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Abstract

This study examined how diversity of field placement affected White student teachers’” White racial identity
(WRI) development, and the relationship between WRI and teacher efficacy. There was no change in WRI
development regardless of placement; however, as the percentage of students of color in the placement increased,
two subscales (instructional strategies, classroom management) of the Teacher Sense of Efficacy Scale (TSES)
decreased. A negative correlation existed between WRI (Pseudo-Independence and Contact subscales of the
White Racial Consciousness Development Scale-Revised) and subscales of the TSES. Results indicate that
teacher preparation programs critically examine Whiteness and WRI as a construct.
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1. Introduction

A significant number of teachers in the United States continue to be from European-American and middle or
upper-class backgrounds, whereas the student population has become increasingly diverse (Howard, 2010). The
National Center for Education Statistics (NCES, 2011) reported that almost half of the United States student
population in 2008-2009 was non-White. The racial/ethnic distribution of full-time teachers shifted slightly
between 1999-2000 and 2007-08, with only a slight increase in teachers who were Hispanic, and no significant
changes in teachers who were Black (NCES, 2011).

Over the past few decades, researchers have begun to explore and understand the role that race plays in the
teaching and learning process. Although unintentional, many White teachers “participate in the reproduction of
racial inequality” (Hyland, 2005, p. 429) when teaching students of color. A large body of research has been
devoted to helping teachers understand multiculturalism or culturally relevant teaching (Au, 2009; Haviland,
2008; Jones, 2006; Solomon, Portelli, Daniel, & Campbell, 2005), and teacher education coursework on
multiculturalism is common. However, less is known about how White future teachers construct their own White
racial identity (WRI) or how WRI influences a teacher’s efficacy for working with students of color. Past
research (Buehler, Ruggles-Gere, Dallavis, & Shaw-Haviland, 2009; Howard, 2010; Ruggles-Gere, Buehler,
Dallavis, & Shaw-Haviland, 2009) indicates that educators who are White and middle class face obstacles as
educators of children in diverse settings. Therefore, the purpose of our study was to examine how diversity of
field placement affected student teachers’ White racial identity development, as well as the relationship between
White racial identity and teacher efficacy (TE).

1.1 Review of Literature

The programs and processes that are in place at American universities to educate and prepare teachers for their
chosen profession have been at the forefront of the United States Department of Education’s focus on teacher
quality and the goal to improve performance of urban students of color (Ogbu, 2003). To achieve this goal,
educators have enacted several strategies including school restructuring, changes in assessment requirements,
raising standards and mandating improvement in teacher qualifications.
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1.1.1 Urban Students of Color

Educational reform efforts have been created with the goal to reduce the achievement gap between suburban and
urban students of color and their White peers (Howard, 2010; Kafer, 2001). These efforts, however, have not
provided the mechanism for urban teachers to either improve the academic performance of students of color or
the quality of their schools (Denbo & Moore, 2002; Kafer, 2001). A qualified teacher is significant for improving
student achievement, yet qualification alone is insufficient for enacting change in student performance
(McKeachie & Svinciki, 2006). Comer (2004) sees the role of the teacher as critically important; however,
teachers must also be prepared to address the changing demographics of school communities and the academic
and cultural needs of the diverse students they serve (Kyukendall, 2004; Rychly & Graves, 2012; Tomlinson,
2001).

Mckinley (2010) presents five core causes for the achievement gap between students of color and their White
student peers; he suggests reducing that gap by focusing on a “culturally responsive teaching” environment.
These types of environments provide a supporting framework for content mastery that is related to students’
home cultures, aligns to learning with positive interpersonal interactions, and employs diligent assessment
practices (McKinley, 2010). Teachers who demonstrate “culturally responsive pedagogy” are caring teachers
who have high expectations for all students and also provide constructive feedback to students (Rychly & Graves,
2012). To become effective teachers of students of color, White teachers must reflect on their own world-views
and continuously attempt to understand their students (Rychly & Graves, 2012).

Many public school districts across the nation that serve at-risk students contend that various strategies and
interventions have not adequately addressed school failure for a large number of these students (Rychly &
Graves, 2012; Welsh, 2010). For example, the standards movement articulated the need for all college-bound
students to be fluent readers, writers, and mathematical thinkers; however the lack of clear standards for students
not considered college-bound disproportionately hurt children of poverty, children of color, and children with
disabilities, as teachers failed to identify them as college-bound students (Chenoweth, 2009).

1.1.2 Teacher Misconceptions about Diverse Students

Teachers must be prepared to address the changing demographics of school communities and the academic and
cultural needs of the diverse students they serve (Kuykendall, 2004; Tomlinson, 2001). Teachers are often
unaware of their biases and expectations of culturally diverse students, yet increased awareness of their
unintentional behaviors and viewpoints can enhance student achievement (Rychly & Graves, 2012). Educators
should be consciously aware of the impact of labels such as culturally deprived, economically disadvantaged,
and underprivileged on the student’s self-image and potential (Kuykendall, 2004).

A common and problematic misconception held by some teachers is that students from culturally diverse
backgrounds, particularly Blacks and Hispanics, are less capable academically (Bryan & Atwater, 2002; Howard,
2010; Nieto, 2004). These misconceptions likely lead teachers to set lower academic goals and to rely more
heavily on passive teaching methods (Science Education Research Center (SERC), 2009). Another
misconception is that teachers should treat all students the same, regardless of class, gender, ethnicity, or race
(Bryan & Atwater, 2002; Howard, 2010). This “color blind” approach leads to teaching methods that do not
consider the disparate educational and cultural backgrounds in an urban classroom (Howard, 2010; The Coalition
of Schools Educating Boys of Color (TCOSEBOC), 2010). The preexisting knowledge base may differ
considerably among diverse students (Manzo, 2010; Marzano, Pickering, &Pollack, 2001; SERC, 2009).

1.1.3 Teacher Efficacy: Impact on Student Learning

Similar to the variability among the students they teach, teachers bring to their classrooms a world view about
teaching and learning shaped through years of personal experience as learners within families, communities, and
cultures. These teaching beliefs and practices shape the dynamics of student learning (Bryan & Atwater, 2002),
because teachers’ beliefs translate into classroom instructional practice (Kuykendall, 2004) and also influence
student learning (Bryan & Atwater, 2002) and, in turn, teacher efficacy.

Teacher efficacy, an individual’s belief that her or his teaching affects student learning (Raudenbush, Rowan, &
Cheong, 1992; Woolfolk Hoy & Davis, 2006), has roots in seminal work by Bandura (1977, 1997). Bandura
(1977, 1997) proposed that self-efficacy is a function of three interrelated factors: environmental, behavior, and
internal personal factors (e.g., cognition, affective, biological). Individuals are thus products of the interaction
between external influences, internal beliefs and current/past behavior. Self-efficacy impacts an individual’s
motivation, expectations, effort, emotions and persistence in situations of adversity; individuals with high
efficacy will persevere when faced with challenging tasks (Maehr & Pintrich, 1997; Pajares, 1997).
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Over a number of years, significant research has studied the impact of teacher efficacy on teacher quality and
behavior. Research (Darling-Hammond, Chung, & Frelow, 2002) has demonstrated that a teacher’s sense of
preparedness is the strongest predictor of teaching efficacy (Darling-Hammond et al., 2002; Tschannen-Moran,
Woolfolk Hoy, & Hoy, 1998), thus teacher efficacy is an important attribute to foster, because it can positively or
negatively influence teacher behavior and, consequently, student learning and behavior.

Teacher efficacy is related to various positive classroom practices: (1) teachers’ overall attitude toward teaching;
(2) teachers’ expectations of students; (3) willingness to persist with students who are struggling; (4) the ability
to try various instructional techniques; and (5) student achievement (Gibson & Dembo, 1984; Soodak & Podell,
1997; Tschannen-Moran et al., 1998). Since teacher efficacy affects a teacher’s ability to impact students in the
classroom, a teacher’s efficacy for working with students of color is paramount.

Many White teachers enter the profession without experience with diverse groups (Howard, 2010), and we
questioned whether this lack of experience affects teacher efficacy and student outcomes. As noted by Siwatu
(2011), preservice teachers felt better prepared to teach in suburban schools than urban schools. Siwatu (2011)
also found that White teachers in suburban settings reported higher teacher efficacy for working with culturally
and linguistically diverse students than when they are placed in urban settings. Conversely, other research found
that student teachers placed in urban settings reported higher teacher efficacy at the end of the semester
(Knoblauch & Woolfolk Hoy, 2008).

We argue that unless individuals critically examine the factors that influence the outcomes of students of color,
including historical factors that have oppressed certain groups, they cannot begin to improve the gap between
White students and those of color. However, teachers avoid discussions about race due to discomfort (Haviland,
2008) or a belief that race is no longer an issue in the United States (Howard, 2010). In addition, a recent
longitudinal study found that preservice teachers maintained their beliefs about working in diverse settings
throughout their teacher preparation program (Gau & Mager, 2011). White teachers must first examine their own
beliefs and biases, as well as their students’ perceptions of them as White teachers, before they can successfully
work with students of color (Howard, 2010; Sleeter, 2001).

1.1.4 White Racial Identity

As teacher educators, we are committed to training preservice teachers to effectively work with all students. We
struggle to understand how White preservice teachers navigate their urban field experiences. We also wonder if
experiences in urban settings influence their understanding of their own background as well as their efficacy for
working with students of color. The research on White racial identity provided a framework through which we
began to understand the importance of White racial identity for promoting one’s multicultural competence.

Helms’ (1990) original theory of White racial identity (WRI) included six statuses, with higher levels
representing more advanced understanding of one’s Whiteness in the context of cross-cultural interactions. As
empirical data were collected, however, Helms (2005) eliminated one of the statuses (immersion/emersion),
yielding a model that consists of the following five statuses: (a) contact (unaware of the systemic presence of
Whiteness, one’s race, and the existence of racism); (b) disintegration (recognition of one’s Whiteness,
acknowledgement of racism, confusion and self-disorientation with respect to one’s own Whiteness); (c)
reintegration (idealization of being White, denigration of People of Color); (d) pseudo-independence (intellectual
acceptance of one’s race and racial privilege); and (e) autonomy (positive, antiracist White identity).

Higher levels of WRI represent more advanced understanding of one’s Whiteness, and individuals at more
advanced levels recognize injustices and are willing to take action to work for social justice (Helms, 2005). In
contrast, individuals at lower level statuses (e.g., contact, disintegration) display an unawareness of White
privilege and power or deny institutional racism. Moreover, certain statuses appear to predict racism (Pope-Davis
& Ottavi, 1994).

Haviland (2008) articulated the “silencing power” of Whiteness in education and explored how the interactional
styles of White people in White-dominated educational settings impede movement toward progressive,
anti-racist education. Her data from a yearlong qualitative research study uncovered strategies that participants
used to insulate themselves from implication in social inequality. Use of these strategies stymied attempts at
transformative multicultural education and thus functioned to reproduce, rather than challenge, the status quo of
educational and social inequality (Haviland, 2008). Thus, Whites engage in “safe” dialogue and avoid
discussions of race or racism, thereby perpetuating White privilege. Moreover, Whites who espouse
“colorblindness” negate the impact of racism upon persons of color (Flores, Schwann, Dimas, Pasch, & deGroat,
2010), preventing the development of their own racial identities. Prior research also shows that Whites in
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instructional settings are often reluctant to share their feelings about race and racism due to fear of appearing
racist (Chick, Karis, & Kernahan, 2009).

As indicated above, individuals avoid discussions of race and racism, and may adopt a “colorblind” approach to
working with persons of color, behaviors that truncate their own WRI growth. Despite the frequent cultural
mismatch between teachers and the students they serve, and the academic achievement gap between White
students and those of color, a paucity of research has examined the influence of White teachers’ White racial
identity on their efficacy for working with students of color. Research demonstrates that teacher efficacy
influences a teacher’s ability to successfully work with all students (Tschannen-Moran et al., 1998), yet we found
no empirical studies that examined the relationship between White student teachers” WRI and teacher efficacy.

1.1.5 Research Questions

We solely focused our study on White student teachers. Given the literature noted above, we desired to
understand changes in these White preservice teachers’ self-beliefs and perceptions about their abilities to impact
students. We explored the inter-relationships among the diversity of student teaching placement, teacher efficacy,
and teachers’ WRI. Specifically, we examined whether: (1) there was a relationship between White racial identity
statuses and teacher efficacy; (2) diversity of student teaching placement was related to White racial identity
statuses and teacher efficacy; (3) those placed in more diverse settings showed changes in WRI; (4) those placed
in non-diverse settings showed changes in WRI; and (5) diversity of placement affected changes in WRI
development.

2. Method
2.1 Participants

We gathered information from participants enrolled in a teacher preparation program at a public university in the
northeastern United States. Of 256 individuals who were enrolled in senior student teaching during the spring
semester, 222 student teachers agreed to participate in the study. We were only interested in studying White
student teachers for this study, so we only utilized data collected from individuals who self-identified as White.
The final usable sample (completion of both pre and post measures) consisted of 146 White student teachers (91
females, 55 males), with an average age of 25.4 (range = 21 - 50). See Table 1 for demographic information for
specific placements either categorized as high, low, or middle diverse school settings.

Table 1. Sample demographics for each type of school placement

o Highly Diverse Non-Diverse Middle
Characteristic
(n=46) (n=70) (n=30)
Mean Age 24.84 25.89 25.34
Gender 16 M, 30 F 28 M, 42 F 11 M, 19F
Licensure,
P-3 0 2.9 0
K-5 21.7 14.5 6.9
K-8 32.6 232 27.6
K-12 413 52.2 62.1
Other 4.4 7.2 34

Note. Middle = Student teachers who were placed in a school that was neither highly diverse nor non-diverse;
non-specified were those who did not report a school.

a= expressed in percentages

2.2 Instruments
2.2.1 Teacher Sense of Efficacy Scale (TSES)

The TSES long form (Tschannen-Moran & Woolfolk-Hoy, 2001) consists of 24 nine-point likert items that ask
respondents how much they believe they can influence student behavior (1 = not at all; 9 = a great deal) and
consists of three subscales: (1) Instructional strategies; (2) student engagement; and (3) classroom management.
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Higher scores represent greater teacher efficacy. Past studies have shown high reliability of the TSES subscales,
with alpha ranging from .87 to .91 (Tschannen-Moran & Woolfolk-Hoy, 2001). For our sample, we also
conducted an inter-item reliability analysis of the three TSES subscales and found high reliability for each
subscale, ranging from .88 to .92.

2.2.2 White Racial Consciousness Development Scale, Revised (WRCDS-R)

The WRCDS-R (Lee et al., 2007) is designed to measure White racial identity statuses that are aligned with
Helms’ (1990) theory of White racial identity development. The WRCDS-R consists of 40 five-point likert type
items (1 = strongly disagree; 5 = strongly agree) that reflect four White racial identity statuses: (1) Contact
reflects naive thoughts and ignorance about racial differences; (2) Reintegration represents feelings of anger and
resentment toward ethnic minorities, and individuals who score high on this subscale see persons of Color as
inferior to Whites; (3) higher scores on Pseudo Independence signify an increasing awareness and understanding
of the impact of White dominance and privilege on racist attitudes and behaviors; and (4) Autonomy scores
represent a non-racist White identity with appreciation of racial differences and similarities.

The current version of the WRCDS-R is the result of Lee et al.’s (2007) multi-stage approach to revising the
White Racial Consciousness Development Scale (Claney & Parker, 1989). After Lee et al. (2007) generated
items, they conducted an exploratory factor analysis and subsequently eliminated several items and collapsed the
disintegration items into the contact subscale. Next, Lee et al. (2007) performed a confirmatory factor analysis
on the new 40-item WRCDS-R, using a sample of 168 White counselors and counselor educators (76% female,
24% male) who were recruited through several national databases (e.g., Counselor Education Supervision
Network, American Family Therapy Association) in the United States. Results demonstrated satisfactory
reliability, with Cronbach’s alpha coefficients at .81 for contact, .86 for reintegration, .84 for
pseudo-independence, and .71 for autonomy. We also conducted a reliability analysis of the WRCDS-R using
our sample, and results showed high inter-item reliability with alpha =.82 for Contact, .84 for Reintegration, .77
for Pseudo Independence, and .81 for Autonomy.

Lee et al. (2007) also sought to establish scale validity, so they gathered data from 402 White undergraduates
(31% male, 69% female) whom they recruited from campus classes and compared their scores to the counselor
group noted above (n = 168). Findings indicated that the counselor group scored higher in the advanced statuses
(pseudo-independence and autonomy) than undergraduate students, suggesting that the scale may be a valid
instrument.

2.2.3 Diversity of Placement

On the demographic survey, participants were asked to record the name of their placement school, district, and
city/town. From this information, the researchers used demographic information provided by the State to identify
the percentage of White students in each school. For comparison purposes, placements were also coded into
three categories: (1) highly diverse placements, schools where White students represented less than one-third of
the student body; (2) non-diverse placements, schools where White students represented greater than two-thirds
of the student body; and (3) average placements, schools that comprised the remainder of the placements (See
Table 1).

2.3 Research Design

We utilized a causal-comparative design. Students who were placed in schools where the student population was
predominantly White/Caucasian were compared to those who were placed in schools where the student
population consisted primarily of students of color. The study examined how the diversity of placement affected
White student teachers” WRI, as well as the relationship between WRI and TE.

2.4 Procedures

Prior to commencing our study, the research was approved by the university’s Institutional Review Board and
followed all requirements for ethical treatment of human subjects. At the beginning of the semester, researchers
visited all class sections of student teaching seminars to obtain informed consent and distribute surveys. Students
were informed about the study and its purposes, and those who wished to voluntarily participate completed the
informed consent form, with the opportunity to ask questions before signing the form. The researcher collected
the signed consent forms and then disseminated two likert surveys (TSES and WRCDS-R) and a demographic
questionnaire. The researcher read the instructions, particularly indicating that only participants who
self-identified as White/Caucasian were to fill out the WRCDS-R. Readings about the first year of teaching were
included in the packet for those participants who either finished early or elected to not participate in the study.
Upon completion of the student teaching experience at the end of the semester, White participants again
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completed the WRCDS-R and TSES, and students of color completed the TSES. We only used the data collected
from student teachers who self-identified as White; all other data were securely stored but were not intended for
use in our study.

2.5 Data Analysis

All data were entered into SPSS, and cases that were missing post-test data were eliminated. A Pearson product
moment correlational analysis was used to examine the relationship between White racial identity statuses and
teacher efficacy (research question 1), as well as the relationship between diversity of placement, White racial
identity statuses, and teacher efficacy (research question 2). Paired sample t-tests were employed (research
questions three and four) to investigate changes in White racial identity for individuals at specific sites (those
placed in either highly diverse or non-diverse schools). For research question five, an analysis of covariance was
conducted for each of the WRCDS-R sub-scales, using pretest scores on each sub-scale as the covariate to
compare post test differences between student teachers placed in schools that served predominantly White
students to those that primarily served Students of color.

3. Results

To address the first research question, a Pearson product moment correlational analysis examined the
relationship between White racial identity statuses and teacher efficacy. The data indicated a significant negative
correlation between scores on the contact subscale of the WRCDS-R and fcon all three subscales of the TSES
(see Table 2). Contact is perceived to be a lower level of WRI development; therefore, as individuals reported
greater naiveté or ignorance of racial differences (lower levels of WRI=higher scores on Contact), their beliefs
about their ability to use effective instructional strategies, manage the classroom, and engage students decreased.
The data also showed a significant negative correlation between scores on the Pseudo-Independence subscale of
the WRCDS-R and scores on the Instructional Strategies subscale of the TSES. Pseudo-Independence represents
greater awareness of the impact of White dominance and privilege on racist attitudes and behaviors; thus, as
individuals reported greater awareness, their teacher efficacy regarding instructional strategies decreased.

Table 2. Intercorrelations for subscale scores on the WRCDS-R and TSES

N SE p IS p CM p
Contact 146 -24% .004 -23% .007 -21% .010
Reintegration 146 -.12 153 -.08 334 -.02 .843
Pseudo-Independence 146 -.16 .063 -.18* .030 -.15 .070
Autonomy 146 .16 .054 .14 .078 .03 .669

Description: The four subscales of the White Racial Consciousness Development Scale-Revised (WRCDS-R)
include Contact, Reintegration, Pseudo-Independence, and Autonomy; Contact and Reintegration are viewed as
lower level statuses (Helms, 1990). The three subscales of the Teachers Sense of Efficacy Scale (TSES) include
Student Engagement (SE), Instructional Strategies (IS), and Classroom Management (CM) (Tschannen-Moran et
al. 1998).

*p <.05.

Second, a correlational analysis was used to investigate the relationship between White racial identity statuses,
diversity of field placements (measured by the percentage of White students in the school) and teacher efficacy.
Results showed a significant positive correlation between the diversity of the school and two subscales of the
TSES: Instructional Strategies and Classroom Management (see Table 3). Thus, as the percentage of White
students in the school increased, teacher efficacy regarding classroom management and instructional strategies
increased. We found no significant correlation between subscale scores on the WRCDS-R and diversity of field
placements.
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Table 3. Correlations between diversity of school® and subscales of the TSES

N r Sig.
Student Engagement 146 13 11
Instructional Strategies 146 A7* .04
Classroom Management 146 21%* .01

Description: *Diversity of School is defined as the percentage of White students enrolled in the school.

*Correlation is significant (p <.05).

To address research questions three and four, paired sample t-tests examined changes in the four subscales of the
WRCDS-R for individuals placed in either highly diverse or non-diverse schools. The results indicated that
neither group experienced significant changes on any of the WRCDS-R subscales (see Table 4).

Table 4. Changes in WRCDS-R for student teachers in either Highly Diverse (HD) or Non-Diverse (ND) schools

Time 1 Time 2 95% C1
M SD M SD t df p LL UL
Contact
HD 14.02 5.58 1470  5.45 1.05 43 .30 -1.98 .62
ND 17.01 6.92 17.23  6.89 37 68 71 -1.39 .95
Reintegration
HD 39.05 8.06 38.95 9.01 .10 37 92 -2.02 2.23
ND 40.63 938 40.85 8.98 1.02 67 31 -2.43 79
Pseudo-Independence
HD 2040 4.18 19.40 5.09 1.50 39 .14 -.35 2.35
ND 18.88 4.02 18.10 5.00 1.44 66 15 -.30 1.85
Autonomy
HD 3236 7.53 32.05 7.52 45 41 .65 -1.07 1.14
ND 3090 6.81 2993 7.02 1.69 68 .10 -.17 2.16

Description: CI = confidence interval; LL = lower limit; UL = upper limit.

Finally, an analysis of covariance was conducted for each of the four WRCDS-R subscales to compare post-test
differences between those placed in predominantly White schools to those who were placed in more diverse
settings. A separate ANCOVA was utilized for each of the four subscales, using the specific pre-test as the
covariate. This provided a robust comparison, controlling for initial differences on the subscale pre-test. The
results indicated no significant differences on any of the subscales (see Table 5).
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Table 5. Differences between student teachers placed in Highly Diverse (HD) or Non-Diverse (ND) schools
onWRCDS-R subscores, controlling for pretest scores

WRCDS-R Source df Mean Square  F Sig

Contact

Intercept 1

Pre-test 1
School Type 1 10.02 51 48
Error 110 19.62

Reintegration

Intercept 1

Pre-test 1
School Type 1 5.65 .20 .66
Error 101 18.63

Pseudo-Independence

Intercept 1

Pre-test 1
School Type 1 9.47 46 .50
Error 101 10.43

Autonomy

Intercept 1

Pre-test 1
School Type 1 28.82 1.34 25
Error 105 21.51

Description: Pre-tests on the subscales served as covariates. School type consists of 2 levels: HD and ND.

4. Discussion

Schools of education across the United States are faced with the challenges of training teachers who are
predominantly White to effectively work in schools with a large number of students of color. Unfortunately,
many educators who prepare future teachers advocate a color-blind approach for working with students of color,
despite ample research that supports the need for developing lessons based upon student background (Banks,
2007). Moreover, teachers who are specifically trained to work with culturally diverse students have greater
levels of teacher efficacy to work with those students (Siwatu & Starker, 2010). Universities and colleges fall
short in their attempts to address this, however, by providing either a single course or a single textbook chapter
devoted to multiculturalism for the entire teacher preparation program. According to Banks (2007), having a
formal curriculum and multicultural teaching materials are necessary, but not sufficient; materials are going to be
highly ineffective by teachers who have naive, ignorant, and/or negative attitudes toward these diverse groups.

Surprisingly, the results of our study indicate that specific aspects of White racial identity, as well as diversity of
field experiences, were related to student teachers’ self efficacy. For example, as their awareness of the impact of
White dominance and privilege on the establishment of inequities in society increased (score on Pseudo
Independence), their teacher efficacy decreased. As White preservice teachers became more aware of the
challenges facing students of color, perhaps they became more self-conscious and unsure of their ability to teach
these students. Increased awareness and knowledge may lead to discomfort, which could also explain lower
levels of teacher efficacy. Therefore, mere exposure without adequate training to work in diverse settings is
insufficient to promote competence for teaching in diverse classrooms.

Our study presented findings at the culmination of 15 weeks of student teaching. We found that as the percentage
of students of color enrolled in a school increased, preservice teachers reported lower levels of efficacy to
implement both effective instructional strategies and classroom management techniques. We wondered if the
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strategies these teachers had learned and practiced in a prior setting were ineffective for working with more
culturally diverse students. Alternatively, is it possible that teachers’ perceptions of students of color correspond
with lower expectations of their own abilities to work with these students?

Our research indicated that greater levels of ignorance about racial differences (Contact subscale of the
WRCDS-R) also had deleterious effects on teacher efficacy, as indicated by its negative correlation with all three
subscales of teacher efficacy. Thus, a color-blind approach apparently will not promote confidence for
implementing pedagogical strategies with students of color. Individuals are often unaware of issues of race and
racism due to the communities in which they live (Solomon et al., 2005), indicating that individuals need more
cross-cultural contact to foster WRI development (Valli, 1995). Although contact may be a prerequisite for WRI
development, our study did not find any differences in WRI development between student teachers who taught in
either schools with a high or a low percentage of students of color. In addition, when investigating changes in
WRI growth, neither group of student teachers (those placed in diverse or non-diverse settings) significantly
changed over the course of the semester, suggesting that more than cross-cultural exposure is necessary to
promote WRI growth.

Our study found that student teachers maintained their initial WRI beliefs and experienced lower levels of
self-efficacy when teaching in diverse school settings where the dominant culture was different from their own.
As noted by Pollock, Deckman, Mira, and Shalaby (2010), preservice teachers reported the need to come to
terms with their own White privilege and guilt before they could develop specific classroom skills for working
with students of color. Indeed, teacher educators should engage in conversations about race, racial identity, and
race-related issues of privilege and power, topics that frequently are avoided in situations wherein participants
are predominantly White (Pennington, 2007).

As noted by McKay (2010), critical pedagogy implies that educators must continuously question the dominant
culture’s perspective and consider alternative perspectives for working with diverse groups. Thus, open dialogue
about educational practices and their impact on race are necessary to impact outcomes for students of color.
Since the student population in public schools across the United States is becoming increasingly diverse,
educators need to consider the inclusion of WRI in the training of future teachers.

Educators should consider reforms and strategies for change that not only embrace the teacher but also the
students and their families (Banks, 2007). This approach will enable educators to better relate to and understand
student behavior, thereby participating in “prejudice reduction”. Banks expresses concern that children “come to
school with many negative attitudes toward and misconceptions about different racial and ethnic groups” (Banks,
2007, p. 21) that influence cross-cultural interactions and academic success. Establishing positive images, role
models, and sensitive multiethnic materials within a sequential curriculum may be one aspect that will foster
student success. This approach can be addressed within teacher preparation programs. However, teacher training
must move beyond the provision of multicultural materials and address the role of a teacher’s race, as well as
teachers’ conceptions of classroom management, instructional strategies, and student engagement (Banks, 2001).
Through dialogue with students and families from diverse backgrounds, teachers can reflect on their own beliefs,
identify biases, and attempt to teach and manage a sensitive, efficient, effective classroom.

5. Conclusion

As perhaps the first empirical study to examine the relationship between White racial identity and teacher
efficacy, and given the paucity of research on Whiteness in general, our study extends the current body of
literature. Given the impact of teacher efficacy on student performance, understanding the relationship to White
racial identity is imperative and warrants further study. Also, considering the demographics of the teaching force
in the United States, cultural competence is paramount, and our study attempts to uncover the role of White
racial identity in the development of teacher efficacy for working with students of color.

We found that student teachers who were placed in settings with larger numbers of students of color had lower
levels of teacher efficacy. As noted by Wihak and Meral (2007), contact is a prerequisite for White racial identity
development, but mere contact alone is insufficient for promoting positive White racial identity growth, as White
individuals resist ideas of White privilege and power (LaDuke, 2009). Moreover, instructors who attempt to
discuss these issues in multicultural courses report that students will attempt to change the subject or disengage
from discussions of race (LaDuke, 2009).

We believe that schools of education must move beyond merely placing students in diverse classrooms. Instead,
programs need to embed content about Whiteness throughout the curriculum and engage in dialogue about
Whiteness issues, acknowledging and discussing personal bias and how biases influence teachers’
misconceptions and assumptions about teaching and student learning. Addressing WRI in teacher training could
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increase White prospective teachers’ awareness of their racial biases, the impact of these biases on their behavior,
along with the unintended consequences of those behaviors (Castillo et al., 2006; Sue, et al., 2008). Educating
White teachers regarding White racial identity, along with ample experiences in diverse settings, coupled with
reflective discussions in accompanying seminars, may induce positive WRI development and, ultimately,
positive classroom experiences for their students of color.

We acknowledge the limitations inherent in correlational research, but also recognize the implications of our
study for future research. More controlled studies are warranted to investigate pre-post changes in WRI and
teacher efficacy following training that focuses on cross-cultural communication and experience along with
teachers’ critical examination of their own beliefs and biases.
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