intellectual rleag, and other differences to be

included in the data.

In order to address this, the review of literateceto the formulation of the following
definition of diversity that was explained to batindents and lecturers as a definition
relevant to the context of the study:
Diversity is the multiple differences that occuthim and between individuals
and communities of individuals.
One document of practical use to the study arisimm the review of literature was
Global and Justice Perspectives in Education (Eredd 2005) which is a review of

literature conducted by The DICE Project (Developté Intercultural Educatioriy

It reviewed ‘...the existing body of internationaldalnish literature pertaining to

12 DICE works to integrate development education within initial primary teacher education and operates against five
colleges of education in the Republic of Ireland. DICE website: www.diceproject.org
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development and intercultural education” (ibid @=)r ease of reading this will

hereafter be referred to as the ‘DICE Review'.

The DICE Review offered a comprehensive list ofredats deemed relevant in the
preparation of teachers in global and intercultedalcation. It categorises these
elements under three themesig@itive Values and Attitudesand ills and
Competencie@bid pp13-23). For the purposes of this study,lists were used as a
checkilist for good practice in terms of preparihglents for diversity. Although the
focus of the DICE Review was on preparing futueehkers for the global and
intercultural dimension of teaching, it includelredge, skills and values relevant

to the preparation of students for diversity inestbontexts relevant to educators.

4.3.2. Review of programme intentions

The Online Prospectus 2009 for the BSc in Educatimh Training programme gives
the following as a programme description: ‘This rseudevelops trainers and
educators who can design, deliver and evaluateadlmange of courses in a wide
range of settings™® It further suggests that the programme will preggaduates for
employment in education and training contexts enghblic and private sectors from
‘...pre-school, through community and adult educatidrhis demonstrates the mix

of educational environments intended for graduatélse programme.

A Careers Service DCWurvey conducted in 2008 found that 35 of the fa@igates
who completed the programme in 2007, 22 were eneploy were engaged in further

study, 1 was seeking employment and 4 were notadblaifor employment? Of the

'3 Availabe from www.dcu.ie/prospective/deginfo.php?classname=ET&mode=full
4 Available from www.dcu.ie/students/careers/fdr/fdr.php3?programme=et
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22 employed all were employed in Ireland and th@rig who gave details of their
role or company were working in educational corgentthe private, community and
public sectors. This demonstrates the mix of edoicak environments in which

graduates have gained employment or further study.

TheOnline Prospectualso states that the programme focuses on thdogenent of
specialist knowledge and skills in the areas of:

» Social and personal development

* Interpersonal communications and education foricwitural and diverse

settings

» Learning styles and group development

* Learning difficulties
However, these are not explicit themes of the @nogne. Explicit themes running
across the three years of the programme are odifima printed brochure for the

programme (Appendix B) as follows and do not ineladdiversity theme:

» History, Philosophy and Sociology

» Psychology of Learning

e Curriculum

» Civil and Social Education

* Information & Communications Technology (ICT)

* Applied Teaching Strategies

* Applied Theory
4.3.3. Review of module intentions
The DICE Review proposed themes considered rel@égaetcher education in
global, development and intercultural educatiothendomains of: cognitive
knowledge; values; believes and attitudes; andssiild capacities (Appendix C). In
order to compare data with these listings, the #sai knowledge, skills and values

were used to gather data in the study. The catgjander each of the DICE Review

themes were entered onto three separate Microgo#tl Epreadsheets named as
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Knowledge Skills, andValuesand three columns were added to each enfiledule,
YearandAims/outcomes preparation for cross-checking against aimsardomes

from the programme modules as shown in the extract Appendix C below:

Figure 5: Sample of Appendix C layout — DICE Themes  and Module Data

[ Microsoft Excel - E_Module_Review_Data MEE

] He Edt Vew Inset Fomat Tools Data Window Help Ty .8 X
= P ¥ Al E - =
DEEHRISRIVE ¥R F9-0-18 -5 %S5 -0
D6 = &
A | B [ ¢ ] D [ E [ F G H—
1 |Categories (adapted from DICE)  Module Year  Aim/Qutcome Explicitimplied —
2
Development - y
(social, poltical, enirvenmental, Eé‘.;;g}tlmc, Sacial, Poltical Education 1 Appreciate relevance of CSPE in current educational climate Explicit
3 |economic)
ES116 Civic, Social, Political Education 1 Identify limitations and advancements in field of Citizenship Explict
(CSPE) Education nationally and internationally P
y . Identify and analyse equality, access and inclusion issues at
5 ES311 - Equalty, Access and Inclusion 3 Natonal anc £ 1 Fevat Explicit
| 6| [ 1
Sustainable Development
7 |(development for future generations)
8
Interdependence ES310 - Values, Identity and Reflect on the relationship between individual identity and Exolicit I
8 |(interconnectedness of peoples lives) Intercuttural Learning informed citizenship. P
ES311 - Equality, Ac and Inclusion 3 Identify and analyse equality, access and inclusion issues at Exolicit
10 - EquaEl, National and E.U. levels i
11
12
. . . . . Appreciating and having an awareness of the diverse
Cu\t_ural identity and diversity ES217 - Leaming & Psychology of 2 learning styles, needs and the variety of ethnic cuttural Explicit
{one’s own as well as others) Motivation . .
13 backgrounds in today’s learners.
ES310 - Values, Identity and .
14 Intercutural Learning 3 Analyse the role of values in erganisations. Implied
ES310 - Values, Identity and Consider how org. values impact on student's own role as Explict
15 Intercuftural Learning 3 educator/trainer. P
E=310 - Values, Identity and Reflect on the relationship between individual identity and Exolicit
16 Intercultural Learning informed citizenship. P
E=310 - Values, Identity and Explore the concept of intercultural understanding in the Exolicit
17 Intercuttural Learning affective and cognitive learning domains. P
’ Critically appraise the cognitive development approach to
ES310 - Values, ld.entnty and 3 values through a study of Kohlberg's theory of moral Implied
Intercultural Learning
18 development.
ES319 - Project 2: Learning 3 Implisd
19 Organisation Understand the strategic significance of reflection -
20
Human rights and . . . .
responsibilifies (iegislation and ES116 CSPE 1 Recognise role of C3PE in exploring themes and values in field Explict
21 | policy) of human rights, justice, community and social systems.
- ES126 - Human Development Power & 1 Discuss rights of children and experiences that influence Explict
2 Politics: teaching and learning in childhood. P -
H 4+ M]\Knowledge i Skils { Values 4] | HJJ
Ready CAPS NUM
disen| | @ (3 @ > | (4] Morosoh Ward | 5 fependces [T Mcrosott Excet - A RRUBEE BN & 74w

Taking account of the definition of diversity caitto the study, and based on the
author’s personal knowledge and experience of thgramme, two additional
categories fo6pecial NeedandLearning Differencesot relevant to, or included in,
the DICE Review categories, were added to eacheo$preadsheets to allow for their

inclusion in the gathering of data and analysisvaht to this study.
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All module descriptors for the programme were daaded from the University
website and the aims, objectives and/or learningamnes were compiled in a single
document for ease of use and reporting (AppendixEjch module was checked
against the categories listed under knowledgdsskild values on the prepared
spreadsheets and module names, aims and outcomeeentered into the spreadsheet
against any relevant category (Appendix E). Duthig process it became evident
that some module outcomes, although not expliotigted to learning in relation to
diversity, did contribute to some categories listedhe preparednowledge, Skills
andValuesspreadsheets. As a result, a further column wdscdatb note if outcomes
were explicit or implied in relation to categoridis was intended to aid deeper

analysis and reporting of findings.

For information, module codes are made up of ttierleES, which refers to the
School of Education Studies and three numberdirgtaelating to the year of study
and the last two relating to the number of the niedeor example ES125 is a first
year module in the School of Education Studies. Arglate to the broad aim of the
module and have been used where relevant in tiagdatdicate intended learning.
Module outcomes outline intended teaching/learoiaigomes of the module and
predominantly make up the data. In the cases ohadules ES218 Policy &
Structures in Educatioand TrainingandES219 Sociology of Education and
Training, information was not displayed on the online modidscriptors and at the
time of writing this information was still unavdike to the researcher. Analysis of
module intentions in relation to diversity are dissed in respect of knowledge, skills

and values.
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Knowledge

It is evident from th&Knowledgespreadsheet that most categories of knowledge,
deemed to be important in relation to preparingestis for diversity, are catered for
in some way by one or more module outcomes achesprogramme, and in most
cases in an explicit way. It is clear also thatspeead of categories are met
predominantly in first year througbhS116 Civics, Social and Political Education
(CSPE)and in the third year throudbS310 Values, Identity and Intercultural
LearningandES311 Equality, Access and Inclusidimese third year modules
dominate the data created in ieowledge SkillsandValuesspreadsheets and
appear to deliver the majority of learning in redatto diversity in the programme.

Aims of each of these key modules explain the legrimvolved:

ES310 Values, Identity and Intercultural Learneigs to:
...enquire into the nature of values and their reteean education and
training settings. The module will address the afeaalues from the
perspective of individual identity, interculturahsand the reflective
practitioner.
ES311 Equality, Access and Inclusams to:
... enable students to identify and analyse key sguéhe areas of equality,
access and inclusion of minority, ethnic and disadlaged groups in society.
Of note also from th&nowledgespreadsheet is that there is little or no intended
learning in relation to diversity in year two begbotiat relating to learning
differences, where it features strongly. Howeues likely that some learning in

relation to diversity does occur in year two througissing modul&S219 Sociology

of Education and Training.
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Finally, two knowledge categories were not matclwét any learning outcomes
from the programme. These we&astainable DevelopmeahdMigration both of
which relate more to development education andhemefore not relevant to this

study™®

Skills

The Skills categories were matched by a mix of first, secmdithird year module
aims and outcomes and in most cases in an exphgit Again, the predominant
modules wer&S310andES311delivered in the final year of the programré&ills
categories from the DICE Review relate@ommunication SkillandIntellectual
Skillswhich were both strongly matched by outcomes ffiosh and second year
modules such d@8S125 Personal Development and Communication SkidE€S114
Microteaching and Teaching Preparation, ES203 Glass Mediation Skillend

ES210 Work Based Teaching/Training PractiCategories relating t®ocial Skills

andAction Skillswere also met by modules from each of the prograryears.

As the skills deemed relevant to diversity educatarus on generic skills such as
personal development and the skills required fheoelements of teaching, these
tended to be met in a more balanced way acrosslesdnd programme years than

the knowledge categories.

Skills categories not met by any module outcomeswéisualise a probable and
preferable future; Develop relationships with peofiiom diverse cultures and

backgroundsindidentify opportunity for future actioifhe only one of these

'* Since conducting this research Education for Sustainable Development has been introduced as an element in year
2 of the programme.
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elements not met by the intended outcomes reldgaahis study wa®evelop
relationships with people from diverse cultures @adkgroundsnd this will be

referred to later as a strong theme arising irotrezall findings of the stud}f.

Values
Values listed in the DICE Review were grouped asrités usable for this element of
the study and given the following category namegheValuesspreadsheet:

* Values relating to rights, equality and freedom

* Values relating to dealing with others

* Values relating to diversity

* Values relating to communicating with others

» Values relating to taking action

» Values relevant to development education
Relating module aims, objectives or outcomes wisted against each values
category. As with th&nowledgeandSkillsthemes, most categories were met by one
or more modules. However, no outcomes from yeantee matched against any
categories in th¥aluestheme and as witknowledgethe spreadsheet was
dominated by modules ES310 and ES311. As sucheanying in relation to values
and diversity would appear from this evidence k@ tplace in years one and three
with no intended learning in relation to this elernef preparation for diversity in
year two. However, it should again be noted that@ues for the missing second
year moduldeS219 Sociology of Education and Trainangd recently introduced

elements relating to sustainable development arelikdely to meet some categories

in relation to values.

16 See Chapter 5
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There were two values categories not matched bytaaitcomes. The firsf
willingness to learn, in particular about other tules and backgrounds of all pupils
in the classis similar to that missing from tt&killstheme and relates to the need to
experience diversity which again is a strong theeress the overall findings of the
study. The second healthy scepticism towards sources of informasind media
representationselates to development education and was not deesiednt in the

context of this study.

Conclusion of Review of Modules

It is evident from the review of modules that tmegramme intentions largely match
what is deemed to be elements of good practicelation to knowledge, skills and
values. Outcomes from third year module3310 Values, Identity and Intercultural
LearningandES311 Equality, Access and Inclusexplicitly deal with diversity and
as such matched the majority of categories, pdatigun the Knowledge and Values
themes. Learning outcomes in relation to persoeaéldbpment, communication and
ICT also met skills and competencies relevant vemity, although not always
intended. However, it is also evident that the agref intended learning in relation to
diversity may be weak in year two which is the yi@arvhich the WBP opportunity

takes place.

4.3.4. Analysis of student data from the Discoverstage
Students attended a two-hour lecture on Al whidk tithem through the learning
outlined in the lecture slides (Appendix F). In peg with standards of ethics the

research purpose and intentions of the reseanghielation to the data gathered from
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them was explained and they were given an optioionparticipate in the research.
They then completed a questionnaire (Appendix GElwvivas structured using the
4-D structure of the Al model. Data from each & tompleted questionnaires was
typed into Microsoft Excel spreadsheets (Appendixbata from théiscoverystage
of the student questionnaire was entered into ttweenns:Knowledge Skills, and

Valuesand each respondent allocated a number on thiedeét side of the

spreadsheet as depicted in Figure 6 below:

Figure 6: Sample of Appendix H layout — Discovery S
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Students were asked to give three examples of ladgel, skills, and values, where
they believe the programme helped them in valumdyembracing diversity to
determine what they believed was worked well iatieh to preparing them for
diversity. Data was analyzed for common themesudised under the following
headings:

* Knowledge students deemed as helpful
o Skills students deemed as helpful

» Values students deemed as helpful

Knowledge students deemed as helpful

Several themes arose in relation to knowledge asplgping students for diversity:

* Traveller Community

» Cultural knowledge

» Special Needs

» Linking learning to the concept of Diversity

* Guest speakers

» Reference to modules explicitly dealing with divirs

» Reference to other modules demonstrating impliachiag

Traveller community

Over fifty per cent of students (14) made refereicde Traveller Community in
relation to knowledge of diversity. Of these, s%erred to learning through the first
year moduléeS116 — CSPEnNd five referred to the third year mod&8311 —
Equality, Access and Inclusio8pecific reference in relation to the Traveller
Community focused on knowledge of the Communitg aslture, their rights and the

need for acceptance as shown in the extracts terfotlowing data:

3 1st year the module on CSPE really gave me a more in-depth understanding in
the area of the travelling community.
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5 CSPE also widened my knowledge of diversity e.g. the Travelling Community,
special needs lectures.

13 Equality, Access & Inclusion - | had previously no knowledge about the
Travelling community.

14 Equality, Access & Inclusion - learning about values travelling community have

18 Learned about the Travelling Community and their diverse culture to ours

We have learned about the Travelling Community in the Equality, Access,

20 Inclusion module. The knowledge | gained about the Travelling community has
helped me to embrace their diversity in the outside world as | have a better
understanding of their way of life.

Cultural knowledge
Aside from specific references to learning in respé the Travelling Community
other direct references to cultural knowledge ve&se made and relate to

understanding cultures and the impact of haviniggint cultures in the classroom:

3 At the moment (3rd year) Values, identity and interculturalism is helping me to
learn not only about myself but different cultures as well.

4 Learnt the different ways in which cultures impact on a classroom ...

7 How to interact with different cultural backgrounds.

Special needs

Six students referred to knowledge in relationgecsal needs as being helpful in
preparing them for diversity. References relatethindo knowing and understanding
the difficulties faced by special needs students@re student referred to knowledge

specifically in relation to catering for studentgtard level:
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The difficulties learners that have a specific learning difficulty face in
educational setting

Know and understand learning difficulties facing students with specific learning
needs.

25 Accommodation of disabled students within the university environment.

Brief amounts of knowledge of special educational needs in Psychology

26 module (year 2)

Linking learning to the concept of Diversity

Some students made links between theory and teeinihg in relation to diversity as
well as the importance of factual learning and ieg¢h relation to expanding their
knowledge in the area. This demonstrates studélitydab apply knowledge across a

range of subjects in relation to the concept oédiity.

10 Theorists such as Howard Gardner had an impact on how | thought about
diversity
24 Reading
16 Discovering factual percentages of differing individuals involved in education
i.e. bigger picture
‘ 1 ‘(Curriculum Design) - Learning about how other education systems work. ‘

‘ 16 ‘Ethical implications of teaching a diverse range of students ‘

‘ 23 ‘Greater understanding of race theory ‘

‘ 25 ‘Creating lesson Plans (LPs) ‘

26 Writing Aims & Objectives for learning plans
26 Bloom - Edgar Dale

Brief amounts of knowledge of special educational needs in Psychology
module (year 2)

26

Peer grouping and group work can be used to teach more about tolerance for
and appreciation of diversity.

Reference to the concept of diversity was madelation to inclusion, students’ own

values, and teaching strategies.
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2nd year Teaching & Learning strategies help me understand that we are all

3 different and should embrace this.

7 What makes a good teacher.

8 Know and understand learning difficulties facing students with specific learning
needs.

8 Importance of inclusion in the classroom.

14 Equality, Access & Inclusion - didn't fully understand about refugees and

asylum seekers' rights, ethics and values before this.

Guest speakers

Another theme relates to the knowledge gained tit@uest speakers. Reference

was made to three guest speakers as having hélgedin preparing for diversity in

relation to knowledge and one student further ssiggkthat more guest speakers

would be helpful.

Talk by visiting lecturer from Australian University on experiences of difference

5 in Australia school system.

15 Talks by Irish educators currently working in schools dealing with diversity
would be helpful

24 ‘Guest speakers i.e. AHEAD, Council for the Blind of Ireland

Reference to modules explicitly dealing with diitgrs

Specific reference to third year mod&@&311 — Equality, Access and Inclusveas

the most prominent in the data with 15 studensrrigig directly to the module

regarding knowledge gained and two making furteérence to knowledge of laws,

which implies learning through this module. Refeeito the module was made in

relation to a range of cognitive learning suchlas:and policy; knowledge of the

Traveller Community; understanding of others; humghts; difference and
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acceptance of others and learning through the stesed as exampled in the

following extracts.

1 ‘(Equality, Access, Inclusion) - Travellers - discrimination, acceptance of others

6 Module ES311 learned what is diversity under the 9 grounds. Acts relating to
these 9 grounds.

5 Equality, Access & Inclusion has given me a much better understanding of
knowledge around the area of diversity.
Equality, Access & Inclusion - didn't fully understand about refugees and

14 - : :
asylum seekers' rights, ethics and values before this.

19 Learning about age, sexuality, travelling community in Equality, Access &
Inclusion

12 \Completing an assignment on socio-economically disadvantaged areas. ‘

Seven of the 26 respondents also made specifierefe to the CSPE module

(ES116) delivered in first year as lending to knedge in relation to diversity. Six of

these referred to knowledge in relation to the &liav Community and others in

relation to awareness, culture and human righiis teee examples:

CSPE also widened our knowledge and made us more aware of things around

us.

21

CSPE - about human rights etc. - Travellers

Reference to other modules demonstrating impliadhlag

Other modules were mentioned in fewer instancesléotonstrate implied learning in

relation to diversity. The second year moda#217 — Learning & Psychology of

Motivationwas mentioned by several students in relatiorffeziag brief knowledge

on diversity and what diversity is. Learning aboutriculum design was mentioned

by one student as offering knowledge of diverditptigh learning of other
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educational systems and the second year sociologyl@was mentioned in relation
to learning around the nine grounds of discrimomain equality legislation implying
diversity learning in year 2. Finally, in relatiom direct reference to specific modules,
the second year module on teaching strategies ls@asreentioned as helping one

student to understand diversity.

References to these modules are shown below:

3 At the moment (3rd year) Values, identity and interculturalism is helping me to
learn not only about myself but different cultures as well.

1 \(Curriculum Design) - Learning about how other education systems work.

12 Learning about the 9 grounds in Sociology and again in Equality Access &
Inclusion

26 Brief amounts of knowledge of special educational needs in Psychology
module (year 2)

3 2nd year Teaching & Learning strategies help me understand that we are all
different and should embrace this.

Conclusion

In terms of knowledge gained through the progranthreedata concurs with the
findings of the module review in that learning @ation to diversity arises from
specific modules and in particular ModE&311 — Equality, Access and Inclusion
The student data demonstrated that learning wémsib@nded and unintended, was
arising through modules across the thee yearsyasitmore prominent in first and
final year modules. The following themes represkeatareas of knowledge learning
in relation to diversity that students referredtothe course as being useful to them

in relation to preparing them for diversity:
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* The Traveller Community
» Cultures

* Special Needs

» Diversity as a concept

» Learning from guest speakers

Skills students deemed as helpful

Themes arising in relation to skills learning stutdeacknowledged in relation to
diversity centred on those relevant for practieaching and WBP, reflection, group

work and communication and these reflect the skiliggested by the DICE Review.

Work based practice

There were many references to ‘teaching practlBR) in relation to skills for
dealing with diversity. Many simply noted ‘teachipractice’ without further
comment while others linked it specifically withadieg with diversity as shown in

the following extracts:

1 Teaching Experience - Implementing skills in the work environment

2 Communication with children from different cultural backgrounds (teaching
practice)

5 Skills and knowledge learned over the two years helped me deal with
situations in teaching practice

14 Teaching Practice - encouraging non-racial abuse in class through my role
modelling.

16 Gained competencies in dealing with a wide range of students learned from
teaching practice.
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Reflection

Although not frequently referred to, some studeet®gnised reflection as a skill, as
well as the opportunity to learn new skills throubh learning derived from reflection
on and highlight the emphasis Mulcahy (2003) putshe importance of reflective

practice in diversity educatidh

Reflective practice enhanced me to think about their specific needs for
inclusion - more aware of my prejudices and values in relation to others.

24 Critical thinking
24 Reflective practice

Group work
Group work was also referred to und&ills where one student recognised group

work as an approach for their students.

Learnt the different ways in which cultures impact on a classroom - socio-
economic class - need for group work. [Knowledge section]

Under skills this student further recognised the@af group work as a skill.

Others recognised it as a means to enhance comationiskills and cooperation.

1 Microteaching - getting to work with peers and make class/lesson plan

4 Teaching methodology/strategies needed more in class to accommodate
diversity - learnt the value of the group work

7 Communications class - group work and different opinions

7 See Chapter 4, page 31.
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Communication skills

Communication is highlighted in the review of magkihs an important skill in

relation to diversity. Communication skills wereagnised in relation to diversity by

students who noted the skill in relation to thedperiences of communicating in real

life situations in the teaching practice elementhef programme.

Communication with children from different cultural backgrounds (teaching

2 practice)

Year 2 - | learned the skill of 'Listening properly' Learning to actually hear what
25 : ) i . . .

others are trying to say in reading between the lines when dealing with others.
, Communications class - group work and different opinions

Adapt material to suit different students' needs. Put role play into use
23 Ability to debate topics concerning Diversity, race, creed etc.
18 Taught me to value each person in the classroom. They are all here to do the

same thing - learn.

Values Students Deemed as Helpful

In the values section of the questionnaire, stigleete asked to give examples of

values that would indicate how the course has Bpalkty helped them in valuing and

embracing diversity. Values, for some, are notasy ¢o articulate as knowledge or

skills and, in hindsight, this question could h&veen phrased with more clarity for

example:Suggest values you have gained through your legromthe programme

that might help you in dealing with diversi#ys an instruction to students this

guestion might have gleaned more specific and cksgonses. During the student

lecture, although cognizant of not leading studentleir responses, particular care

was taken in explaining what this instruction wakiag of students. As such,

responses from students on values focused in sas&s ©n the concept of values and
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in other cases on specific values gained by theioheal as a result of learning on the

programme.

What was most evident from this element of data thasacknowledgment that
understanding ones own values and respecting thesvaf others is relative to
dealing with diversity and both are areas deemetti®ICE Review as important to
preparing students for diversity. In relation téwes learning students deemed as
useful from the programme, several themes aroseghrthis element of the student
data and are discussed under the headings: Accepaad inclusion; Appreciation of

self and others; and Ethos of programme and craghilar learning.

Acceptance and inclusion

This theme is prominent in diversity education &wtures also in the student data
demonstrating student understanding of the linkvbet values and diversity. Most
students refer explicitly to their own learned edwvhich is the intention of the
moduleES310 - Values, Identity and Intercultural Leaghneferred to in the review
of module aims and outcomes. Evidence of studanhieg in relation to values and

inclusion are shown in the following extracts:

4  |How we need to be fluid in our values and values are about perception

Thought that bringing in a person who was disabled to teach one of the modules
really helped make me think about prejudice more.

7 ‘Make all students welcome into your class. ‘

8 ‘To consider the whole class and ensure inclusion ‘

From my Teaching Practice | also learned a set of values to use in the classroom. |
then used these values | learned as a guide to my teaching in the classroom. |

20 ; ; o . ) NP

learned how to include everybody/all diversities in relation to nationality/disabilities

etc.
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7 Everybody learns differently. | know to take this on board now. Different cultures

18 [Taught me to value each person in the classroom. They are all here to do the
same thing - learn.

Appreciation of self and others

This is also a value suggested as important tasltyeeducation by the DICE review
and referred to by many students in the data. Algaiming from modul&S310 -
Values, Identity and Intercultural Learning strongly referred to in relation to
understanding their own and others’ values. Othaalutes across the programme also

feature as demonstrated in the following extracts:

Values & Identity module and Lifelong Learning - what values are and how they
affect others - my value system

‘ 2 ‘Equality Act - all have same rights. ‘

‘ 4 ‘How value systems exist within all of us. ‘

‘ 7 ‘Value yourself first so that you can understand others. Respect each student. ‘

‘ 12 ‘Through class discussions - learning other students values ‘

| am more aware of my own personal values which | feel is important to have for

13 ife.

| appreciate (and am more aware) of my own values after Values, Identity &

14 Intercultural learning

Module on values and Identity & Intercultural is v.good making you reflect on your

15 own and others values

Taught me to value each person in the classroom. They are all here to do the

18 same thing - learn.

Values, Identity and Intercultural learning - value our identity e.g. I'm Irish

19 Guest [Australian] speaker - value of identity, spirituality

Each of the above [CSPE, Psychology, Equality Access Inclusion] has taught me

21 how my value system works and has taught me to value people who are diverse.
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‘ 24 ‘Awareness

In Values, Identity & Multicultural learning - much to do with values in diverse

26 contexts

Ethos of programme and cross modular Learning
Observation of how lecturers and staff conduct thedawes and how the programme in

general has impacted on students’ own values vgaseaident:

1 Evaluation module - ethics of working with others
CSPE - To value all people and customs. Understand before judgement.

4 Thought that bringing in a person who was disabled to teach one of the modules
really helped make me think about prejudice more.

‘ 8 ‘Understand the laws around diversity.

9 |Equality in education. A lot more about values in education

The ed and training course as a whole has an emphasis on the value of treating

10 every diverse individual student (as a future teacher) equally.

‘ 12 ‘I think values has run through all modules so far

Insight into the holistic learning that's done by students, which may not always be

16 clearly evident.

From my Teaching Practice | also learned a set of values to use in the classroom. |
20 then used these values | learned as a guide to my teaching in the classroom. |
learned how to include everybody/all diversities in relation to nationality/disabilities
etc.

Each of the above [CSPE, Psychology, Equality Access Inclusion] has taught me

21 how my value system works and has taught me to value people who are diverse.

‘ 22 ‘Each module highlighted the importance of respecting everyone's values ‘

‘ 23 ‘Equal treatment of student(s) on teaching practice with special needs. ‘
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Conclusion

Greater clarity in what was required of the studweight have gleaned more explicit
data in relation to values students attribute &rtlearning on the programme.
However, the data did demonstrate students’ alditglate the importance of values
in relation to diversity in education and in pautar how understanding of one’s own
values can help in appreciating others. Through/ddaesdata, students also
acknowledge the development of their own valuesutjn learning across the

programme.

In terms of individual values attributable to leagon the programme, instances in
the data explicitly related to the valuing of orlgegbe valuing of others, the valuing
of difference, the acknowledgement and appreciaifasther cultures, an
appreciation of peoples’ rights and legislatior #aluing of identity and
individualism, respect of others and a valuinghaf heed for inclusion in educational
contexts. Most of these values are included invdtees set outlined in the DICE
Review. The values element of student data higtedan acknowledgement and
appreciation of diversity learning in relation talwes across the following areas of

learning:

Learning about:

« Acceptance and inclusion
- Appreciation of self and others
+ Learning from the ethos of programme

« Learning about values through applying learningssmodules.
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4.3.5. Analysis of lecturer data from the Discovergtage

Similar to the student lecture, a workshop on Aswiaed as a means to introduce
lecturers to Al as an approach, to demonstratprbeess of the exercise, and to
gather data. On agreement with the Head of Schaihff memorandum (Appendix
) was distributed at a staff meeting inviting agaulc staff involved in the

programme to attend a workshop on Al. The memonanelxplained the dual purpose
of the workshop. Initial interest was high but, doe variety of commitments,
attendance on the day was low with only six leggiegtending. A further workshop

date was offered to those who expressed intergisilljnand four more attended.

Participating lecturers were taken through thermgation shown on the lecturer slides
(Appendix J) before completing an exercise sheppéhdix K) and a short
evaluation sheet (Appendix L). Both workshops waetvered in the same way

using the same resources to ensure consistenicg mathering of data.

As with the students, lecturers were asked to lgghinstances under knowledge,
skills, and values, where they assist(ed) in piagatudents to value and embrace
diversity. As with the student data, lecturer resgas were entered into spreadsheets
(Appendix M) and data from tHRiscoverystage of the lecturer exercise sheets was
entered into three columnsnowledge Skills andValuesand each respondent was
allocated a number. Data was analysed acrossé¢hgethknowledge, skills and

values.
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Knowledge

Responses in relation to knowledge were limitedctvivas expected given that there
are few modules that explicitly prepare student®iation to diversity. However,
reflecting on their own practice, lecturers dicerab ways that their approach could
lend to student learning in respect of diversitamindirect way as evidenced in the

following extracts:

There are no specific elements in my modules which deal explicitly with
diversity as a concept. However, | would bring students attention to the fact that
9 we are living in and will increasingly experience diversity in educational
environments and that we have a responsibility to be sensitive to and
acknowledge such diversity.

Facilitating students in their learning and understanding of the need to avoid

10 labelling others because of our prejudice.

Others referred to the explicit knowledge in relatio diversity taught through their

entire modules:

Introduce students to concept of equality and how it relates to diversity

8 Outline legal framework for equality, diversity in schooling
Consider 9 grounds for equality legislation
Reflect on research into issues of equality and diversity

Designed a module to introduce students to concept of diversity - module aims
to prepare students for working in a diverse society.

There was evidence also that some lecturers seesitivas a natural theme of
teaching and refer to how they bring the theme imtalules that have no direct

requirement to deal with knowledge in relation ieegsity:

The modules are designed to include all, provide access and empower all

10 students regardless of background.
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Within ICT, [I] introduce Gardner's theory of MI [Multiple Intelligiences] to
3 enable students to better understand how to facilitate individual learner needs
and preferences (learner diversity).

Mircroteaching - to use various teaching approaches and appeal to different
stimulus as every student learning in their own way.

Skills

Lecturer references to skills relating to prepastugdents for diversity were also
limited. References that explicitly referred to deping skills centred around
methodologies, the ability to reflect and the &piio plan or design courses with

respect to diversity, as shown in the followingrayées:

Skill of varying the stimulus and using AV aids to teach effectively to different
types of learners

Students were asked to apply knowledge by producing website/printed
3 materials that reflect recognition of learner diversity (in terms of learning needs
or preference (learner diversity).

Through reflection on readings around diversity, prepared students to put
theories into practice. Skill to design course on diversity.

7 ... offering practical, problem based learning approach to the topic.

One lecturer further observed a need to changednigiethod of assessment to allow

the application of knowledge and values:

Students facilitated in reflecting on diversity in own personal context. Could do
8 more here - terminal exam undermines application of knowledge and values in
specific contexts.
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Although acknowledgement of skills explicitly reddtto diversity learning was
limited, as with knowledge lecturers referred tdlskhat might lend to the

preparation of students for diversity in an uniulesh way:

Students are encouraged to develop skills in self critical reflection. Groupwork
can also help to develop student awareness of difference and diversity. This
can be useful in dealing with diversity and particularly any difficulties that may
arise in diverse settings.

perhaps the areas where this does occur is when teaching about issues such
as 'learning styles' where student teachers need to appreciate that they are
teaching 'individuals' and that teaching methodologies must be adapted

2 appropriately.. In this siatuation the skills would relate to the different teaching
methodologies employed reflecting the various learning styles or needs.

Values

In the data arising from théalueselement of the lecturer exercise, lecturers reterr
to specific values they either demonstrated toesitsdthrough intended teaching
relating to diversity or through values they moeelbr supported.

Specific values referred to in the data were; deawyg consensus, respect, tolerance,
appreciation of others, learning from others, sglireness, empathy, understanding,
objectivity and neutrality of research, pastorakc@ncouragement, and the valuing
of diversity itself. All of these values are deeniegbortant in respect of diversity and
education as outlined in the review of module a@mg outcomes. Examples of

lecturer responses in relation to values are shiowime following data extracts:

Specifically designed module to allow students to critically reflect on espoused
4 values and the reality of holding such values and living through them in a
diverse setting.

Showing students how diversity can enhance the learning experience.
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Use case studies to help students develop empathy and understand diversity in
people’s lives.

There is a range of values that the course implicitly and explicitly promotes and encourages and
9 these are linked to ideas of professional competence. Those skills would be tolerance,
understanding, empathy, pastoral care, respect and encouragement.

Ultimately the purpose is to awaken students to the notion that some may not
6 be as objective or neutral as they think - key questions are who funds it? Who
controls it? Whose questions get asked? Who gets to decide?

It should be noted that one lecturer highlighteslrtdisagreement with focusing on

values and alluded to a values free teaching emviemt:

| attempt at all times to present academic content in a value free environment.
If I make a value judgement, | explain beforehand that it is a personal value.

This comment demonstrates an awareness of theforeeaution around the
transmission of personal values in education amshgthens the importance of a
values-clarification approach (Raths, Harmin andd@is, 1966) to diversity
education discussed earlier in the literattiamd the importance of education studies

students having an understanding of values in educgenerally.

Overall, lecturer data on values demonstratesnip@itance lecturers put on both
intended and unintended learning and the recognikiat values are being transmitted
through the manner in which the programme itsedtigctured and delivered. It
implies that lecturers are conscious of valuesdingl and the impact of values on

diversity and other aspects of teaching and legrnin

'8 See Chapter 2, page 29
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4.3.6. Conclusions to Discovery Stage analysis

In theDiscoverystage the review of module outcomes affirmed t@afprogramme
learning intentions were strongly related to thewledge, skills and values deemed
important in relation to preparing students foredsrty. However, it also highlighted
the fact that learning occurred mainly in years ané three and through specific
modules. This suggested a possible deficit in lagrapportunity in year two that
when accounting for the learning likely to happemtugh moduld&=S219 Sociology of
Education and Trainingnay not be as significant as it appears. Also exittem the
review of modules was that the programme did npeapto offer opportunity for

students to experience diversity or to learn aldoedrsity in practical ways.

Participant responses also affirmed in the castuofents that learning in relation to
diversity through knowledge, skills and values weaglent and could be related to the
type of learning deemed relevant in the DICE Revi8imilarly, although some
lecturers are not involved in modules explicitlynad at preparing students for
diversity, it was evident that implied learning waking place and that indirectly
students were learning in relation to knowledgélssland values, at varying levels

across modules in the programme.

4.4. The Dream Stage - Envisioning What Might Be

For the purpose of this study, tBeeamstage acts as a means to engage participants
in positive creative thinking in relation to thegsdilities for preparing students for
diversity. In doing so, thBreamstage aims to lead them to creative, realisable,

suggestions for programme improvement indestinystage. In th®reamstage,

94



participants were asked to think ‘big’ and thinkatively to express what they would

like the programme to do in an ideal world in prapg students for diversity.

Judging from the data, not all participants were &b express themselves in the
creative way required of tHereamstage and some data was more akin to the
pragmatic suggestions expected inErestinystage. This meant that some
individual’'s responses in tH2reamstage were not dissimilar to their responsesen th
Designstage. However, as the purpose ofllineamstage was to lead participants to
theDesignstage and practical ideas for improvement this nedsn issue for the

research.

As a consequence, the data fromEmeamstage of both student and lecturer data
was checked for any practical suggestions madatiicypants that were not built
upon or appearing in tHeesignstage of their responses. This was to ensure no

relevant data was omitted in the analysis.

4.4.1. Analysis of student data from the Dream stag

Overall, students demonstrated they were ablegdhebreamstage to focus
positively on what they believe the programme ‘dtooffer students in relation to
diversity and to translate their ideas into pradtgolutions in th®estinystage as

shown in the following extracts:
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Dream

Destiny

Travelling to another country and
learning in a different university for 1
academic year. As teachers we would

Have shared lectures through video imaging
with students in another country.

1 ; . )
gain more experience of different
education systems. As students
travelling is a very valid life experience.
Culture: learn more about culture Develop within modules so they incorporate
3 |diversity from an early stage — help you |[culture diversity in a more holistic manner e.g.
value and appreciate it more. in web design.
6 How to cope With pgople With specific Get speakers in.
learning difficulties in education today.
Possibly more knowledge on different  [Incorporate modules on special needs and
cultures, special needs and what can be [culture into the degree.
the range of diversity, which could exist
10 in students in our future classes.
Because of lack of teaching experience, |Organise social events where one could meet a
I would find it daunting to be facing the |more diverse range of people.
‘unknown'. Meet a more diverse range
of people. Guest speakers
Diversity - differences between people, [Members of the Travelling Community are
cultures, we don't have to leave the involved in Youth Reach projects and | think if
country to see cultural differences or given the opportunity would guest lecture in
19 [diversity in our community. It would be |DCU to inform and teach us about their way of
great to see more individuals from the [ife.
travelling community involved in college
courses, though | understand it is not
part of their culture.
We were discussing this issue in Set up a committee to meet with members of
Equality, Access, Inclusion, what we the Travelling Community to mediate between
had heard about this particular them and lecturers etc. in the school of
community and what we actually knew education.
19 |about them. Had any of us ever had any

interactions with members of the
travelling community? it would be very
educational if they were to guest lecture
and inform us of their way of life.

Although the ‘dreams’ at first glance are not elabt® dreams, there were distinctions

between what the student deemed as the ideal aattinvdy believe the programme

could do to realise some or all of what they ‘dredhof. For example, student

number 10 above dreamed of seeing more membehg diravelling Community in

education and having first hand experience of tlavdlling Community in order to

understand their culture and educational needshdeajoes on to suggest the
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Programme develop links with those in the Travgli@ommunity who are involved

in Traveller Education and YouthReach programmesutual benefit.

4.4.2. Analysis of lecturer data from the Dream sige

Some lecturers also only used tieamsection for practical suggestions for

programme improvement in relation to diversity whothers were more creative in

their ‘dreaming’ leading to practical solutionstie Designstage as shown in the

following extracts:

Dream

Design

Experience diversity in real-time
through working in a range of settings

Build in a work experience element into the

4 |e.g. Erasmus year where students roaramme
travelled outside of Ireland to brog
experience diverse cultures.
Amalgamation of classes (some of the iiv all | . f ol
internationals students could join some Easily allow some amalgamation of classes
7 |classes to discuss how their - | teach two separate groups that | feel
; L : would benefit from each other’s
experience of learning in their cultures exDEriences
differs from Irish models). P '
Would like to get students to engage in
g:\r/ee?tsi%(/)n:iitﬁte\;v;rrgfgﬁ Igedgsstpemflc Better links with project module.
speakers and/or placements.
8 |Would like students to work on an Better use of tutorial time and other
equality proiect members of staff with specific skills i.e.
q Y project. drama.
Would like tutorials in which we used
role play etc. to promote skills and Have a number of speakers to be part of
’ input.
empathy.
That the students could spend a Develop links to schools/colleges in order to
semester working in a diverse allow some degree of practical engagement
environment. with such environments
9 |That they [students] could have guest | ii dule/ . ¢
lectures from experts/participants De\(/je |0p a zpehc' Ic Tdo v ehor senles Ob
in/from internationally based diversity mo kl.J es W r:C would teach people about
backgrounds working in these environments.
10 Greater exchange with other students Develop a student exchange programme.

of different nationalities.
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4.5. The Design stage - Constructing what should be

TheDesignstage builds on thereamstage and seeks participants’ practical ideas for
programme improvement. This element of the datiagsnost important in the study

as it allows for the collective creative and prealtisuggestions for improvement to

come through and gives voice to the participants.

Any practical suggestions arising in theeamstage of the data were carried forward
to theDesignstage for inclusion in the analysis. In the studprestionnaire students
were asked to complete a section entiDestiny Stagas the final stage of the
guestionnaire. However, this section was remowveh fthe analysis sheet as it
became more apparent that estinystage would represent the recommendations
arising from the overall findings of the study.drder to ensure that no relevant data
arising through this element of student data was lndividual responses were
checked against responses given indbksignstage and any additional suggestions
were included in th®esignanalysis. Once these adjustments were made, the

resulting data was analysed for common themes.

4.5.1. Analysing student data — Design stage

Several common themes were evident in the respgnses by students in the
Designstage. These themes are listed in Table 2 alotigtihe number of students
who made reference to them. Themes are then dextuwgth extracts from the data to
explain. Some extracts also include student regsoospart responses from the
Dreamstage in order to add clarity in some instanceglevant data in others.

Where data is used from tbeeamstage it is followed by [DREAM] to denote that
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the reference can be found underEweamcolumn of the analysis sheet (see

Appendix H: Student data Dream/Design).

Table 2: Themes arising from the Design stage of st  udent data

Theme Number of
Students
Experiencing Diversity 20
Practical Experience & Teaching Practice 17
Guest Speakers 11
Diversity as a Module or Theme 11
Special Needs 9
Practicalities of Course Time 7
Research and Evaluation 4
Planning and Design 3
Students as stakeholders 2

Experiencing Diversity

Of the 26 student respondents, 20 referred in seayeto the need to experience

diversity during the programme. Some referred ec#jg aspects of diversity such as

special needs or culture, although the majoritgmrefd to diversity in general.

Suggestions offered by students for experiencingrdity through the programme are

summarised as follows:

» Student trips to diverse settings

* Work experience in diverse settings

» Voluntary work with organisations dealing with disiy

* Extended ‘teaching practice’ (WBP) time

» Guest speakers with experience of diversity in atian

* Guest speakers with experience of specific fornmdivadrsity

* Forming partnerships with organisations dealindnwlitversity
* Opportunities to learn from other students fromedse backgrounds
» Opportunities to teach students from diverse bamkapls

* Inclusion of diverse students and staff in the progne

* Organise social events where students could megige
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The following extracts from the data give a craasigle of some of the these:

Teach students from different backgrounds to have diversity experience in our
teaching.

Trip out to see other cultures in their environment e.g. Pavee Point, Polish
15 |Community Group - Work experience in this area i.e. must do work practice in
CRC, Nat. Rehab Centre or area similar.[DREAM]

Addition of weekly lecture time, with a focus on more teaching practice. This would

16 allow for students to experience as much diversity in education as possible.

Include a "voluntary work" assignment and reflective log based on an area of
diversity (e.g. spend X hours per week in the Irish Wheelchair Association and
26 |write a reflective log on it).

Organise to visit or become members of different organisations such as Dyslexic
Assoc. of Ireland or Pavee Point.

More guest speakers who have topic knowledge and have proper resources before
going to class. Bring in experts in selected fields.

A day for all people to get to know each other. This would include a lecture/class

20 on Embracing Diversity. [DREAM]

20 |Set up an "Introduction Day" to embrace diversity.

Practical Experience and Work Based Practice

While there were some suggestions put forwardlatiom to the need for additional
knowledge or theory it was evident through the ggtigns made in thBesignstage
that students are calling for more opportunitiepubthe knowledge/theory gained
into practice. Some students expressed expli¢ity they felt unprepared to deal with
diversity or they needed more ‘hands on’ experieasecdemonstrated in the following
extracts. These students went on to give positiggeastions for improvement in the

programme:
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More practical strategies needed to help deal with issues in relation to special
needs. A field trip or immersion into a special needs school to see what works and
4  [the reality rather than just theory as we learn in DCU.

| feel | am unprepared on a practical level to deal with children and special needs
and diverse culture backgrounds. [DREAM]

In the Advanced Teaching Strategies module could incorporate more about
diversity to help link them together and be more useful to us practitioners in the real
world.

Hands-on experience with various groups. While a lot has been covered in class |
feel that only so much can be explained from a theory perspective. | think that the
best way to fully comprehend something is by actually experiencing it or teaching it
i.e. microteaching. [DREAM]

12

If practical hands on experience was not an option, which ideally it should be, |
believe microteaching would be a viable solution for sourcing courses dealing with
diversity in further ed situations which deliver courses similar to the 9 grounds e.g.
Fetac Multiculturalism.

12

From completing this course | would have liked to actually practically be taught how
21 [to teach people from different backgrounds and people with diverse styles of
learning needs etc. (special educational needs). [DREAM]

Set up a module specifically related to diversity - "embracing and teaching

21 diversity"

The following list summarises suggestions madetbgests in relation to the need for
more practical experience which is followed by epéaa from the data:

* More time allocated to teaching practice

» Teaching practice in diverse settings

* \Visits to diverse settings for assessment of needs

» Diversity as a topic within teaching practice madul

* A practical or skills module

» Tutorial time dedicated to practical skills

» Practical skills/ideas in how to teach studentsfspecific diverse
backgrounds

» Use of case studies of good practice

» Student research and projects in diversity

» Planning and designing for diversity (discussedsaply as a theme)

1 Teach students from different backgrounds to have diversity experience in our
teaching.

5 Instead of or as well as having a tutorial on Wednesday, an hour long session on
special needs each week for 12 weeks could work well.
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How to cope with people with specific learning difficulties in education today.[DREAM]

6

Have a longer time allocated to the module on Teaching Practices.

'To show how diversity can impact your classroom more, give ideas about how you
7 include these students into the classroom situation. They should also explain how

to deal with these students if behavioural problems arise. It should define the topic
more and give full text support.

To speak to parents and students who encounter problems around diversity.
g [To speak to guest students with diversity issues

Practical examples in class situation where diversity has been "embraced"
[DREAM]

Give case studies and discuss options or perhaps visit students with diverse needs
in a school situation and make an assessment.

9 ‘Longer time on Teaching Practice.

Student placements held in FECs [further education colleges] delivering SLOs
12 |special learning outcomes] in FETAC "cultural" courses would also add to their
abilities and attractiveness to future employers.

Some sort of anti-racial campaigns in classrooms through our teaching practice or
in another module all together. [DREAM]

Could incorporate the topic/task into the teaching practice
Encourage fundraising to fund the campaign.

14

14

Show how to get curriculum that values diversity [DREAM]

22
Set up a module that shows you practically how to teach and embrace diversity

Going out on visits to schools, which are multicultural - multi-diverse so as to see
26 ffirst hand what's needed in terms of their education and how education students
can be trained better to cater for these learners.

Guest Speakers
There was a strong calling from students for theduction of, or increase in, the use
of guest speakers in modules to allow them to:

* experience diversity

* learn from those from specific diverse backgrousdsh as people with
special needs or from varying cultural backgroumiselation to their own
personal and educational experiences

» learn from those who are dealing with the issuasdhise in relation to
diversity in educational settings

* learn from those working in non-profit organisasand agencies dealing
directly with issues relating to diversity.
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Samples of such suggestions are outlined below:

Bring in people to talk about their issues living in a different culture.
4 |People with spec. needs to talk about their needs and what strategies would work
for you.

More guest speakers who have topic knowledge and have proper resources before
going to class. Bring in experts in selected fields.

Bring people in from outside orgs who are dealing with diversity - show them what
15 |course is about. This will encourage them to accept students from this course on
work experience

16 ‘Increase in funding for guest lectures and additional modules

It [programme] could also get a range of people from different cultures to come in

18 and talk about their cultures and traditions.

Members of the Travelling Community are involved in Youth Reach projects and |
19 think if given the opportunity would guest lecture in DCU to inform and teach us
about their way of life.

Maybe just guest speakers with experience and withdraw from actually being

25 invited into the diverse environment i.e. YouthReach or One Family or Age Action.

Diversity as a Module

There was much reference to the need for a mogelafecally for diversity in the
student data, in some cases based iDtkamstage as a desire for more knowledge,
and in other cases for more practical experiendeasning. In most cases these
suggestions for a specific module related to speei@ds There were also calls for a
general diversity module and a module on multicalism as well as additional

lectures in specific areas of diversity.
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Develop within modules so they incorporate culture diversity in a more holistic

3 . .

manner e.g. in web design.

Possibly more knowledge on different cultures, special needs and what can be the
10 range of diversity, which could exist in students in our future classes.

Because of lack of teaching experience, | would find it daunting to be facing the
‘'unknown'. Meet a more diverse range of people. [DREAM]

10 |Incorporate modules on special needs and culture into the degree.

More classes relating to the issue of multiculturalism and interculturalism diversity
[DREAM]

More classes on multiculturalism could be implemented so we know and are aware
of different issues.

13

13

Addition of weekly lecture time, with a focus on more teaching practice. This would

16 allow for students to experience as much diversity in education as possible.

16 |More diversity based modules e.g. special needs teaching module.

Set up a module specifically related to diversity - "embracing and teaching

21 diversity"

22 |Set up a module that shows you practically how to teach and embrace diversity

However, in relation to the need for more lecturexiules on diversity, one student
expressed that the area of culture was adequatthanchore was required only in
special needs education while another expressieflagdion in all areas and required

nothing additional in relation to diversity.

Multiculturalism was a big area that got covered but specific areas of diversity were
11 |not covered enough - SEN. There is a lot of time taken up with reflective logs that
could be used for more productive areas of ed. [DREAM]

The introduction of a module that is specifically aimed at SEN. This module to cover

1 areas of special ed needs:

23 |l feel the course content is sufficient for my needs.
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Special Needs

Special needs was also a strong theme in the stddemwith much of the reference
to special needs centring on the suggested neednmdule or more lectures to focus

on knowledge of specific needs, as well as howetd dith special needs students in

educational settings. Suggestions were also maaation to adjustments to

modules such as WBP (work based practice) anditegastrategies modules in order

to accommodate greater learning of special needs.

More practical strategies needed to help deal with issues in relation to special

4 |needs. A field trip or immersion into a special needs school to see what works and
the reality rather than just theory as we learn in DCU.
Bring in a module on special needs instead of having a module on Lifelong

5 |Learning/professional development. | really think it would have been more
beneficial.

5 Instead of or as well as having a tutorial on Wednesday, an hour long session on
special needs each week for 12 weeks could work well.

6 Bring in a module on special needs outlining what special needs are and ways to
embrace and help them in education.

9 More facilities, more work experience relating to the area you want to go into -
special needs and culture [DREAM]

9 Bring in a module on special needs instead of life long learning - A workshop for 3
hours would cover everything on life long learning.

10 Possibly more knowledge on different cultures, special needs and what can be the
range of diversity, which could exist in students in our future classes. [DREAM]

10 |Incorporate modules on special needs and culture into the degree.
Although learning styles - Teaching Strat/methods were taught, and did help, they

11 |were all aimed at "normal” learners/students. We were not given any knowledge or
direction on adapting them for special education needs (SEN) students/learners i.e.
lesson plans. [DREAM]

11 It could do more to enable us to embrace/include/integrate in designing lesson

plans for SEN.
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From completing this course | would have liked to actually practically be taught how
21 [to teach people from different backgrounds and people with diverse styles of
learning needs etc. (special educational needs). [DREAM]

Practicalities of course time
There were suggestions by students for an incieasmirse time, and more effective

use of course time, in relation to diversity asvehan the following data extracts:

Instead of or as well as having a tutorial on Wednesday, an hour long session on
special needs each week for 12 weeks could work well.

6 |Have a longer time allocated to the module on Teaching Practices.

More classes on multiculturalism could be implemented so we know and are aware

13 of different issues.

Addition of weekly lecture time, with a focus on more teaching practice. This would

16 allow for students to experience as much diversity in education as possible.

Realistically our degree could be done in two years. New modules could be added

21 then to bulk up 3rd year.

Get rid of some modules or just add an extra one or two. As it is there is very little

22 hours per week - a few extra hours would not kill us!!

IAcceptance/ recognition by school of education that such ideals are not

26 impracticable

Some students suggested that there is room for comtact time in the programme.

4.5.2. Analysing lecturer data — Design stage

The data from th®esignstage of lecturer responses was analysed for commo
themes. As with the student data, any practicajesstgpns arising in thBreamstage
were included in th®esignstage analysis and themes arising noted in amaajo

column (see Appendix M: Dream/Design).
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In the data, lecturers made similar suggestiorieastudents for improvement of the
programme. Table 3 notes the number of lecturensqpl0) that made reference to

each and these themes are subsequently discussgdlat extracts as examples.

Table 3: Themes arising from the Design stage of le  cturer data

Theme Number of
lecturers
Experiencing Diversity 7
Diversity as a Module or Theme 4
Practicalities of Time 3
Guest Speakers 3
Practical Experience 2
Special Needs 2
Students as stakeholders 2
Planning and Design 2

Experiencing diversity

As with the student data, the theme most refewdny/lecturers was also the need for
students to be exposed in some way to diversigctieal suggestions made by
lecturers were: work experience in diverse settingsss modular practice; and
linking the programme with other schools, colleged/or organisations. These are

themes also arising from the student data.

Experience diversity in real-time through working in a range of settings e.g.
4 |Erasmus®® year where students travelled outside of Ireland to experience diverse
cultures. [DREAM]

4 |Build in a work experience element into the programme

19 Erasmus refers to a EU educational project that allows students to spend part of their programme of study in
another country.
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Amalgamation of classes (some of the internationals students could join some
7 |classes to discuss how their experience of learning in their cultures differs from Irish
models). [DREAM]

Easily allow some amalgamation of classes - | teach two separate groups that | feel
would benefit from each other’s experiences.

Would like to get students to engage in direct contact with people in specific
8 |diversity, either through guest speakers and/or placements. Would like students to
work on an equality project. [ DREAM]

8 |Better links with project module.

That the students could spend a semester working in a diverse environment.
[DREAM]

Develop links to schools/colleges in order to allow some degree of practical
engagement with such environments.

10 |Greater exchange with other students of different nationalities. [DREAM]

10 |Develop a student exchange programme.

Diversity as a module or theme

Some lecturers also suggested a possible needletieated module or theme for
diversity and made suggestions for a practical neothat focuses on practical skills
of teaching in relation to diversity, the need dattural and special needs knowledge,

or the linking of modules through diversity as artte:

I think this workshop has highlighted the need for a module to be introduced that
includes students learning about different religious, cultures, ethnic backgrounds etc
as teachers need to be open to diverse cultures in the classroom (and are
becoming increasingly exposed too). They need to have training and experience of
2 |these diversities whether this is a specific module I'm undecided but is definitely an
area that should be address.

Further, | think modules could be introduced that deal with special needs, learning disabilities etc - the
present scope of these are limited.

Unfortunately, there are time limitations and module credits to be considered so the
introduction of a new module on say diversity of religions, culture etc. would be
difficult to introduce. However, | do believe there is scope to include some
(improved additional) aspects of the special needs, learning disabilities into present
module structures. Unfortunately, in the present ‘framework' I'm unsure where
issues of diversity based on 'ethnic origins would fit.
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3 |Diversity as a theme could be introduced into syllabus.

Send out a questionnaire to allow students to submit ideas on how diversity could
be embedded as a theme within modules

8 |Better links with project module.

Develop a specific module/or series of modules, which would teach people about
working in these environments.

Practicalities of time
With respect to time as a theme, two lecturergmedeto the limitation of time and
resources impacting on the realisation of ‘dreaans! another suggested the use of

tutorial time as a practical way to build skillsthre area of diversity.

Unfortunately, there are time limitations and module credits to be considered so the
2 |introduction of a new module on say diversity of religions, culture etc. would be
difficult to introduce. ...

Also time to introduce and work with new ideas such as culturally sensitive
evaluation and research and to engage the outcomes of research .... [DREAM]

6 |Probably all of the above with more time and other resources.

8 |Better use of tutorial time and other members of staff with specific skills i.e. drama.

Guest speakers

Similar to student suggestions, use of guest leduras suggested as a way of
bringing diversity specific knowledge, exposure argerience to students.
Suggestions to use guest speakers in non-traditicas such as role-play or on-line

discussions and seminars were also suggestedlamedunh the following extracts:

109



Invite key experts to address the students

Access key speakers online.

Would like tutorials in which we used role play etc. to promote skills and empathy.
[DREAM]

8 |Have a number of speakers to be part of input.

That they [students] could have guest lectures from experts/participants in/from
internationally based diversity backgrounds.

Invite local representatives from diverse backgrounds for seminars or guest
lectureships.

Practical experience

As well as the practical suggestions outlined utikdeExperiencing Diversitgheme,
lecturers made suggestions as to how the progracoaid provide practical learning
opportunities in relation to diversity, specifigathrough: linking with the part time
student group who are working in educational sgtiieldwork in diverse settings;

and practical work in tutorials. This is shown tigb the following data extracts:

4 |Create space for student based research [DREAM]

Twin some of the full time students with students on the part-time programmes in
order to realise.

6 |ldeally... involve field work and research experience in diverse settings.

7 |Taking classes to locations outside of DCU - work with students with disabilities.

8 [Would like tutorials in which we used role play etc. to promote skills and empathy.

8 |Have a number of speakers to be part of input.
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Special needs

Only two lecturers referred to special needs. Tits¢ fieferred to the need for special
needs to be more explicit in the programme as auteant theme and the second to
the need for students to have more practical egpeei of working with people with
special needs. Although limited, these are simbdahe callings of students in relation

to this topic.

...I think modules could be introduced that deal with special needs, learning
disabilities etc - the present scope of these are limited.

7 |Taking classes to locations outside of DCU - work with students with disabilities.

Students as stakeholders
Two lecturers suggested further research on stadeladted to their understanding

and needs in the area of diversity and the progrugenerally.

Ideally it would be great to be able to negotiate the curriculum with the students.

3 |In terms of my modules an opportunity to facilitate more peer review and staff
review of student work may enable better understanding of diversity of students
needs.[DREAM]

Send out a questionnaire to allow students to submit ideas on how diversity could
be embedded as a theme within modules

Questionnaire on undergraduate students focussing on "what they value" and "what
their interpretation of diversity is"

4 |Create space for student based research

4 |Encourage students to engage in post-graduate research
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Planning and design
There was one reference to the inclusion of ditieegia planning stage of module

descriptors and as a theme for students when plgmmithe microteaching module:

Microteaching - teach students to plan classes that cater for learners with different
needs and abilities. Students should consider issues when designing a lesson plan,
issues like physical capabilities, mental capabilities, learning abilities, learning type,
attention span etc. [DREAM]

Redesign module descriptors to implement diversity awareness in teaching
modules.

Suggestions arising from the lecturer data for mmpment in the programme in
relation to diversity are summarised as follows:

* Increased opportunities for students to experiencersity

* Increase opportunities for work experience relatmdiversity

* Organise field trips to diverse settings

» Greater use of guest speakers working in diversmgs.

» Greater practical involvement of experts in fiddldough practical work and
online discussions.

» Create links with schools, colleges and organisatior mutual benefit.

» Link students with other student groups on campus.

» Greater use of tutorial time.

* More project work or greater links to existing @aj work in relation to
diversity.

» Increased curriculum through a dedicated modulgarkshops on diversity
and specifically on special needs.

* More student based research to understand studeds in relation to
diversity.

» Cross module linking and collaboration in relatiordiversity.

* Inclusion of diversity as a theme and making leagnn the area more explicit
in module descriptors.

4.5.3. Conclusions to Design stage
Practical suggestions for change in the progranmmelation to diversity arising from
theDesignstage emerged through a variety of themes bupadgularly strong in

relation to the following four themes referred toshby students and lecturers:
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» Experiencing Diversity

* Practical Experience and Teaching Practice
* Guest speakers

» Diversity as a module or theme

and could be summarised by the following commerdenay a lecturer in the

comments box:

There simply is not enough targeted, direct specific teacher training for those who
9 |will go to work in diverse educational contexts and we have a responsibility to
develop such training courses/modules.

Although data for lecturers is not quantitativetiysag, it is evident that the most
common themes referred to are similar to those wmsimonly referred to by
students. This concurring evidence is again dematest in the findings from the

Three Wisheguestion.

4.6. Analysis of data from the Three Wishes questio

Having completed the Four-D process, all participavere asked to give three wishes
as to how they would like the programme to pregtudents for diversity. Students
were asked to completeTaree Wisheguestion sheet (Appendix N) on a separate
day to the lecture and only if they had attendetisarbmitted a questionnaire in the
previous Al lecture delivered by the author. Theswto ensure the same cohort of
participants was used in both. With regard to gaitiy data for the Three Wishes
guestion from lecturers, the Three Wishes quessimarwas completed at the end of

the lecturer workshop to respect the time condsahlecturers.

Both student and lecturer ‘wishes’ were collatad separate lists in a Microsoft

Excel spreadsheet (Appendix O.) An adjoining coldomeach list was added and the
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theme of each wish was noted here. Table 4 beleesg@ summary of the themes
arising and demonstrates that similar themes erddrgm the ‘wishes’ of both
students and lecturers, with the exceptionegsburcesandmethodologiess noted

with an asterisk which only appeared in the leegingish list.

Table 4: Explanation of themes arising from Three W  ishes question

Theme Explanation

Diversity as norm Wishes relating to student understanding/acceptance of diversity.

Wishes relating to the need for more practical opportunities in the

Practical work . : : ,
programme in relation to diversity.

Extended Combines wishes relating to a module for diversity, a diversity theme
Curriculum and additional knowledge or workshops on diversity.

Exposure to Wishes relating to the need for students to have opportunities to
Diversity experience diversity.

Wishes relating to the need for students to learn from guest
Guest speakers speakers working or experienced in specific settings/organisations
relevant to diversity.

Theme only in the lecturer wish list that combines wishes relating to

Resources* . .
time, funding and resources.

Theme only in the student wish list relating to a need for students to

1 *
Methodologies learn more about teaching methodologies in relation to diversity.

When shown as percentages as in Figure 3 and Hygitres evident that both
students and lecturers concur in relation to teasthey most seek improvement in.
This is predominantly in relation to the need fogager student exposure to diversity,
an extended curriculum in relation to diversity gmndater opportunity for practical

work in relation to diversity.

These findings concur with the findings arisingnfrtheDesignstage of the study

which also highlighted the need for: an extendedaulum; more practical work;

exposure to diversity and guest speakers. An addititheme oDiversity as norm
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also emerged through thid@ree Wisheguestion, which relates to a more general wish
that people were more tolerant and accepting ardity. Student wishes also
highlighted a need for more methodologies in refato teaching in diverse settings

and lecturer wishes highlighted a wish for moreetifhexibility and resources.

Table 5: Breakdown of lecturer and student wishes by theme
Lecturer Themes Wishes |Student Themes Wishes
Diversity as norm 6 Diversity as norm 5
Practical work 6 Practical work 23
Extended Curriculum 8 Extended Curriculum 29
Exposure to diversity 3 Exposure to diversity 5
Guest speakers 2 Guest speakers 6
Resources 4 Methodologies 10
Total wishes 29 Total wishes 78

Figure 7: Summary of lecturers’ wishes by theme

Summary of Lecturer Wishes by Theme
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Figure 8: Summary of students’ wishes by theme

Summary of Student Wishes by Theme
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4.7.  Analysis of data from alumni interviews

The data collected and analysed at this pointerstody gave rise to recurring themes
across the various elements of data collectiowutlin comparison of programme and
module intentions and the data collected from fymar students and lecturers in
relation to what the programme does well and suggesfor how it could do better.
The interviews with alumni explored these themeth&r and sought feedback on the

challenges they face in dealing with diversityheit working contexts.

4.7.1. Introduction

The themes arising from the 4-D stages of the stighpte possible gaps in the
programme in the preparation of students for dgakiith diversity. The interview
stage of data collection involved semi-structurgénviews with alumni working in
educational contexts to explore if alumni concuméith these findings and to invite
their suggestions for programme improvement irosgtect and based on their own

experience of diversity in the field.
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4.7.2. Selection of interviewees

As it is difficult to obtain contact details forustents once they have graduated,
interviewees were selected based on school knowletigghere graduate students
were working. Schutt (2006) refers to this as aality sampling, where the
researcher seeks volunteers from those availalhe aime. A selection of individuals
were contacted by email with an invitation to papate. A sample was sought based
on gender, workplace context, age and availakalig#ss. Interviews were secured
with five working graduates of the programme; thieraale, two male, working in a

variety of educational contexts as outlined lateder Alumni profiles (4.7.4.).

4.7.3. Purpose, structure and preparation of interiews
Some interview questions (Appendiy Were pre-determined with a view to guide the
interviews to elicit the following information fromterviewees:

« Their profile and working context.

- What type of diversity they are exposed to in tleeirrent role.

« The challenges, relating to diversity, they facéir role.

« Their opinions relating to the main themes arisnogn the research.

- Their suggestions for programme improvement intiatato preparing future

students for diversity, having now had experiemca working context.

All interviews were recorded on a voice-recordimyide and participants were
briefed on the context and findings to date ofrdsearch, the interview structure and
intentions of the researcher for the use of dallanferviewees signed their
agreement on a consent form prior to the intervigking place (Appendix Rand

were given the opportunity to make changes/addittortheir own interview

transcripts.
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4.7.4. Alumni profiles
For the purpose of identification in the data, ealeimni was assigned a number from

Al to A5 and a brief profile of each alumni inteawied is given below:

Al: Female. Working full time as a project worker & school completion
programme in a primary school in a lower socio eooic area. Previous
experience working in pre-school. Graduated in 2007

A2: Female. Mature student. Working as a part fireacher and Key Worker in a
Youthreach Centre. Graduated in 2007.

A3: Male. Currently working as an English languéggcher for non-nationals and
delivering computer training for elderly. Also tdudenglish to young children
abroad. Graduated in 2007.

A4:  Male. Currently working as a full time co-ordiior and teacher for English
language classes in a Vocational Educational Coteen(iVEC) centre.
Previously taught adult education classes for aahudtspecial needs learners.
Graduated 2008.

A5:  Female. Currently teaching part time in a Yoa#th Centre. Graduated in
2009.

For ease of navigation each line of text in thagcaipts was given a number. Quotes

from the transcripts are denoted in this reporthgynumber of the Alumni followed

by the line of reference in the transcript for exdéanA2:15 refers to line 15 of the

transcript for alumni 2. A Sample transcript isagvas Appendix S and all transcripts

were presented for examination of the thesis.

4.7.5. Aspects of diversity alumni exposed to in #ir roles
All interview participants demonstrated an expogareind experience of, a wide
range of diversity as outlined in Table 6 below ethdemonstrates the aspects of

diversity a graduate can be exposed to in the wonkext.
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Table 6: Alumni experiences of types of diversity s

ince graduation

Type of diversity referred to:

Alumni participarmimber:

Culture 1,2,3,4,5
Race 1,2,3,4,5
Age 1,2,3,4,5
Special Needs 1,2,4,5
Traveller 1,2,4,5
Socio economic 1,2,3,4,5
Life experiences 1,2,3,4,5
Behaviour 1,2,3,4,5
Language 1,2,3,4,5
Gender 1,2,3,45
Sexual orientation 2

4.7.6. Challenges of diversity faced by alumni

In order to give an insight into the way graduatkethe programme may be required
to apply their learning on diversity in the workgda alumni were asked what
challenges they face in their day to day educatimies as a result of the diversity
they are exposed to. Their responses refer tortdatigal challenges they face in

relation to the aspects of diversity they are egdds and themes arising are

summarised as follows:

« Negative behaviour of students

- Dealing with many aspects of diversity at the séime

« Addressing student personal and social issuesnglat diversity

» Dealing with and teaching special needs students

- Dealing with pastoral care issues

- Addressing and acknowledging cultural differences

« Dealing with language and literacy issues

Each of the above challenges is discussed brigtlyimterviewee responses are given
to demonstrate individual challenges, their opirirorelation to how the degree
programme prepared them for those challenges ati®mrsuggestions for

improvement in the degree programme in relatioiiéochallenges they face:
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Dealing with negative behaviour

Although not directly asked about behaviour, ouéssrelating to student behaviour,
all five of the alumni interviewed made referencelte challenges of dealing with
negative behaviour as a result of aspects of diyexsthin the classroom. Such

aspects include mixed ages, mixed gender and $peads:

[Al: 10] behaviour wasn’t something we actually spent a lot of time on you know
during our course. | learnt great things there you know but | think to come out and
deal with the behaviours that we were dealing with | probably felt a bit swamped in
that | didn’t have skills. A lot of what | learnt | learnt through work, | mean my job are
very good for in-house support. [Al: 11] | found you needed a lot of negotiating...you
need to learn how to challenge behaviour in a positive view if that makes sense? You
need to have a lot of interpersonal skills.

[A2: 11] You would have behaviour problems and a difference of some students who
are more mature so you would have conflict in the classroom between the students
and you would have to control the conflict. [A2: 28] [When asked about the degree
preparing them to deal with conflict management] To be honest with you No. | don’t
think it did.

[A3:13] You have students who are dyslexic; you have students who might be mildly
autistic. | mean they might have a touch of Aspergers...There are lots of issues that
come to the fore that | realise now or recognise now from doing the degree that these
are issues that people have, especially from the behaviour point of view. ... Whereas,
if you have a particular sensitivity you know the behaviour aspect is related to
something else.

In terms of the degree programme, there was clederce of the need for more
study of behavioural psychology, conflict managen@en facilitation of diverse

groups and the behavioural issues that can aridieénse groups:

[A3:94] [when asked for3 wishes | Yeah, basically behaviour psychology.

Alumni at this early stage in the interviews weeginning to make reference to the
need for more practical approaches and skills erptbgramme to address the
challenges they face in their working roles, a teehat prevails throughout even
prior to being directly questioned about it asentle arising from other areas of the

research.
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Dealing with many aspects of diversity at the séime
Four of the alumni made reference to the challerigkealing with different types or
aspects of diversity at the same time while teagbime group or class and again

reference is made to the issues of behaviour tissaas a result:

[ALl:7] ...it's about being able to respond to their needs but also being able to do this
by taking into account the diversity that is within the group at the same time.

[A2: 7] Some of them would have the reading age of about six or seven year old and
then in the same class you would have someone with a reading age of a 12 or 14
year old so that's a huge gap..[A2:9] So it's kind of diverse within one class. You
could have ten students and have three different needs in that one class at any one
time. [A2: 11] You would have behaviour problems and a difference of some students
who are more mature so you would have conflict in the classroom between the
students and you would have to control the conflict.

[A2: 42] In my centre and each class it goes from different cultures and even different
ages like the age gap in the class could go from sixteen to nineteen in the one
classroom. It is a lot to deal with because of the maturity levels and the different
outcomes.

[A4: 12] Well currently in my group | have an age group of about 22 years of age to
59 and within that you would have a diverse range of learning abilities...and a diverse
range of learning styles.

[A5: 11] Trying to teach a class that reaches every single student...That is my biggest
challenge.

Dealing with personal, social and economic issuestwdents
The need to be aware of and accommodate for tls@pairand social issues of
students, particularly in the specific educatiar@itexts in which they were working,

was referred to as challenging:

[Al: 8] ...we would have children whose parents would have addiction issues and
other children may be aware of that or they come from socio-economic or a foster
care system or their clothing wouldn’t be as good as somebody else’s clothing....if a
child’s self esteem is so low for other issues as well it is obviously going to come out
in their behaviour on a daily basis.

[Al: 9] ...[Children] are coming from a background where they are getting
themselves up, there is chaos in the household, there’s no food there and when they
come in they can’t cope as well as other children.

[A3:13] Just because somebody is learning a language you have no background, you
don’t have any insight into their social background, their personal background,
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anything from where they come from as to why they are studying a language and
they bring those issues with them.

This element of their roles was referred to actbesvarious stages of the interviews.

Special needs and mixed abilities
All of the alumni also referred in some way to spkreeds in relation to challenges
of diversity, specifically in having to deal withvariety of different special needs

within one group or class:

[A2: 9] You would have special needs ranging from ADHD, HADD and you would
have one or two would have come from a background where they would have had an
SNA but once they have entered the centre we don’t have those facilities so we
would have students who should have an SNA and we have to cater for them as best
we can within the same class as others who don’t need and SNA.

[A4: 11] So like you could have someone who might be dyslexic, another one who is
totally introverted, we had Aspergers syndrome. So you had people with very clear
sets of difficulties....it was quite challenging from a diversity perspective.

[A5: 6] ...we have special needs in most classes ...there would be some sort of
dyslexia or dyspraxia or ADHD, they would be the main ones.

Pastoral Care
When asked about the challenges of diversity, tale® referred to the pastoral care
element of their role in dealing with the challesdgjeey face and the aspects of

diversity they are dealing with.

[ALl: 11] There is an awful lot of counselling... pastoral area of my role that | also feel |
wasn't prepared for through my degree but have got support for in the work place.

[A2: 5] ...looking after a specific group looking after their social needs, linking with the
probation officers...linking with outside agencies if they are homeless trying to get
them into shelter and linking with parents...also training and getting them ready for
the world of work.

[A3: 12] ..You discover very quickly that you are dealing with other issues in there.
You just have to be quite sensitive to it ...

Reference to greater preparation of students falirdgwith this aspect of their roles

occurs throughout the interview data and is refetodater.
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Language and Literacy
Challenges in relation to language and literacyeweferred to mainly in respect of

dealing with different levels of language and bigy within the same teaching event.

[A2: 7] Some of them would have the reading age of about six or seven year old and
then in the same class you would have someone with a reading age of a 12 or 14
year old so that's a huge gap..

[A3: 11] And in relation to older people as well there is a lot of literacy problems a lot
of issues around that as well.

[A3: 12] ...you have to be careful not to show up somebody in class ‘cause not
everyone was aware of another person’s inability to write.

[A5: 17] ...everybody that comes here can speak English ... but they still wouldn’t be
as fluent as the Irish ones in the class so trying to break down words for them and
stuff and trying without hindering the rest of the class.

Although language and literacy were referred tohadlenging, this theme does not
feature greatly in the rest of the interviews, g@taghere an individual is directly

dealing with language and literacy as a main fafukeir role.

Cultural challenges

Although cultural diversity is generally a stromagdis of literature in relation to
diversity, cultural diversity or the need to leaout cultural differences did not
feature in any significant way through the alunmterviews, which was a similar

finding from the data from other participants ie tiesearch.

However, two alumni referred to a lack of awarenesgpecific contexts of cultural

differences as creating a challenge.

[A3: 11] Especially with teaching English and working with people of the Islamic faith
and how women especially in class... it doesn’t function the same way as it would
with people from a western European background in terms of physically positioning
people next to males or males not wanting to sit next to women.

[A5: 20] | try and give myself the knowledge of everything | need for teaching a class.

But like that some of the traditions and things like that or their cultural things you
mightn’t be really aware of.
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Conclusion

When asked about the challenges they face inalédi diversity in their educational
roles, alumni referred mainly to the challengededling with situations arising as a
consequence of different aspects of diversity anghrticular with dealing with
student behaviour, not just in a conflict manageneentext but also as a result of
their individual personal, social and economic lgsgoknds. There were also
suggestions at this early stage of the intervieltheneed for greater personal

development and pastoral care skills in dealing) wiese challenges.

4.7.7. How alumni were prepared for diversity: knowedge, skills and values
Having outlined the challenges diversity posedliiem in their roles, alumni were
asked if and how the degree programme at DCU pedgaem to deal with those

challenges, specifically in relation to knowledgki)ls and values.

Knowledge

From a knowledge perspective, the general consemasishat there was adequate
learning in respect of knowledge and theory retptondiversity and different aspects
of diversity, which relates to the findings fronetfinal year student and lecturer data.
There were specific references to being made agfaiéferences in learning styles
and special learning needs. However, it was alggested that opportunities to apply
that knowledge did not manifest until they weraiworking context after graduation
and that by that time knowledge was often forgo#ted needed to be refreshed.
Despite this, there was also a valuing of the nessuprovided on the course and how
these could be referred back to in order to makditik between the theory gained on

the programme and the practical experience of thés.
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[Al: 11] We did learn interpersonal skills and that on the BSc Education and Training
course in DCU and we learnt conflict resolution but | felt all of that that | learnt there
was very adult based.. it was based on dealing with staff or based on dealing with
adult learners while | am doing all of that work now with under 12 year olds..”

[Al: 13] | suppose the programme was good in preparing...the learner to ascertain
who they would be teaching to and like for preparing them on knowing there is people
that have different learning styles. It was very theoretical you know so | was getting
the knowledge around these issues and to be able to go out into the workplace in the
future and be aware of these issues.

[A2:16. Well to be honest with you we did do a module in college which included the
fact there was visual, kinaesthetic and auditory and the multiple intelligences. A2:17 It
would be through one of the modules in college that | would have learned a little bit
about the visual, kinaesthetic, auditory learning and the multiple intelligences.

[A2:23] ...there would be staff days to deal with sexual orientation and how to deal
with it. Yes we did cover it in theory in college but it wouldn’t have meant anything to
me until | actually started in the workplace and did the in-services through work as
well. A2:25. We were given the knowledge in college but by the time we got to apply it
was kind of forgotten knowledge.

[A2:30.] Yeah, | went back through the notes that | had from the lectures and went
through them and some of the stuff then would have arose from what | was doing
practically you know. Like over the first few months | would have gone over the
module notes that | had and it was then that it kind of sunk in that they made sense
so | was able to apply them then. To apply them to my skills and enable me to teach
better and give my students better opportunities in learning.

[A3:15] Well ok lets say my own life experience and teaching experience prepared
me more for the degree than the other way around. A3:16 Intuitively and through
experience | was able to apply and take on board when | was learning and studying
there [DCU].. that some areas | felt well that doesn't hold true for me. A3:18...well
how would you say...between theory and practice. That too much of the theory is
theoretical.

[A3: 23] | think it focused very much on special needs and | think that's just one
aspect of diversity. But beyond that how to deal with sexism which is diversity, and
racism. They are very rarely touched on and they are very live issues in any kind of
classroom. So | think it goes beyond just simply how to work as an assistant in a
classroom with a child with special needs. There was a lot of emphasis and it's
important and it's fine but they are not the only issues. | can’t say that | walked away
and thought great | can deal with diversity.

[A3:6/7] [ when asked about a dedicated module for diversity] | mean we don’'t’ have
enough knowledge in relation to the real structures behind education in this
country..ok historically we learned that the Catholic Church evolved blah blah. ...Why
we are teaching, how we are teaching and why we teach the way we teach as men or
women. | mean in our class there were gender issues as well you know.

[A4:25] | think | got a lot out of what they were teaching within the modules about
diversity.

[A5:48] Yeah ...we started looking at special needs as an organisation and | started

looking back at my notes and went ‘oh yeah'. | did relate back to all my stuff in college
and | printed out some of the copies of stuff for people here to give them an idea.
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[A5: 47] [Asked if the course did enough to prepare them for the realities of special
needs?] Not the realities of it but it did give me a good awareness of the different
special needs that | would face.

While some called for more knowledge in specifieaa relating to their own
experience of their roles, the general consenssshed there was adequate
knowledge or theoretical learning in relation teatsity on the programme but again
at this point in the interviews, suggestions wergirg as to a greater need for

opportunities to apply that knowledge whilst on pinegramme.

Skills

When asked how the programme prepared them forgiliyeén relation to skills,
unlike with knowledge all alluded in some way te fact that greater preparation in
terms of skills would have helped them face thdlehges of diversity and teaching.
Acknowledgement of the programme adequately pregdahem theoretically was
made again at this point but the main theme heeethat the programme was falling
short in providing opportunities to apply that thetw real life contexts or situations.
In some cases this was explicit in the response the examples from A1:15 “You
know we did get the theory on this...but to actupligctically deliver any of this ..”
and A4:31 “...1 got very few opportunities to reafiyactice...”.

Again here, specific reference was made to notriggthie skills to deal with negative
student behaviour and conflict, personal and sassales and pastoral care issues.
There was also reference to not having the confielém deal with the challenges they
face as a consequence of not having skills in theses with comments such as “
“..like being thrown into the deep end” (A2:29)féllt completely at sea...I felt

completely lost” (A3:93).
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It should be noted also that alumni, like the fipaédr students, highlighted the value
of the skills they gained in planning and courssiglewith one alumni suggesting
that applying skills in relation to planning wasg#o transfer but more difficult in
relation to skills relating to diversity (A2:26)h& following extracts relate to skills as

discussed above:

[ALl: 11] There’s an awful lot of counselling pastoral area of my role that | also feel |
wasn't prepared for through my degree but have got support from in the work place.

[Al: 15] Well | think it was more the knowledge rather than the skills. It gave us an
awful lot of knowledge on conflict resolution, on interpersonal skills, using that as a
term. But did they actually give us the practical skills? No, | don’t think so. You know
we did get the theory on this ...but to actually practically deliver any of this or to be
able to actually sit down in a scenario where you are given a case study that says so
and so and so is having this you know how can you sit and resolve this or how can
you deal with this conflict.

[A2:26] Well .. it would have to a certain extent. Like you would have covered like
different needs in the college and the learning outcomes and specific learning
outcomes through aims and objectives of a module and curriculum development and
everything like that but when you went to the workplace you apply those skills when
you are trying to do different levels for the one group. In the diversity you have to look
at their social economic background and especially for social where you would cover
subjects like racism and culture and all that and you have to respect and control a
situation when there is a debate in the classroom. You have to use the skills of how to
end the session if it is going badly or how to divert the students on to something else
or deal with the conflict that comes up in the classroom.

[A2: 29] [Asked where they got their skills] Through work. Through the practical
experience — like when | started it was kind of like just thrown into the deep end and it
was kind of like apply like whatever...I might have gone over the modules in relation
to values and skills but it was like being thrown into the deep end and left there and
try and feel your way around and work it out yourself.

[A3:20] ...And depending on what you are teaching and the kind of social economic
group as well. If you are dealing with people who never finished school and have
worked all their lives and then come in to use the computer because they want to try
and help their kids with their homework and go on the internet and stuff. It's a
different set of skills that both of you use then.

[A3: 21] Well | found...Well to be honest | have to say that in terms of organising your
teaching structure for example, skills on specific learning outcomes and all that kind
of thing. They certainly helped to structure what you teach and that it can't just be an
ad hoc, ad lib as you go along and that sort of thing, which is suitable in some cases.
But having a structure is definitely much easier to work through. And | had experience
of that before. | worked in the VEC before and had to plan curriculum over two or
three years.

[A3:84] The social aspect | find is sidelined really you know. And as teachers and

trainers, because that's what the degree course is for education and training and we
don’t know where we are going to end up using these skills and applying these skills.
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[A3:93] When asked for three wishes for programme improvement] For example
being in a classroom full of kids | would be lost completely and it's not an experience |
would like to go through again. But | didn’'t have that necessary training and the skills
in how to deal with children and in terms of approaching it | felt completely at sea in
all that you know. | felt completely lost.

[A4: 17] But | think the good thing.. what really helped me on the programme was that
| was able to identify that these learners learn differently. And that equipped me with
the skills that | needed to actually recognise what were these differences between the
learners and actually adapt the programme to encapsulate all these learners within
one class. A4:23 | would say that the practical knowledge came from the school of
life. The theoretical knowledge to put a label on what actually the learning styles are
and the way | approached comes from the theory from DCU.

[A4: 24].... | think through the different modules they kind of brushed on different
elements of diversity. But because | am a mature student | think | was able to identify
what those.. for example equality — if something came up about diversity | was able to
think about it and | was able to conceptualise it and have my own view at the end of it
all — whether | agreed with the lecturer or not is all a different thing. But I think it
helped me to have my mind expanded but | think if | was 18 and doing the degree |
am not sure that | would have the same outcome at the end of it.

A4:31. | think | came equipped with a lot of skills already. The knowledge part of it
helped identify the skills | already had. | think in practice | got very few opportunities
to really practice. A4:32. | mean from a practical end of things | didn’t have practice
going in... | didn’t have an opportunity to go in and really teach in a diverse classroom
for example during the B.Ed.
Values
In terms of values, there was a strong acknowle@gethat the programme did
prepare alumni for values in relation to diversitd their roles. Again this was
mainly in relation to knowledge and concepts ofiealand here again there was

reference to the need for opportunities to apyrieg about values to real life

contexts [A1:16].

Although A3 and A4 refer to their values as havegn formed prior to the
programme, they also acknowledge that values legmom the programme helped

them to conceptualisation values in education artteir roles.

[Al: 16] | definitely think they did actually prepare us for valuing. You know we did a
lot on kind of identify, our values, our beliefs. | definitely think it prepared us for being
open for valuing and even through our learning differences and the module on
learning differences and styles. It definitely did prepare us for valuing that. ...As
regard to embracing diversity, | am not sure whether people felt confident enough to
actually go out and embrace diversity in the workplace....So | would definitely say
that you were prepared, but you were prepared in a theoretical way, for valuing
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diversity but as regards actually practically putting it in to place or maybe
experiencing diversity.

[A2: 31] Well certainly when we did do the values it did teach you like.. you were
actually instilling your own life values and reflecting on them and actually looking into
them. You're kind of analysing your own values and what you had. You know my area
it is kind of like a vocational job so there are certain values that you have that you will
practice anyway. ...If someone came to me and said there was bullying going on in
the classroom | would have to respect each side’s values and then | would have to
look at their values coming from the backgrounds they are coming from — their values
would be a lot different. [A2:33] The learning about values in DCU was very helpful
because it helped me to reflect on my own life values and to analyse them and then
to apply them to individual different backgrounds and cultures and that as well.

[A3: 32] Well for me my values would have been formed a long time ago. [A3:33] |
would never have regarded myself as being a teacher before... | found that | was
very capable as a teacher and that was something that surprised me. [A3:34]Well it
made me feel that what | feel is valid and what | have experienced is valid and what |
value is certainly valid.

[A4: 41] | think | was quite aware before | went in. | mightn’t have been able to
verbalise exactly what was going on but | knew it existed so | was able to deal with a
situation. But | think the programme helped me to actually conceptualise it and really
put words to what | was thinking. ..[A4:42] Values and diversity and you know the
difference of learners and that.

Alumni findings in relation to values reinforce®tfindings suggested by the final
year students in that learning in relation to valard diversity is adequate but that
greater opportunities to experience diversity waiténgthen students’ ability to

apply that learning.

4.7.8. Addressing emergent research themes througllumni interviews

Having been asked to consider the challenges #eeyih relation to diversity and
how the programme had prepared them for thoseettg®k in relation to knowledge,
skills and values, alumni were then asked for tbpinion on each of the four main
themes that had arisen to date in the researdhthii@ was a perceived need for

students of the programme to:
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- Experience diversity while on the programme,

« Apply learning about diversity in practical ways,

« Have additional learning opportunities in relattordiversity,

« Have the opportunity to learn about diversity frgoest/expert speakers.

The purpose of this element of the interview wassiablish the opinions of
graduates in working contexts on each theme apdotoe for any additional themes
that might arise. Alumni were asked to offer solus or suggestions for

improvement in keeping with the Al approach emptbirethe study.

On theme 1: The need for students to experienegsity on the programme

Alumni were asked if they think there is a needsimdents to experience diversity
while on the programme. All alumni suggested tlveas a need with one (Al: 19)
suggesting that the full time students were asadiiantage compared to the part time
programme for the same qualification as the pare tjroup were working in
educational contexts. Alumni were further askeduggest ways students might
experience diversity while on the programme andwadjgested that the WBP element
of the programme could be an opportunity for stisiém experience diversity or to
spend time in an educational setting to observe toadeal with different aspects of
diversity. Other suggestions centred on havingifpexiteria for students to look at
diversity in their assessment for WBP; to focusaod discuss their students’ profiles

and to share their experiences of diversity wittirtpeers.

Other suggestions in relation to students expengmndiversity while on the
programme centred on the use of guest speakeesnakvisits and observations
and/or attending workshops outside of the prograrmmetable. These are all

suggestions that arose in other participant datiadrstudy.
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Alumni A5 raised the question of how it would bespible to fit it in to the
programme but that it should feature across theetigears of the programme as it

benefited not only a person’s skill for the worlqaebut also for other aspects of life.

[A1:18] | mean even to just be in an environment that experiences diversity you know,
definitely adds. [A1:19] ...where we were at a disadvantage was that the part timers
actually worked and | am sure wherever they were working there was an experience
of some diversity.

[A1:19] | think you know maybe the work placement or the work experience it could
be encouraged... or should be part maybe of you know the criteria for your degree
that a certain amount of it dealt with diversity or that you are making allowances in
everything you do for diversity.

[A2:36] Going back to the work placement again. While at college, which | keep
harping on about, but | do think it's vitally important, is to get the students to do
maybe five consecutive days in different education settings at different stages.

[A2:36] Maybe get guest speakers in from those areas and then actually get them to
pick one or two and go on different work placements rather than just focus on the
one, to get them to pick different ones to encourage students to get a varied
experience in relation to diversity. Maybe voluntary work as well.

[A2:38] Getting them to go to more workshops in the areas and not necessarily within
the college but to link with outside agencies. And maybe get the students to go on
day trips to the different outside agencies and go to workshops in different work
environments. Maybe go to a special needs centre for a day, get a tour and get to
meet some of the clients and even go to a Youthreach centre and maybe meet the
students and getting speakers in from those outside areas.

[A4:46] Well as | mentioned earlier on | think in the teaching practice element of the
programme | think they could introduce it. And | think one way they could introduce it
is by making learners speak about learner profiles.

[A5:61] Yeah I think it would be a really good idea. | know a couple of the lads did
their project in one of the schools in [place name] that was teaching English to foreign
nationals and they benefited greatly from that. Maybe if everyone did a stint of work
experience there for diversity.

[A5:65] It would be a benefit | just don't see how they would fit it in? [A5:66] | think
that on any of the grounds that we talked about on diversity if all the students could

experience it over the three years it would benefit them greatly in their working life —
in their everyday life and not just for teaching.

On theme 2. The need to apply learning about dityein practical ways
This was the strongest theme in the findings froenaglumni interviews, not just
where alumni were asked directly for their opin@mnthe theme itself but prior to this

element in the interview process. When asked dyratiout it at this point in the
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interview, points previously raised were reiterat®dggestions were made from all
alumni that there was a need for greater preparafigtudents for the practical

realities of the workplace which is strongly demost®d by the quote from the data

... if I had more practical experience in dealinghwvdiversity throughout the
college years | would have been more equippedabwigh some of the
situations | had come upon in my first year of wpa2:34).

Alumni were asked for their opinion on this thennel éor their suggestions for course
improvement in relation to learning about diversityractical ways. Once again,
there was reference to learning alumni had gainexligh in-service training and
suggestions for the programme were based on thxpsgiences. There were
correlations between the suggestions made hersmdahdme 1 (p127) in that
opportunities to experience diversity also creggootunities to practically apply
learning on the programme. Again the suggestionatuani would be more
confident in their roles if they had more practiegperience during the degree was
made.

A2 suggests that the learning in in-service sinkisatter because they have practical
experience to base their learning on (A2:17) whethtes to the previous suggestion
made by Al that students of the full time progranareat a disadvantage because

they do not have regular practical opportunitieagply their learning.

[Al: 15] You know, in our training... we often come together at the table now and
have our own case study of a child, a target child, that we are working with... we are
all trained in different areas; some are social care backgrounds, some are
psychology, there’s education. To be able to throw it out there is great experiential
learning, you know from each other. But it is definitely very practical.

[A1:18] Yeah, | actually think it would be really beneficial for students to actually have
that kind of practical experience, you know, to be able to actually.... | mean theory is
great but to actually go out and do the actual practical. | mean even to just be in an
environment that experiences diversity you know, definitely adds.
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[A2:17] And because | have been doing it practically, when | go to the in-service it
actually sinks in more and you get more practical methods of how to teach the
different needs in the class. | wouldn’t have really learnt that in college because it
would have been all theory.

[A2: 34] | was confident but | think | would have been more confident if | had more
practical experience of working with different types of educational backgrounds and
more diversity on a practical basis while | was in college... if | had more practical
experience in dealing with diversity throughout the college years | would have been
more equipped to deal with some of the situations | had come upon in my first year of
work.

[A3:50] I think from the very first week there should be placement in colleges. They
should be speaking with teachers who actually work in and on an everyday level you
know...Even just sitting in and observing and actually seeing how real people teach
and seeing real issues in classrooms. [A3:53] Well | mean they should be free to
engage with the people with diversity and talk with the people who are learning...

[A3:68] [Referring to ICT as a practical approach] Well different schools, different
organisations, all over Europe, all over the world. | mean there is actually no reason
why we can't be talking to people about the same issues...in a live context and
remove it from just the theoretical perspectives. Well like you read about this then talk
to people about it and see what are the issues they have.

[A4:51] | think that learners could be exposed to case studies and you could have
workshops around case studies and ask them to make case studies as an explorative
way to learn about diversity. [A4:52] ... the case studies could be created or learners
could create case studies maybe of their own context and hand them out
anonymously in their group and see how other people would deal with those
situations.

[A5: 68-70] I think role plays... Observation, seeing things first hand. | think they are
the main elements...Less lecture structured.

[A5: 73] Seeing first hand what, say for special needs you are seeing first hand the
characteristics with say ADHD . You could have somebody out there being the
teacher and going about a class and showing what way to deal with people with it.
That's just an example — it's first hand experience rather than just reading about it... |
mean chalk and talk.

Alumni findings in relation to whether the programmeeds to be more practical in
its approach can be summarised as follows:

« There is a need for greater preparation of studentbe practical realities of
diversity.

« Much of the learning alumni had gained practicals through in-service
training in the workplace as opposed to duringpitogramme.

« Alumni highlight that opportunities to experiendeatsity also create

opportunities to practically apply learning on gfregramme.
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« Alumni suggested that they would have been moré&aemt in their roles if
they had more practical experience while on thgmmme.

« Alumni suggested that students of the full timegoaonme are at a
disadvantage because they do not have regulaiqaiegpportunities to apply

their learning.

Alumni suggestions for improving the course in tielato this theme include;

- the use of case studies and group discussionatiaelto diversity

« the inclusion of some element of WBP across theetyears of the
programme

« opportunities to observe and talk with people wagkivith various contexts of
diversity

« the use of ICT to communicate with those experiedifferent aspects of
diversity beyond the lecture room.

On theme 3: The need for additional learning aldiversity

Here alumni were asked if they thought there wasead for additional learning
opportunities on the programme in relation to dswgrand further probed where
required on the opinions on the introduction di@ne or dedicated module for
diversity in the programme. All five suggestedtitiere was a need for additional
learning. There was consensus on the need forihggabout diversity to happen
across the three years of the programme and ridhjose module with suggestion

for diversity being a theme that relates to alharef learning on the programme.

Again there was suggestion that additional learsimguld be in the form of practical
opportunities to learn and apply learning. Suggestwere again made for this to
happen through WBP, workshops, guest speakerdjqalaelements of a diversity

module and part of assessment criteria. A3 sugdeblere is a need to broaden the
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curriculum in relation to diversity beyond what yHeelieved is a narrow view that

only focuses on special needs.

[Al: 22] | think there is a need — | mean you could learn as much theoretically about
diversity — there is definitely a need for more practical ways of working around
diversity or for actually taking your theoretical knowledge and putting it into practice.
And | definitely think a theme would help to encourage you for everything you plan —
to start thinking of planning for diversity and it became second nature to you so that
when you do go out into the workplace it is not a big shock.

[A2: 41] | definitely feel there’s a need for a module on diversity... there was a bit on
diversity but when you were doing your other modules you didn’t really dwell too
much on diversity. Whereas there was parts like the values and Interculturalism and
other modules that we did that were very interesting but it would have been nicer to
go more in-depth into them...

[A2:42] | think it is important to have one module and link it in to the learning on the
other module as well. | do think there is a need for a module and even for
reinforcement of the learning on diversity from first year to third year.

[A2:42] ...mainly | would keep it practical - | would get guest speakers in as | said
and maybe participants on their programmes...

[A3:66] In regards to diversity | think there is [a need for additional learning
opportunities]... | think a dedicated diversity element. [A3:72] | think the focus was on
special needs assistance and that was it. It just seemed to focus on one area and that
that was what diversity was. It never came down to.. it wasn’'t gender based, it wasn't
culturally based it was to do with specifically training people to deal with people with
special needs in class. And | think it was a very narrow focus | never got a sense that
it was broader than that or that there were other issues.

[A4:58] | think learners just need to be made aware of it. The stand alone module
might be overkill on diversity; it might actually do more harm than good. But if
learners are made aware of it ...and have to deal with different scenarios then...
[A4:59] | think there were a lot of modules there where you could have a chapter on
diversity or the implications of diversity. [A4:60] In the first year of the programme we
have a module on methodology. Yeah, there’s an opportunity to bring in diversity
within that because the learner’s part of the rubric within that was to create a
scenario.

[A5:82] | honestly think that diversity is one of the main things a teacher needs to
look at in her planning or his planning for teaching, and teaching every day. .. a
diversity module should be in for second and third year. [A5:83] You could have
practical elements; you could have the theory behind it. Then you could do a module
where everyone has to find somewhere to work like that — in something out of their
comfort zone they wouldn’t know anything about like working with foreign nationals,
working with the traveller community, working with people with special needs and let
people actually witness it throughout the three years instead of just one module for
what.. 12 weeks ?
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Findings here again reinforce the previous findimgthe study in that there is a need
for a more thematic approach to learning aboutrdityeacross the three years of the
programme that includes opportunities to applyrieay practically and to real life

contexts.

On theme 4: The need for and use of Expert Speakers

Again, alumni were asked for their opinion on tleed for and use of guest speakers
in the programme in relation to learning on divigtdHere, there was also consensus
that there is benefit in the use of guest or exgeeakers in the programme. However,
there was also discussion around the quality ofieakers and the need for them to
be more closely linked to knowledge or theory gdimelectures; ‘..he may have been
an expert in what he was talking about...not in teeghs’ (A3:80). Alumni 4 and 5
both highlighted the low attendance at guest spesdssions during their own term

on the programme and suggest this might be dueeiolieing no perceived value in

what the speaker was bringing to the learning.

Alumni were further asked for their suggestionsoalsow expert speakers should be
used and the majority again suggested that thisaswapportunity for applying
learning on the programme in a practical way angkia real life examples of how
that knowledge plays out in varying educationaltests, explained by those who are

experiencing those contexts every day.

A2 suggests that guest speaker sessions coulthalade those experiencing or

learning in different educational contexts as waslthose delivering in them and A3

suggests that guest or expert speaker sessionbaraaway of broadening view
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points on diversity and that these sessions do@wdssarily have to be practical but
can also bring expert knowledge. Other suggestsrte how guest speaker sessions
could be used include: workshops on themes sudealsg with behaviour,
observation sessions in educational settings wstudsion afterwards with the

expert; and opportunities to see methodologiesagtip specific contexts.

[A1:23] Definitely.... So that not only are we learning the theory side of it in college
but that the guest speaker could come in on the day and give us tips to put what we
learnt in theory into practice and give us that opportunity. And also give us an insight
into their work. ... an area that would benefit greatly from it would be the area of like
behaviour ... maybe have a workshop on behaviour and dealing with challenging
behaviour and have someone in who has great experience in that area and can
deliver workshops. And same in special needs and intellectual disabilities and
different minorities you know. [A1:24] | mean it would be fabulous ... if a college
class could go out maybe and observe them in their role or experience their job that
they do or walk around their centre and come back and have a chat with the expert
and maybe get some practical tips.

[A2:39] Just for example say if you had a guest speaker coming from my area, which
is a Youthreach transition centre, and that whole organisation of youth work, maybe
bring a speaker that's teaching and working with the students every day. [A2:40] ...
S0 you get a first hand view of how the learning is done and how they are learning
and it gives you better methodologies as well. | just think keep the questions practical
and real and practical answers back for the students.

[A3:80] I just thought | don’'t know how they find these people as experts and it added
nothing to what we were learning at all. [A3:81] He may have been an expert in what
he was talking about but he certainly wasn'’t in terms of relating to people in the
classroom and teaching us and learning something from him. [A3:84] But | think
there is room there for people with alternative views as to what should be going on. ...
Someone like Peter McVerry, someone like that or John Lonergan someone from the
Prison service. | mean these people are part of society as well and they deal with the
results or lack of education.

[A3:85] | just think there is a lack of awareness about different parts of Irish society.
And people are brought in on special needs and Youthreach. There is a singular view
of what diversity is and that there is a far broader canvass than that.

[A3:87] [On how guest speakers should deliver] Well | think it is a practical thing to
have them come in and talk anyway. | suppose questions arise as you listen to a
speaker and if their role is to sort of show that this is how you deal with a particular
aspect of education or diversity well yes | suppose there should be interaction. But if
that person is an expert in a particular area of knowledge, as opposed to training,
then how is a workshop going to work if they are not exactly trained or have a
background in how to train, interact or engage with a class as opposed to just
speaking and showing slides etc.?

[A4:64] | am not sure ... in the year that | was in when someone came in as a guest
speaker | know half the class didn't turn up. [A4: 65] Well | don’'t know they just
thought it was a soft topic on the day and | think they didn’t realise the value in it. |
mean | realised it. | learned a lot from the guest speakers.
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[A4:68] [asked how one could use guest speakers] | mean they would expose
elements they didn’t realise happened before and create a forum where they are free
to ask questions and discover this. In a lecture situation | don't think ...I would have a
guestion mark beside that. | think it would have to be skilfully done. | think in smaller
groups and maybe in a workshop situation it would lend itself really well for that. So
you are back to workshops.

[A5:86] | never went to the guest speakers.[A5: 87] | went to some that | thought were
going to interest me. But like there was some guy from one of the Crystal places or
somewhere but there | was like ‘...I'm never going to need that’ | would rather go to
the library and get stuck in to something than that.

[A5:88] and If they are relevant. A5: 91 Teachers from all different learners to come in
and talk to you about how they find their classes and how they teach their classes.
How, like.. an everyday account of what life is like in education.

[A5:95] [When asked what approach a guest speaker should take] it's not going to
benefit the student if they just come in and talk to them. There needs to be interaction

with the class. So whether it is workshop based or if there is a question and answer
session with the students where they get what they want to ask.

Again, the findings in relation to this theme conaith those of other participants in
the programme and strengthen the need for a m@ategic approach to the use of

expert speakers across the programme.

Additional themes arising in alumni interviews
Throughout the interviews and outside of the dismrson the existing themes that
had arisen in the research the following areas aeédgionally prevalent in the

interview data: The need for students of the progna to:

« Gain skills in dealing with challenging behaviosraaconsequence of a
variety of issues including aspects of diversity
+ Gain knowledge and skills in pastoral care

- Experience diversity through the use of ICT toolslevon the programme.

Dealing with challenging behaviour

Reference to the challenges alumni face in deatiyg behaviour was made early in
the interviews and this theme was referred to thinout, particularly in relation to the

need for students of the programme to gain relesfalis in this area. Suggestions for
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programme improvement here centred again on the floeenore practical
approaches to the programme and in the use of exqpeskers who could offer real

life examples and suggestions from the field.

Knowledge and skills in pastoral care

Again, this featured mainly at the beginning of ititerview in relation to the
challenges of the roles alumni are involved in Hreate were suggestions throughout
the interviews of the need for skills and greaterfidence to deal with and

understand the personal and social issues relatibe@ types of students graduates are

dealing with on a day to day basis.

Use of ICT in the learning process

Although suggested only by one alumni and not@nsttheme in the rest of the data,
the particular alumni has experience of ICT in edion and alluded to its benefits in
relation to enhancing learning on diversity anceotiireas of education. The alumni

here draws attention to the use of ICT in othemtoes in the learning process.

[A3:66] But one of the things | found really frustrating was the aspect of ICT. | think it
is totally under utilised here and in schools. And actually the rest of the world seems
to be steaming ahead with this. And in Denmark and other countries in Europe ICT
it's the backbone of everything they do whereas here it is just an add-on. And | found
that really it is a huge asset. | mean outside of whiteboards. To communicate with
diverse communities of education everywhere anywhere 24 hours a day.

[A3:69] | think it is seen as too specialised where | think the opposite is true when you
see other communities using it. | think it is very general. Irish people don't use it in the
same way as Polish students or polish people use it, or Koreans. They just use it as a
perfectly normal way of socialising and accessing not just the internet but to talk to
people face to face. And we don’t seem to do that and there is something wrong there
| think. It's you know an add-on. Like | feel it's like saying ‘well books, there a good
idea and maybe some day we will get around to using them but just not today. ICT
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4.7.9. Alumni — 3 wishes question
As with the students and lecturers, alumni intevgiended with the 3 wishes
guestion of Al. Each was asked if they had 3 wisheslation to changing the degree

programme in relation to preparing them for divigraihat would they be.

Responses in relation to the alumni 3 wishes questie extracted from the interview

transcripts and collated as Appendix T. The wishade by alumni are summarise in

Table 7.

Table 7: Summary of alumni 3 wishes question

Al More work placement in blocks
Diversity as a theme across the programme
More practical application of learning

A2 More work placement — across the three years
A module on diversity in first year
More guest speakers — across the three years

A3 Practical approach to psychology of behaviour and learning
More teaching practice — across the three years
Broader philosophical basis

Ad More preparation on dealing with non progressive learners
More work experience — observation opportunities
Bring diversity into assessment criteria — final year project

A5 Lecturers as models of teaching practice
Modules on how to teach people with different backgrounds
More hands on approach — being prepared for work

Alumni wishes are similar to the wishes of the figgar students and reinforce the
findings there and from other stages of the stAdlymni here explicitly suggest the
need for more learning in relation to diversity, fioat learning to happen across the
three years and to happen in practical ways thawvahem to apply their learning.
More specifically, they call for an extension oéttWBP element of the programme as

a means to do this.
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4.7.10. Conclusion to alumni interviews

Interviews with alumni provided insights into theatlenges and experiences
graduates of the programme might face in futurekwoles post graduation. These
challenges related mainly to their confidence dnititato deal with social, personal,

behavioural and pastoral care issues relatingetio ¥iarying roles.

In exploring how the programme prepared them foséhchallenges in relation to
knowledge, skills and values, it was evident thidgoaigh they were prepared well in
relation to knowledge about diversity and aspettiwersity and knowledge and
concepts of values they did not feel they had aalegskills to deal with the day to
day issues that arise as a consequence of divedigyse findings reinforce the

findings of previous stages of the study.

The previous stages of the study took a futurigBev on the programme and sought
improvements based on participants’ experienceeptogramme only. Interviews
with the alumni took a retrospective view and alutrased their responses on their
experience of the programme and how those exp@&samtated to their work context.
Discussions with alumni around the four themes ipresty arising from the study,
again reinforced findings from previous stageshefstudy, which was one of the

aims of this stage.

Based on their experiences in the field alumniechafbr similar improvements to the

programme across the four themes and alumni dghdigited additional themes

suggesting a need for the programme to:
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1. prepare students to deal with the challengébéviour
2. gain skills in pastoral care

3. learn about diversity through the use of ICT.

Chapter 5 discusses the overall findings of thdysticross all stages of the Al

approach.
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CHAPTER 5 — OVERALL FINDINGS OF STUDY

5.1. Introduction

This chapter summarises the overall findings ofstioely across the first three of the
4-D stages of the Al structure used to gather awadlyae student and lecturer data and
how data from alumni interviews relate to thoseliings. It leads to the
recommendations (tHeestinystage) discussed in Chapter 6. There is also sksmu
around observations on the use of Al in the stumdiraference and response to
comments and questions made by lecturers throwgbvhluation sheets completed at
the end of the lecturer workshop (Appendix P). aitgh these findings do not form
part of the findings of the study, the discussiddsgjustification to the use of Al in

the study and how the focus on the positive wal dath and perceived at the local
level. This discussion relates to discussion inliteeature around the uncertainty of

using Al as a research approach outlined earli8rGn

Key themes arising from the data in each stagheoftudy are discussed under the
headings:

» Discovery - What the programme does well
* Dream - What participants saw as the ideal

» Design- Participants’ practical suggestions for change

5.2. Discovery - What the programme does well

TheDiscoverystage looked to discover the intentions of they@mme in preparing
students for diversity as well as what was hapmgemirpractice. It involved a review
of the programme prospectus and a comparison otile@ims, outcomes and

objectives to what the literature deemed to bevegikin relation to preparing students
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for diversity in the areas of knowledge, skillsgaralues. It also sought to discover
what students and lecturers valued through their experiences of the programme,
also in relation to knowledge, skills and valuasdings are discussed in relation to

the programme and module review and findings framigpant data.

5.2.1. Programme and module review
A review of the programme intentions highlightedttbducation for multicultural and
diverse societies is an explicit ideal of the pemgme, although diversity is not an

established theme across modules and years indgeapame.

Through cross referencing module intentions withetements of teaching and
learning deemed by the DICE Review to be relevawliversity learning, it was
evident that most of these elements were coveredher an intended or unintended
way across the programme. The only notable elema&nnet related to students
having the opportunity to experience diversityv#ts evident also that the list of
elements for the themes, knowledge, skills andeslwere mainly matched by
outcomes from particular modules and that theseutegadccurred mainly in years 1
and 3 of the programme. Where aims, outcomes ectigs from second year
modules did feature, it was mostly in relation tmwledge of special needs and
learning differences. However, considering the reatd second year moduls5219
Sociology of Education and Traininpr which information was not availabiéjs
assumed that outcomes for this module would alstribaite across the categories

leading to intended and unintended learning in ywar
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Third year module€:S310 Values, Identity and Intercultural LearnengdES311
Equality, Access and Inclusipbetween them offer most of the required knowledge
and values elements relevant to preparing studentsversity. Skills elements were
met mainly by first year moduldsS116 Civic, Social, Political Education (CSPE),
ES126 - Human Development Power & PoliteglES125 - Personal Development
& Communication Skills.

5.2.2. Summary of participant findings: knowledgeskills, values

Students and lecturers were asked what learningt @beersity was happening in
relation to knowledge skills and values on the piogne and alumni were asked,
based on their working experience, how the programrepared them in relation to

knowledge, skills and values.

Knowledge

Both student and lecturer data demonstrated tr@atletge about diversity and
aspects of diversity on the programme was happenaigly in the first and third
years and through specific modules. Student legmwiis evident across a variety of
themes including knowledge of cultures, speciablsethe concept of diversity and
policy and law. This data also suggested unintetekathing in relation to diversity
was also happening based on the references madeparing class plans, writing
aims and learning outcomes or linking learning frguest speakers. In relation to
knowledge, alumni all felt they were adequatelyppred by the programme but that
greater opportunities for the application of thabwledge while on the programme

was needed.

Skills
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Both students and lecturers acknowledged thatskiltelation to diversity centred on
practical teaching skills, group work, communicatgkills and reflection which are
all skills suggested by the DICE Review and the daising through the review of

modules.

It was evident also that there was no explicitilngkof diversity learning to the
second year WBP opportunity and that learning oppdtres relating to diversity
were weaker in year two than in other years. Thyhllghted a possible need for
making diversity a programme theme in order toter@astructure by which explicit
learning opportunities might exist in year two aadjive more focus and coherence
to diversity related learning. Alumni findings agaeinforced the findings of the
other participants in relation to skills and alurnalled for greater skills in preparing
students to deal with student behaviour not juseiation to diversity but generally.
They suggested a need for more practical opporsrtid develop skills in dealing

with the issues that arise in every day situations.

Values
Participant data also acknowledged that understgrahies own values and
respecting the values of others is relative toidgakith diversity, both being areas

important in preparing students for diversity highted in the literature.

Participants referred to the importance of acceggamd inclusion, an appreciation of

self and others, the modelling of lecturers intretato values and the ethos of

programme and school as important in relation toesand diversity.
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Specific values referred to in the lecturer dateevdemocracy, consensus, respect,
tolerance, appreciation of others, learning frohedd, self-awareness, empathy,
understanding, objectivity and neutrality of resbapastoral care, encouragement,
and the valuing of diversity itself. All of thesalues are deemed to be important in
respect of diversity and education and demonsthnatte although some lecturers are
not involved directly with preparing students favetsity, they do contribute to

learning in relation to diversity through the wagt they teach and model themselves.

Again, alumni acknowledged satisfaction with how grogramme prepared them in
relation to the concept of values and understanlklavg values play out in education.
As with knowledge, they also called for the prognaento create more opportunities

for students to experience their learning abouteslin relation to real life scenarios.

5.3. Dream - What participants saw as the ideal

TheDreamstage asked students and lecturers to stateideahworld what they
would dream for the programme in relation to preqgpstudents for diversity. They
were asked to be creative in this stage as it wieald to their creative but practical
suggestions in thBesignstage that followed. The purpose of getting sttsland
lecturers to ‘dream’ of the ideal was to raiselthein relation to what is currently

happening by injecting a positive and creative eletto inspire change.

There was much evidence that the creative eleniehe®reamstage led to creative
practical suggestions for programme improvemetthéndesign stage. Although not
all participants used this stage to ‘dream bigggastions still prompted positive

suggestions for change in tBesignstage.
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Use of the three wishes question gave rise to aimiggestions arising from the
Dreamstage which implies that the participants undedtihe purpose of the dream

element in the process and that data arising frastudy was reliable.

5.4. Design — Patrticipants’ practical suggestion®f change

TheDesignstage was the most important stage of the studyisabere that all other
data was moving towards. Participants, having askeaged what was working in
the programme and ‘dreamed’ of the ideal then nmaoles realistic, practical

suggestions for programme improvement.

Several common themes arose through the variogesstd the data collected and
culminated in the following combined student anctueer themes arrived at in the
Designstage. These themes are listed in order of thabete most suggestions for
improvement made by participanEsperiencing Diversitypeing the highest. The top
four are discussed in relation to practical sohgiéor improvement. The other themes

do not feature strongly in the data but are refetoeacross the discussions:

Experiencing Diversity

Practical Experience

Diversity as a Module or Theme
Guest Speakers

Special Needs

Practicalities of Course Time
Research and Evaluation
Planning and Design

Students as stakeholders

CoNoOGO~WNE

The top four themes were a focus of discussionisaralumni interviews also to
establish if they agreed with the findings of poas participants and if they had

anything additional to add. The interviews gaveatgedepth to the findings and more
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gualitative and detailed responses. Referenceeoview findings is given at the end

of the discussion on each theme.

5.4.1. Experiencing diversity

This was the theme most referred to in relatiosuggestions for improvement and
references in the student and lecturer data suggjasteed for students to experience
diversity first hand while on the programme. Tisisnainly due to the fact that there
is limited cultural or other diversity amongst $t@af students and that as students are
not working they are not exposed to the diversigytare learning about or bringing
accounts of experiences of diversity into the lectoom. Suggestions made by

participants to allow students to experience dityeese summarised as follows:

» Student trips to diverse settings

* Work experience in diverse settings

» Student Exchanges

» Linking diversity to project work

* Amalgamation of classes

* Voluntary work with organisations dealing with disiy

» Extended teaching practice time

» Guest speakers with experience of diversity in atian

* Guest speakers with experience of specific fornmdivadrsity

* Forming partnerships with organisations dealindnwlitversity
* Opportunities to learn from other students fromedse backgrounds
» Opportunities to teach students from diverse bamkapls

* Inclusion of diverse students and staff in the progne

» Social events where students could meet people

Alumni suggestions were similar to these and alutaté highlighted the challenges
graduates face in the day-to-day dealings witredkffit aspects of diversity. Alumni
pointed out the disadvantage full time studenthefundergraduate programme have

in not having a work context on which to apply tHearning. Their suggestions for

improving the programme in relation to this thereateed mainly on increasing
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opportunities to connect with people from diversatext through WBP, workshops,

guest speakers and the use of ICT to communicgtmnbehe lecture room.

5.4.2. Practical experience

Students strongly called for practical opportusitie apply knowledge and enhance
learning in relation to diversity and some exprddsaw they felt ‘unprepared for
diversity’ or the ‘unknown’ or needed a more ‘hamas approach. This was
particularly the case for special needs and culagpects of diversity. This may
again be due to the fact that students are notingdnd have limited opportunity to
apply learning in practical situations. Also therere suggestions that the WBP time
is limited and much of the learning on the programmrelation to diversity happens
after WBP takes place. The lecturer data alseddfir more practical opportunities
for learning. The following list summarises studant lecturer suggestions for more

practical opportunities for learning in relationdwersity:

* More time allocated to work based practice (WBP)

» Teaching practice in diverse settings

* \Visits to diverse settings for assessment of needs

* Diversity as a topic within WBP module

» A practical or skills module

» Tutorial time dedicated to practical skills

» Practical skills/ideas in how to teach studentsfspecific diverse
backgrounds

» Use of case studies of good practice

* Student research and projects in diversity

» Planning and designing for diversity

Once again, the above suggestions are similaiosetput forward by alumni. This
was the strongest theme in the alumni data ané thas strong suggestion also for a

need to focus practical learning on the everydaypacos of education through the
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use of case studies, peer learning, observatiorgoelt speakers who meet the

specific needs of students.

5.4.3. Diversity as a module or theme

There were callings from both students and lecsui@ra dedicated module in
relation to diversity. In some cases there wergesigons for a module specifically

for special needs and in other cases a modulaversity generally that incorporates
special needs. Some suggested that an additiorthllenshould focus on practical
opportunities for student learning and experiesmane students suggested there is a
need for more coursework and that there is too ningehtime in the programme.
However, lecturer comments suggested there watelinfliexibility in the programme
to introduce another module. Some lecturers wisbethore time and funding to do

more in relation to diversity and to research stgeeds in relation to the topic.

There were also suggestions for diversity to featisra theme across the three years
of the programme and a calling by some for addaievorkshops or lectures and

greater use of tutorial time and guest speakenseiet learning needs.

In relation to additional learning in the programfoediversity, alumni suggested
there was need for additional learning but that ithréhould be a more focused
approach to how learning about diversity happenssadhe three years and in
particular that additional to the knowledge andieallearning already happening,
opportunities to apply that learning to real litmtexts is required across the three

years. A diversity theme rather than a dedicateduteowas the preferred approach
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and a linking of learning about diversity into atimen-related modules was also

suggested.

5.4.4. Guest Speakers

Throughout the study there was much referenceetodtue of guest speakers and the
need for greater use of guest speakers in relaidiversity learning. Use of guest
speakers was seen as a means for students toemqgeediversity and to learn from
experts working in diverse settings and dealindnwasues arising in relation to
differences. There were suggestions also to use gpeakers in non-traditional ways
such as for elements of project work, online dismrss, role-play and other practical
learning approaches through tutorial sessions. Suriese suggestions could
provide opportunities to incorporate practical teag within the existing programme

structure and to experience diversity through teants of practitioners in the field.

These were also strong suggestions of the alumenwliscussing guest speakers.
Some suggested that there was an issue with attemdad guest speaker sessions as
speakers were not always relevant. Data from alwuggests use of guest speakers is
an opportunity to apply learning and that the chatspeaker, how they deliver and
how what they speak about relates to the theotédiaening on the course is

important.

5.4.5. Conclusion — Summary of participant suggestns for change

There were four main areas suggested by the dadangarticular the students and

lecturers themselves that need to be addressethiion to preparing students for
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diversity and findings in these areas were affirmagdhe findings from the alumni

interviews:

1. The need for students to experience diversityanous forms

2. The need for students to learn about diversityapply learning in practical
ways.

3. The need for greater learning opportunitiesuphoa dedicated module, a
programme theme or additional course time.

4. The use of experts in specific areas relatingjvtersity in the learning process

Three additional needs arising from the alumniringavs were added:

5. The need for students to learn skills for deplinth negative behaviour and
behaviour arising as a consequence of diversity.
6. The need for students to gain skills in pastcaa.

7. The need for greater use of ICT to enhance ileguabout diversity.

The following list represents the practical soloionade by participants across the
study that could meet these needs and are thefbasie recommendations made

and discussed in Chapter 6:

+ Student trips to diverse settings

- Field trips to diverse settings

« Work experience in diverse settings

« Voluntary work with organisations dealing with digiy

« Create opportunities for student exchanges

- Create opportunities to learn with other studeramfdiverse backgrounds
« Create opportunities to learn from other studemshfdiverse backgrounds
« Social events where students could meet people ditierent backgrounds
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+ Inclusion of diverse students and staff in the progne/school

- Form partnerships with organisations dealing witlerbity

« Create links with schools, colleges and organisatior mutual benefit.

- Amalgamation of classes across programmes.

« Guest speakers with experience of diversity in atlao

« Guest speakers with experience of specific fornmdivadrsity

« Greater practical involvement of experts in thédfiarough practical work
and online discussions.

 Link students with other student groups on campus.

« Link diversity to project work

« Link diversity to teaching practice modules

- Extend teaching practice time

- Create more opportunities to teach students fra@rsgle backgrounds

- More project work or greater links to existing @y work in relation to
diversity.

« Increased curriculum on diversity, specificallytie areas of special needs
and culture.

- Greater use of tutorial time in relation to divéysi

« More student based research to understand studeds i relation to
diversity.

« Cross module linking and collaboration in relattordiversity.

« Inclusion of diversity as a theme and making leagnn the area more explicit
in module descriptors.

5.5.  Findings on the use of Al as a research methaa the study

Although not forming part of the data for the stuldgturers were asked to complete
an evaluation form at the end of the Al worksholpe Purpose of the evaluation was
to determine firstly if participants understood feprocess, in particular the focus
on the positive, and the purpose of Breamstage. Secondly, it aimed to obtain
lecturers’ opinions on the use of Al in order tdidate its use, and thirdly to use the
opportunity to highlight any issues or questionseaiiation to its use that may impact
the study. The following discussion in relatiorthe use of Al in the study makes

reference to lecturer observations to add weighitdse of the author.

During both the student and lecturer sessions thasegenuine interest in Al as an

approach although, as expected, concerns werd riaiselation to an over-emphasis
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on the positive and any impact of this on the tesgidata of any research study in
which it was used. Most of the comments from leatsirwere positive in relation to

its use as demonstrated in the extracts from thkiatrons data (see Appendix P):

Though from an 'evaluative' process | think it is always good to start positive and
2 |is essential in an 'organisational system' and for self-evaluation to increase
motivation.

As a module designer it made me feel less threatened. Also easier to begin to
guestion the negatives.

It's very interesting, it adds to the existing models and thus contributes to
research discourse.

Like that it's positive - more models in teaching & learning need to be looked at
from a positive approach.

Think this approach can contribute to cultural change in an organisation and will
8 |be less threatening than AR. | felt it was a positive experience which helped me
identify specific gaps to improve my practice.

An interesting approach. | like its emphasis on devising positive solutions/taking a
positive approach. Interesting similarities to AR. | haven't heard of it before and
could imagine many applications for our students, particularly on the part time
degree.

10 |Good new method which can complement AR and other forms of research.

There was also caution and opposition around teefié\l in research as shown in

the following extracts, some of which raised vajigestions in relation to this study:

| wonder why it matters - do the participants offer information that otherwise
wouldn't have been gathered?

Though it has a positive slant, after completing the exercise | found myself writing
negative answers anyway so I'm not sure whether there is a distinct difference
between this and other approaches since I think | would answer the questions in
the same manner.
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5.5.1. Valuing the negative in the study

Although there was strong emphasis in the datactdin focusing on the positive
there is much evidence, particularly in studenpoeses, that participants were not
precluded from expressing their ideas in a nontpesivay. The deliberate inclusion
of the ‘any other comments’ section of the studpr@stionnaire and lecturer exercise

sheets, although they did not expressly seelayal for expression in this way.

TheThree Wisheguestion also demonstrated a list of wishes ppaiits had in
relation to how the programme should prepare stisden diversity and this list
implied areas in need of improvement in the prognenthat concurred with the other

data arising through affirmative questions or segkiositive responses.

There were many explicit examples of both studantslecturers expressing
themselves in a ‘non-positive’ way and these exasplere not excluded from the

analysis but rather brought value to it:

4 Teaching methodology/strategies needed more in class to accommodate
diversity - learnt the value of the group work

15 Talk by visiting lecturer from Australian University on experiences of
difference in Australia school system.
Talks by Irish educators currently working in schools dealing with

15 . .
diversity would be helpful

| feel | am unprepared on a practical level to deal with children and
special needs and diverse culture backgrounds.

4 |More practical strategies needed to help deal with issues in relation to
special needs. A field trip or immersion into a special needs school to
see what works and the reality rather than just theory as we learn in
DCU.

10 |Greater exchange with other students of different nationalities.
10 |Develop a student exchange programme.
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These and other examples demonstrated that pariisipvere able to highlight areas
of the programme in need of improvement. By focgsin the positive they were also

able to suggest creative and positive solutiongfiaining that improvement.

The semi-structured approach to the interviewsaadtbalumni to feel free about their
opinions of the programme and how it prepared tf@rthe workplace and this data
again focused on constructive suggestions for eommprovement based on both

negative and positive experiences of the programmadenork experience.
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CHAPTER 6 — DISCUSSION & RECOMMENDATIONS

6.1. Introduction

This chapter represents tbestinystage of the Al process in the study in that tspu
forward recommendations for action for programmpriorement in relation to
preparing students for diversity. The recommendatiare based on the overall

findings outlined in Chapter 5 and are discusseteuthe following main themes:

* The need for students to experience diversity.
» The need for students to learn and apply learnogiadiversity in practical
ways.
* The need for additional and more explicit learnpgortunities.
* The use of experts in specific areas relating verdity in the learning
process.
» The need for students to learn skills for dealinpWwehaviour arising from
diversity
* A suggestion for greater use of ICT to enhancenlagrabout diversity.
6.2. Creating opportunities to experience diversity
The only area not met by one or more module aifgctives, or outcomes in the
review of modules was the need for students torexpee diversity. This was also the
most frequently suggested area for improvementgutard by participants in the
study. Lindsey, Robins and Terrell (2003) sugdest fcultural competence’ goes
beyond recognition of cultural difference but is #ibility also to respond to and
interact effectively with people from diverse greufgfhe Commission of the
European Communities (2005), Longworth (1996), B&990) and Banks (2007
all highlight that students need more than knowdealgd skills to deal with diversity,
but the capacity and opportunity to apply theirhéag in real life contexts and

through formal and informal learning. The Schodlea a pluralistic approach to

% See Chapter Two 1.4.2.
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education, having hosted an educational conferenqguralisn’* and Coolahan
(1996) talked then of an education process ‘...thhcaignediated encounter with the

cherished traditions, values, knowledge, attituate skills of society’'.

As students get little opportunity to experienceedsity across the programme, this
study recommends that the School create workinm@eships with external
institutions such as schools, support organisatioos-profit organisations and other
relevant bodies to build a database of partnemiganisations who could be of
benefit in relation to various forms of diversiffhese partnerships could also create
opportunities for students who wish to gain expereein specific educational
contexts through work experience placements fok¥B# module, for voluntary
opportunities, or for action research projectsfifwal year students who are interested
in a specific area such as Special Education orellex Education. Such partnerships

could also give access to expert speakers as detister in the chapter.

Similarly, it is recommended that links are develdjinternally with support units
within the University such as the Access Office Bisability Office, the
International Office, Student Support, the InteHaCentre, the Centre for Talented
Youth of Ireland (CTYI) and DCU in the Communityttvia view to students and
staff sharing their experiences of diversity in @tion, students conducting projects

and students getting involved in practical learropgortunities.

In relation to the programme structure, it is reatended that the School explore the

benefits of bringing student groups together inl&@ening process. For example

? See Chapter Two 1.6.2.
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ModuleES125 - Personal Development & Communication Skiksmodule also
delivered by the School to international studemtsh@International Foundation
Programme This could provide intended and unintended leaympportunities for
students through sharing their experiences of et@dr’s cultures as well as the
experience of learning a subject together. Sigilém explore linking the full-time
students with the part-time students in some watabthe full time students might
learn from discussions relating to the part-timalenhts’ experiences of diversity and
other aspects of teaching and learning gained g¢ffrtheir working practice. It may
also be worth exploring the possibilities for ftithe students to spend a day
shadowing through the links established througlneaships, with a specific focus on

experiencing diversity or specific elements of dsity.

6.3. Effective use of expert speakers

Participants acknowledged the use of guest speak#re programme but called for a
greater use of ‘expert’ speakers. It is recommenbdatispeakers bring more than just
knowledge of a subject area or topic but persox@deence of practice and issues
relating to practice also. Banks (2007), Ornst&B9@) and Zeichner (199%)suggest
that educators should make use of the informahiegrthat occurs in the lives and
communities of students and the ‘..multiple corgeatid valued practices of everyday
life..” (Banks 2007, p5). Creating partnershipshwotganisations could also create
links to ‘expert’ speakers across the various aoéasversity and could create both
formal and informal opportunities for learning abdiversity in civic, personal and
pastoral care contexts. These could include reptasees of special education, the

Traveller Community, adult education, parents atheorelevant persons bringing

# See Chapter Two 2.3.3.
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their experiences to the student where studentsbmayable to experience it for

themselves.

6.4. Incorporating practical experience on the progamme

Although there was strong evidence of the progrartending to learning across
knowledge and values in relation to diversity, éhemas also a strong calling, from
students and alumni in particular, for the needfgortunities to apply that learning
in practical ways while on the programme. Drudy @harke (2006) suggest ‘the
classroom strategies generally considered mosbpppte to teaching about diversity

and managing diverse classrooms are active andierpal ones’ (p383).

It is recommended that the programme consider & m@gmatic approach to
diversity and other learning on the programme lkmnaktudents to conceptualise
learning in relation to their own real life experoes and/or the experiences of those

working and living with diversity.

Hogan (1996, 2003), suggests a practice where ‘.ovlet and hidden curricula are
pursued in harmony...” Ling and Stephenson (1991)Hwoghn (1996, 2003) suggest
a Socratic approach to values education and Lortgvemd Davies advocate a
facilitative approacff. These approaches would allow students to congliéarown
values systems and to conceptualise learning atioel to diversity through
discussion and practical work. It is recommended $peakers with experience in

teaching to diverse groups or specific studenedffices deliver practical workshops

% See Chapter Two 2.3.6.
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rather than lectures or presentations using atkore or Socratic approach. This

could enable students to engage with case studresdife situations.

It is also recommended that students attend ghiilsling workshops or tutorials that
relate to the intellectual, social and action skiéferred to in the DICE Review (see
Appendix C). Such workshops could focus on gerskilts building and include
diversity related skills and examples. Existingtigl time could be used for
discussion and practical learning in relation & thain themes of the programme,

including diversity.

It is also suggested, in relation to creating pcatbpportunities to apply learning,
that there is a stronger consideration of divernsitgxisting practical elements of the
programme such as microteaching, curriculum de${gh, project work, teaching

practice and action research projects (discusséuefun 6.1.4.).

Further, it is suggested that the programme saurceesate practical resources in
relation to diversity that could be used acrossuesl For example case studies,
facilitation games, role-play opportunities, actmojects such as on-campus and off-
campus campaigns. Perhaps ideas for methodologasrials and opportunities

could be explored and created through action resgapjects by students.

6.5. Creating additional learning opportunities
Suggestions from participants in relation to addidil learning focused mainly on the
introduction of a dedicated module in relation teedsity but also on the need for a

more focused approach to learning about diversity theme across the three years of
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the programme. However, Zappone (2003) and Abdd&latceille (2006} highlight
the importance of dealing with difference as themand question the relevance of
diversity as a concept and Ladson-Billings (20QMgests that teachers should take
responsibility to learn about their students’ ctdtut is recommended that a needs
analysis be conducted in relation to any additideaining requirements of the
programme in respect of diversity and in partictdespecial needs and whether or
not a dedicated module is relevant or requiredeGihe constraints of time and
resources in current times, it is recommendedttieprogramme includBiversity as

a programme theme in the short term and seek wapsroduce practical learning
opportunities to planning and teaching to diverseigs and in diverse settings across
the programme rather than introduce a dedicatedufaddiscussed further in 6.6.). It
may be more beneficial to use any available timéntimetable for students to apply
learning in real life contexts or through interaatwith those dealing with diversity in

practice.

Students in the study referred to the need fortgregportunities for application of
learning in relation to diversity and referred he heed for the WBP module to be
extended. It is recommended that the programmeoexgie possibilities of
extending the teaching practice element or to thtce additional or alternative
opportunities for WBP through linking with estalblexl partnership organisations as
recommended earlier. Obviously this considerationld benefit the application of

all elements of teaching and learning and notlgeshing in relation to diversity.

* See Chapter Two 2.3.5.
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6.6. Making diversity explicit in the programme

Aside from investigation into the need for a dethdamodule, it is suggested that the
programme includes diversity as a theme acrospritgramme and that it creates
explicit opportunities for learning in relation doversity in a focused and progressive
way across the programme. Creating a theme forsltyen the programme would
allow for a more structured approach to diverggrhing throughout the programme
and could address the possible need for a str@mgphasis in relation to diversity in
year two of the programme. A diversity theme in phegramme may also create
opportunity for links across modules in relatiorthie topic of diversity and create
opportunities for cross modular learning, partidylan relation to the WBP
experience in year two.

Finally, it is recommended that the findings ofthtudy and the topic of diversity is
considered in the rewriting of programme and modkdening outcomes in line with
the Bologna Process planned for academic year 20107he rewriting of learning
outcomes is a good opportunity to review individeraldules in relation to diversity

and for making learning in relation to diversitypégit where relevant.

6.7. Summary of recommendations
In summary, the recommendations discussed in tapter are based on the findings
of the study and in particular on the suggestiaridgrward by students and lecturers

involved in the programme. These recommendations@mmarised as follows:

» Establish a database of organisations that coulshked with across themes
relevant to diversity.

» Establish internal and external relationships/gaships with
organisations/bodies/individuals in relation toatwement in practical

workshops, tutorials, project work and work-baseatfice.
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» Extend the work based practice element of the pragre or introduce
additional opportunities to experience diversitygducational contexts.

* Review the programme in relation to the introductd diversity as a theme
and how it relates to specific modules. Also coesttie theme of diversity
when addressing the writing of module learning ontes.

* Review the programme in relation to opportunit@sstudents to experience
diversity and to apply learning in relation to disi¢y (and other aspects) in
practical ways.

* Review the way the programme uses guest speakers.

* Introduce a practical learning element that givadents the skills to deal with

behaviour problems, personal and pastoral caresssu

6.8. Benefit of Al as an evaluation tool

The decision to use Al as a research method irem&&R was a successful one. It
was acknowledged early in the study that the pragra appeared to be quite
contemporary in its approach to diversity. The ppaach allowed the study to
begin by affirming what was already working ancbadflowed a structured way to
compare what was happening in the programme withvkraspects of good practice
highlighted through the literature. Getting papamts to begin by establishing what
was working created in them a positive attitude glawed them to move through
the Dream stage to highlight aspects of the programould be better thus
highlighting possible weaknesses in the progranirhe.acknowledgement of these
weaknesses through the research and the collgotetical suggestions of
participants in how to make improvements allowesl\thice of the participants to

directly influence the recommendations arising friv@ study.

The location of the researcher as close to, buinvolved, in the day-to-day running

of the programme meant that an alternative metb@R would be appropriate. As
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Al has many similarities to AR it was ideal in tlmgntext. It allowed the study to

remain grounded in the ideals of AR as an apprbactho take on Al as a structure.

It is true that similar results may have been adiat in approaching the study in a
more traditional way but the learning for the authind the participants in the study
was greater as a result. The experience of usiragAin research method in the
context of course improvement has highlighted aibdes place for Al as structure for
course evaluation in educational and other contg@etdicularly those that may want
to begin with a positive look at what works welbadgterive data in a more positive

atmosphere.
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CHAPTER 7 — CONCLUSIONS OF STUDY

This study was concerned with the preparation atation studies students to work
in educational environments that present many ehgéls relating to all forms of
diversity. As shown in the literature, diversijueation and training in the past has
focused mainly on knowledge of diversity and défeces, particularly cultural
differences. However, there is growing consensasahhough knowledge of
difference is important, over emphasis on peopldferences can in fact be an
impediment to the acceptance of difference as néuditional to a knowledge of the
concept of diversity and the various elements wéwdiity there is growing acceptance
of the need for educators to be equipped also télability to accept, and encourage
acceptance of, difference as norm and to haveahidence, skills and competencies

to deal with issues and challenges that arisecasisequence of difference.

Through the review of literature, this study fouhdt the knowledge, skills and
values required for educators to be prepared diversity of modern teaching
contexts were often those not directly relatediverdity itself but to do with personal
development and the ability to conduct oneself iciemitly and professionally in
varying contexts. It is through: effective commuation skills; an ability to
acknowledge and accept one’s own values and differas well as those of others; a
sensitivity around other backgrounds and cultuttess ability to research information;
and the experience of doing all these things,edatators gain confidence and

competencies in dealing with issues of differenue @diversity.

When comparing the full time BSc in Education amdiffing at DCU against what

the literature deemed relevant, it was evidenttti@jprogramme was contemporary
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in its approach to dealing with diversity. It wdsaaclear that learning was happening
in both intended and unintended ways and that tirgended ways were something
to be valued. However, as students of this prograrnave limited opportunity to
apply their learning in real life contexts, a mawanore practical approaches to
address diversity as a theme, as well as a focysamtical skills and competencies in
relation to that theme, would strengthen the legym relation to diversity as well as

learning in respect of other topics on the progranm

The employment of an Al approach highlighted a mevdel for course evaluation
that begins with acknowledging what is working,sgearticipants to envisage what

would be ideal and to put forward practical suggestfor positive action.

Beyond its obvious uses for education studies atidliteacher education, this
research may be of interest to anyone involvetiensubject of diversity or diversity
training. It may be of use in particular in the palservices sector for those involved
in diversity training for nursing, An Garda Siochan or prison services staff or
anywhere where a positive focus might be relevanmtill be of use also to those

conducting research through the use Al and thdseasted in course evaluation.

Finally, it is the hoped that the findings of teitsidy will enhance the valued learning
already taking place in the programme on whichasocused so that future
graduates will, through their knowledge, skillspnfidence and professionalism, be
able to manage difference as a consequence of liymdmist focusing their learning

on the art of education.
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