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Abstract
Demographic changes anticipated over the next @ecednify the importance of addressing
racial/ethnic disparities in education. A paradighift has occurred among scholars
concerning the approach for addressing the acadadhievement gap by emphasizing the
reeducation of teachers in the way they view thaewing diversity of students in the United
Sates. Cultural competence has emerged as a mathoesolve the disconnect between
teachers and students. This study surveyed 70desiohstudents at a high poverty American
elementary school and a high poverty American neidsthool using thé&ross Cultural
Adaptability Inventorypy Kelly and Meyers. The study results were aredythrough the lens
of previous analysis of cultural competence seteasments by researchers in the health care
profession. The revelations question the validftysing self-assessments to measure cultural
competence.

Keywords: Cultural competence, high poverty, academic achneve gap, diversity, cross
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Background

Demographic changes anticipated over the next @edadhe United States magnify the
importance of addressing racial/ethnic disparitregducation. These disparities have been
highlighted by The National Center for Educatior@thatistics (NCES) that define the
academic achievement gap as occurring when onepgobstudents outperforms another
group and the difference in average scores fotvibbegroups is statistically significant, larger
than the margin of error (NCES, 2011). A recEducation Weeleditorial further explained
the present disparities in educational academigeaement by reporting that the NCES in
2009 and 2011 confirmed that Black/African Americamd Hispanic American students
scored lower than their white American peers byawegrage of more than 20 test-score points
on the NAEP math and reading assessments at 4tBtargtades, a difference of about two
grade levels (Education Week; http://www.edwealawr/issues/achievement-gap/; August
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14, 2012). The gaps have continued despite thee stiscrepancies between Black/African
American and white American students narrowing ketw1992 and 2007 in 4th grade math
and reading and 8th grade m&NCES, 2009, 2011). Consequently, scholars haeeealtthe
approach for addressing the academic achievemenbygéocusing less on changing the way
the students learn to a greater emphasis on ratdgdeachers in the way they view the
widening diversity of students in the United Safasch a paradigm shift ensures that teachers
are well equipped to engender greater academie\ament among students of diverse
backgrounds and abilities.

1. Review of Literature

1.1 Cultural Competence- A Paradigm Shift

As purported by Boykin and Noguera (2011) “racegssl| and linguistic and cultural

differences between students and teachers certdimlyhot cause the achievement gap;
however, they do contribute to its persistence aftdn complicate efforts to reduce or
eliminate disparities in student learning” (p. 28)any scholars have written about the
disconnect between the student’'s and the teackaltare and methods for resolving the
divide, including the subject of multiculturalismgnks, 1993), cultural responsiveness (Gay,
2000), and cultural relevance (Ladson-Billings, 399 adson-Billings describe culturally

relevant teachers as those who utilize studentisureuas a vehicle for learning (Ladson-
Billings, 1995). She furthers the initiative oflttwal competence by asserting that cultural
competence can be achieved by training prospettizehers in a manner where culture is
clearly understood (their own and others) and énrttanner in which it functions in education
(Ladson-Billings, 1995). Gallavan maintains thatltunal competence involves guiding

teachers through the processes of knowing thenseldgescovering one another, and
constructing their own thoughts and beliefs abouatety (Gallavan, 2005).

Many American educational organizations have atbmeated for the inclusion of cultural
competence in educator preparation and practice Nhtional Association of School
Psychologists (NASP) maintains that a commitmerduiturally competent practices benefit
children in many ways. NASP affirms its pledge toomote inclusive educational
environments that respect and respond to diffemeirceace, culture, ethnicity, and language.
The association encourages school psychologistspdssess improved cross-cultural
communication and to strive to ensure that consoftaintervention, and assessments are
appropriately  designed to meet  student, staff, angarental needs
(http://www.nasponline.org/resources/culturalcorepee/mission.aspx). The National
Association of State Boards of Education (1994)reskkd culturally competent schools in
the policy updateCultural Competence and Educatidhstrongly recommended that policies
regarding cultural relevance or competence be dinte teacher training and in-service
professional development programs so that teadrersable to meet the needs of a diverse
student body. (NASBE, July 2004). The National Edion Association (NEA) purports that
the rationale for cultural competence stems frorthé&)diversity of the student population; 2)
the critical role culture plays in learning; 3) @aection to more effective teaching; 4) a need
to better connect with students’ families; 5) effdo lower the student academic achievement
gap; 6) a reinforcement of American and democratieals; and 7) efforts to meet
accountability requirements (NEA, 2008).

Upon review of the various definitions of cultucampetence, Byrd-Blake & Olivieri (2009)
defined cultural competence in teacher educatiolb) dlse ability to engage in self-reflection
and self-critique of one’s belief system about effesdividuals and groups of people; 2) the
knowledge, understanding, acceptance and app@ciatidiversity among students (Ward &
Ward, 2003); 3) the ability to demonstrate beha/tbat are congruent with an understanding
of differences among learners; 4) and the abilidyeffectively operate within different



International Review of Social Sciences and Huniesitvol. 8, No. 1 (2014), 55-67 57

cultural contexts (NASP, 2003). This definition engpasses the notion that “when teachers
recognize that student differences influence tleiademic needs and acknowledge the
likelihood that personal biases influence teachgdent interactions, they will be more likely
to take measures that address these issues” (B&yKmguera, 2011, p. 31).

Becoming culturally competent is “an on-going comi@l, developmental, and experiential
process of personal growth that results in a psodesl understanding and improved ability
to adequately serve individuals who look, thinkd @ehave differently from us” (Suarez-
Balcazar & Rodakowski, 2007, p. 15). Assessmerds riieasure the knowledge, skills and
dispositions that reflect cultural competence aicteers have not yet been comprehensively
identified, described, or evaluated. Krentzman &aansend (2008) examined the existing
measures of cultural competence from a wide rarigdisgiplines to find those that were
optimal for measuring the cultural competence afiadovork students. They concluded that
many questionnaires and scales designed to measiuteral competence have been
developed from the following multidisciplinary ppextives: counseling and psychology,
social work, nursing medicine, dental education,sitess and business education,
communications and school psychology.

1.2 Measuring Cultural Competence

There are numerous validated measures and assessisienments that are available to
measure cultural competence of health care proiests (Capell, Veenstra & Dean, 2007,
Suarez-Balcazar et. al. 2011). The field of medichas approached cultural competence
assessment of health care professionals throudhaticans and critiques of various measures
(NCCC, 2011, Gozu, et. al., 2007)For 15 years, theNational Center for Cultural
Competence (NCCC) at Georgetown University, U8% had an impact on advancing and
sustaining cultural and linguistic competency fealth practitioners. NCCQOr@motes the use
of its validated self-assessment measures for dagfinizations and individuals within health
care and human service agencies. It views selkas®@nts as an ongoing process to measure
progress over time and not just a onetime occuerehige Center’s guiding principles of self-
assessment reflect it as a strength’s based modilentify and promote growth among
individuals and organizations, a means of providingafe and non-judgmental method of
measurement, involve all stakeholders and useeofahults to build capacity (NCCC, 2011,
http://nccc.georgetown.edu/orgselfassess.html ).

Kardong-Edgren (2007) used the Campinha-Bacote/enitory for Assessing the Process of
Cultural Competence Among Healthcare ProfessidrRelised (IAPCC-R) to measure the
cultural competence of 170 baccalaureate nursir@NjBprogram faculty. The survey also
assessed factors that were helpful in increasingfad levels in caring for individuals from
other cultures and gathered self-report data onumll content in faculty academic
preparation and current employing programs. Resudticated BSN faculty were culturally
competent. Faculty teaching in the states with rtfeest immigrants were more culturally
competent than faculty teaching in the states thi¢ghleast immigrants. Immersion or working
in another culture were the most frequently citedthads of increasing cultural comfort.

Forty-five English Language articles published frob®80 to 2003 evaluating the
effectiveness of cultural competence curricula liealth professionals were reviewed by
Gozu, et. al. (2007). The researchers reviewedestutlat used at least one self-administered
cultural competence tool. The 45 unique assessmetruments included 32 learner self-
assessments and 13 written exams. They abstratheunation about targeted providers,
evaluation methods, curricular content, and thecipsgnetric properties of each tool. A
majority of the studies that assessed cultural etemze used self-administered tools that
were not yet validated. Only 1/3 (15/45) of thel$oassessed demonstrated either validity or
reliability, and only 13% (6/45) demonstrated boghiability and validity. The researchers
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cautioned that the lack of validated tools usedstgess cultural competence hindered accurate
interpretation of their success (Gozu, et. al. {200

Kumas-Tan, et. al. (2007) critically examined qitative measures of cultural competence
most commonly used in medicine and in the healtbfegsions to identify underlying
assumptions about what constitutes competent peaatiross social and cultural diversity. A
review of approximately 20 years of literature itiiéed the most frequently used cultural
competence measures, which were then thematioadiyi@ed following a structured analytic
guide. The analysis resulted in the identificatbérb4 instruments. The 10 most widely used
cultural competent instruments were then analydedety and six prominent assumptions
embedded in each were identified. The results atdit that the instruments equated culture
with ethnicity and race and conceptualized culasean attribute possessed by the ethnic or
racialized Other. Cultural incompetence was sedn have arisen from a lack of exposure to
and knowledge of the Other, and also from individb&ses, prejudices, and acts of
discrimination. Many of the instruments revieweduased that the health care practitioners
are white and Western and that greater confidemce comfort among the practitioners
signified increased cultural competence. The rebess concluded that the existing measures
embed highly problematic assumptions about whaistitotes cultural competence. The
measures ignored the power relations of social ualty and assumed that individual
knowledge and self-confidence were sufficient fbamge. It was suggested that measures
that assess cultural humility or actual practiceenmeeded if advancements were to occur so
that health professionals could move forward inirtiefforts to understand, teach, practice,
and evaluate cultural competence. In addition, dasethe thorough review by Kumas-Tan
et. al. there was little uniformity in the methodsed to evaluate cultural competence for
health care professionals. They identified 54 dgtinstruments and a number of studies that
used instruments developed specifically for thoseliss. The most prominent cultural
competence measures, after a thorough review (Kdraaset.al., 2007) were quantitative
instruments developed to measure the cultural ctampe of individual students or
practitioners. The most prominent measures wenetifdEd as: 1) Multicultural Counseling
Inventory (MCI); 2) Cultural self-efficacy Scale $ES); 3) Inventory for assessing the
process of cultural competence among health priofesls (IAPCC and IAPCC-R); 4) Cross-
Cultural Adaptability Inventory (CCAI); 5) Quick siirimination index (QDI); 6) Cultural
Attitude Scale or Ethnic Attitude Scale (CAS/EAS);Multicultural Awareness Knowledge,
and Skills Survey (MAKSS & MAKSS-CE-R); 8) Cultur&@ompetence Self-Assessment
Questionnaire (CCSAQ); 9) Cross-Cultural Counselimgentory (CCI and CCI-R); and 10)
Multicultural Counseling knowledge and Awarenessl8&qMCKAS) (pp. 550-551). The
authors assert that the MCI, the MAKSS-CE-R, theA8B/MCKAS, and the CCCI-R were
the four measures that have been the most frequeviewed due to perhaps them being the
original measures.

2. Methods

2.1 Assessment Instrument: The Cross Cultural Adajatbility
Inventory

The Cross-Cultural Adaptability Inventory (CCAI) svghosen from the ten scales reviewed
by Kumas-Tan, et. al. (2007) to administer to Titldeachers in a study of cultural
competence and cross cultural adaptability. Kedleg Meyers (1995) describe the instrument
as comprising excellent reliability, face validiijd construct validity. The CCAI was first
developed in 1987 and revised in 1992. The autltors/ey its purpose as a “training
instrument designed to provide information to adividual about his or her potential for
cross-cultural effectiveness” (p.2). The CCAI catsiof 50 items, a six point Likert scale
(definitely not true to definitely true) and fouutsscales identified as emotional resilience,
flexibility/openness, perceptual acuity, and pesdcautonomy (Kumas-Tan, et. al., 2007;
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Kelley & Meyers, 1995). Kelley and Meyers (1998)mised that the CCAl was designed to
respond to the following needs:

1) to understand the factors and qualities thalitiste cross-cultural effectiveness; 2) To
increase self-awareness regarding the factors araditigs that influence cross-cultural

effectiveness; 3) to improve skills in interactingth people from other cultures when an
individual is already in a new culture or multicuttl setting; 4) to decide whether to work in
a culturally diverse or multinational company, wiestto live abroad, and so on; and 5) to
prepare to enter another culture such as a mutmedtenvironment or a new country through
preparatory training customized to the individyalJ).

The CCAIl was the chosen instrument for this stuthAmerican teachers in high poverty
schools based on its design purpose that stapeevitdes feedback regarding an individual’s
relative strengths and weaknesses in relation ¢ofolur CCAl dimensions of emotional

resilience, flexibility and openness, perceptualitgc and personal autonomy (Kelley &

Meyers, 1995). The authors also indicate that faekidrom the instrument increases self-
knowledge and awareness regarding potential diffesy and concerns of cross-cultural
effectiveness. Kumas-Tan et. al. reported thaketinare conflicting reports of the measure’s
psychometric properties and one report indicateat the four-factor structure was not
replicable and that the instrument did not meastwss-cultural adaptability (p. 550).

Kumas-Tan et. al (2007) describe six underlyinguagotions embedded in the most widely
used cultural competence measures (Kumas-Tanl.,e2087). They provide a summary of
how the ten most widely used cultural competenceasmes embed the underlying
assumptions (p. 550-551). Following is a summaihe underlying assumptions along with
an analysis of the CCAIl in relationship to the itifegd assumptions:

Assumption 1: Culture is a matter of ethnicity andrace. Although the term cultural
competence is increasingly used in reference todiety of cultural (e.g., racial, ethnic,
gender, social class, and sexual orientation) g@upach of the ten existing measures,
including the CCAI, seem to conceptualize cultuserere or less equivalent to ethnicity and
race (p. 549).

Assumption 2: Culture is possessed by the other; ¢hother is/has the problem. A
majority of the measures reviewed also tended toaieq culture with the (ethnic and
racialized) Other. The measures identify dominamtugs as not having a culture. Many
existing measures rarely acknowledged or examir@dirant cultures. Even when these
measures recognize the culture of dominant grabpsiesult is sometimes the same (p. 551).
This is the only assumption that the authors didmdicate as being prevalent in the CCAI.

Assumption 3: The problem of cultural incompetencelies in practitioners’ lack of
familiarity with the other. Practitioners should be aware of, knowledgeabteigtand seek
contact with the Other. The measures imply thatucal competence is achieved when
practitioners acquire sufficient awareness and kadge of the Other, often through repeated
exposure to the Other. Along with the CCAI, the mwgas were found to assume that cultural
incompetence is rooted in practitioners’ lack omiizarity with cultural differences;
heightened cultural competence is thought to dependincreased familiarity through
increased contact (p. 552).

Assumption 4: The problem of -cultural incompetence lies in practitioners’
discriminatory attitudes toward the other. The measures were stated to indicate that
ethnocentrism and racism are by nature individ@lings— individual ignorance and
individual prejudice. Thdlexibility/opennessubscale of the CCAI includes items such as
“People who know me would describe me as a persbo & intolerant of others’
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differences,” and “I can enjoy relating to all kindf people”; these items test for the presence
of discriminatory attitudes. The CCAIl was indicatixd purport the understanding that if
practitioners would only educate themselves abtutoeentrism and racism and then free
themselves of biased worldviews and prejudice,atantrism and racism would no longer be
a problem for either practitioner or patient. Somstruments clearly suggest the “correct”
attitude is one of comfort with or celebration ofetsity (p. 552, 554).

Assumption 5: Cross-cultural health care is about @ucasian practitioners working with
patients from ethnic and racialized minority groups Although the authors reported that
none of the cultural competence measures revieva@u to be culture specific (the CCAl is
supposedly “culture general,” or valid for use wath cultural groups), most of the measures
were identified as assuming that the respondenthige and that recipients of care are
patients from ethnic and racialized minority gro@ps554).

Assumption 6: Cultural competence is about being edident in one self and comfortable
with others. Eight of the ten cultural competence measuresudiay the CCAI, were
reported to rely to some extent on respondentd:rathgs of their own confidence or
comfort. The implied assumption was that culturabmpetent practitioners are, above all
else, confident in themselves and comfortable wikiers (p. 554).

2.2 Population Sample

A total of 70 teachers from two high poverty sclsoobmpleted Cross-Cultural Adaptability
Inventory (Kelley & Meyers, 1995). There were 4dneentary (Kindergarten — sixth grade)
school teachers who completed and 26 middle sdkachers who completed the survey. Of
those who identified their gender, 54 were females 13 were males (three participants did
not indicate their gender). The ethnic categoriesewthat 67 of the respondents identified
themselves as not Hispanic/Latino and 3 indicabtey twere Hispanic/Latino. Twenty-two
identified themselves as Black/African American, iddicated they were white American,
and one that was of mixed race. A majority of thetipipants were between the ages of 30 —
49 years of age (51.4%) and 50 — 64 years of ag83%3. At the time of the survey the
elementary school had a 93% high poverty populatioth a 93% minority rate. The middle
school (grades 6 — 8) had a 79% high poverty rated 7minority rate
(http://schoolgrades.fldoe.org/).

Table 1: Responders Demographics

Ethnic Category Females Males Total
Hispanic or Latino 2 1 3
Not Hispanic or Latino 54 13 67

Unknown (individuals not reporting ethnicity)

Ethnic Category: Total 56 14 70

Racial Categories

American Indian / Alaskan Native 0 0 0
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Asian 0 0 0

Black or African American 14 8 22

Native Hawaiian / Pacific Islander

White 39 5 44
More than one Race 1 0 1
Unknown or Not Reported 0 0 0
Racial Categories: Total 54 13 67

3. Procedures

Volunteers from the targeted population were gS®ittiby the researchers. Letters to the
participants describing the research were disitbuvith consent forms. Surveys were
collected by the researchers. Each page of thegsiwas assigned an identification number.
The following demographic data was gathered: Agmder, Race/Ethnicity, Highest Degree,
Level Taught, and years taught. Frequency disiobat and descriptive statistics were
performed by analyzing the four scale areas (EmatidResilience, Flexibility/Openness,

Perceptual Acuity, Personal Autonomy) by demograpfairiables of by age, race/ethnicity,

years taught, gender, highest degree and levehtaug

4. Results

The results revealed there were no differences Weened in the cross cultural adaptability
total or sub-scale rating of elementary and middleool teachers in high poverty schools by
gender, race/ethnicity, parents’ education, le¥@ducation, or school level.

Reliability statistics for this sample:

Total scalex = .896, 50 items

Emotional Resilience (ER) = .823, 18 items

Flexibility/Openness (FO) = .735, 15 items

Perceptual Acuity (PAC) = .723, 10 items

Personal Autonomy (PA) = .521, 7 items (low reliability)

Teachers with fewer years of experience howeveswel significantly more Perceptual
Acuity (PAC) than more experienced teachers (<d@rsM = 51.12,SD= 4.65; 11 + years
M = 48.41,SD = 5.26;1(65) = 2.21,p < .05). The effect size was mediugh £ 0.54). In
contrast, older teachers (age 50 years and oldported greater Flexibility/Openness (FO)

than younger teachers (age 18-49 years) (youmiger 71.17, ® = 7.81, olderM = 75.84,
SD= 6.71;1(68) = -2.51p < .05). The effect size for this test was medidns 0.63).
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Table z: Perceptual Acuity by Years of Experience GroupiSias
1=1-10; 2= 1141 N Mean |Std. Deviation] Std. Error
Mean
Perceptual 1.00 31| 51.1290 4.65290 .83569
Acuity 2.00 36| 48.4167 5.26104 .87684
Table 3: Independent Samples Test
Levene's Test t-test for Equality of Means
for Equality of
Variances
F Sig. t df Sig. Mean Std. Error [ 95% Confidence
(2- | Difference| Difference| Interval of the
tailed) Difference
Lower | Upper
Equal
variances 1.216( .274| 2.219 65( .030 2.71237  1.2225¢ .27075 5.15398
Perceptua assumed
Acuity Equal
variances nof 2.239 64.945 .029 2.71237 1.21129 .29322 5.13151
assumed
Flexibility/Openness by Age
Table 4: Group Statistics
1=18-49, 2 = 504 N Mean | Std. Deviatior] Std. Error
Mean
Flexibility/Opennes 1.00 45] 71.1778 7.81109 1.16441]
S 2.00 25( 75.8400 6.71863 1.34373

4.1 Limitations

The limitations in the study were realized as:HB survey was administered as a self-report
instrument which has its limitations when attemptiio determine significant differences
among teachers based on a topic that is assocvated societal inhibitions; 2) Many
responses were reported in a similar fashion witmowuch variety in the responses. 3) The
teachers in the middle school were given the optibreturning the survey at their leisure
while the elementary school teachers were survegedne sitting. 4) Incentives were
provided for those who completed the survey ($58axgant gift card).
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5. Discussion

A slight significant difference was shown betweeachers who reported their age as 18-29
years and those that reported as 50 years or uwliflerthe greater age scoring higher on
Flexibility and Openness. Flexibility and openn@3®) scale measured the extent to which a
person enjoys the different ways of thing and beftathat are typically encountered in a
cross-cultural experience. This correlates clogétli Assumption 6 with states th@ultural
competence is about being confident in oneselfcamafortable with othersThe CCAI rely

on the respondents’ self-ratings of their own aderfice or comfort. The implied assumption
is that culturally competent practitioners are, \&ball else, confident in themselves and
comfortable with others (p. 554). Therefore, it t@nassumed that the respondents who were
50 years or older scoring higher on the Flexibiliigd Openness (FO) scale due to the
correlation of the greater years lived equatinghwiexibility and openness. Kelley and
Meyers (1995) indicate that open, flexible peopkveh a positive attitude toward the
unfamiliar and are able to deal constructively witifferences. “They tend to be
nonjudgmental and tolerant of people who are dfferand enjoy interacting with, learning
about, and conversing with a wide variety of peofileey are inquisitive, and they enjoy
diversity” (p. 16). The authors identify the fiftredtems from the inventory, grouped
according to content focus, of the FO scale (p11,

Liking for, openness toward, interest in and dewirkearn from unfamiliar people and ideas:

. | can enjoy relating to all kinds of people;

. | like being with all kinds of people;

. When | am around people who are different from infiegl lonely;

. When | meet people who are different from me, | iaterested in learning more
about them;

. I enjoy talking with people who think differentlizdn | think;

. I am the kind of person who gives people who affemrint from me the benefit of the
doubt; and

. When | meet people who are different from me, leetgo like them (p. 16).

Tolerance, nonjudgmentalness, and understandingrtbwthers who are different from
oneself:

. Impressing people different from me is more impatrthian being myself with them;
and

. I am not good at understanding people when thediffexent from me;

. People who know me would describe me as a persanisvintolerant of others’
differences; and

. When | meet people who are different from me, Htemfeel judgmental about their

differences (p. 17).

Flexibility with regard to experiences:

. | believe that | could live a fulfilling life in asther culture;
. If I had to adapt to a slower pace of life, | wobkecome impatient; and
. | enjoy spending time along, even in unfamiliareundings (p. 17).

Upon analyzing the specific items of the FO scthle,sometimes leading questions regarding
flexibility and openness may not be accurate ptedioof a respondent’s attitude or behavior.
The underlying assumption identified by Kumas-Tarale(2007),Cultural competence is
about being confident in oneself and comfortabltéh wihersholds true for these findings.
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The researchers found that eight of the ten cultoapetence measures rely to some extent
on respondents’ self-ratings of their own confideimc comfort. The inferred notion is that
culturally competent practitioners are, above lak econfident in themselves and comfortable
with others. Asking respondents to indicate theircpived flexibility and openness may be a
measure of the respondent’'s confidence rather tiwen self-perceived flexibility and
openness. In addition, a respondent’s self-perddivgher levels of confidence and openness
may be indicative of that respondent’s lower insighd lower self awareness of their true
flexibility and openness (p. 554). Prior to admieisg the survey to the 70 teachers, there
was a limited explanation of the rationale for thevey without any exercises emphasizing
the powerful benefit of self reflection. Thus, altiygh a difference was shown between
teachers who reported their age as 18-29 yearshaseé that reported as 50 years or older
with the greater age scoring higher on Flexibidtyd Openness, the validity is questionable
considering the assumptions of the instrument tleéras and the respondent’s perception of
the assumptions by the transparent nature of ttveguFor example, how a respondent rated
him/herself on the item stating, “I enjoy relatitm all kinds of people” or “When | meet
people who are different from me, | expect to lilkem” may be a reflection of the perceived
correctness of the given response. In a profesgiare teaching children of varying cultural
backgrounds is becoming more commonplace; the teydmay be to respond in the ideal
rather than in a true reflective manner of thegbynteracting with people who are different.
Otherwise stated, the nature of the professioeadhing may serve as a limitation for asking
such self reflective questions due to responderdicating how they perceive they should
respond.

A difference was shown between teachers who talglar more years and those who taught
4-10 years concerning their Perceptual Acuity (PARQ)e greater the years taught, the lower
the (PAC). Perceptual acuity is associated withfidence in one’s ability to accurately
perceive the feelings of others. It is also assediavith valuing other cultures and being
willing to suspend judgment of others (Meyers amdléy, p. 17). “People who are perceptual
acute are attentive to verbal and nonverbal behawdhe context of communication, and to
interpersonal relations” (p. 17). The authors idexat 10 PAC items that they stated describe
behavior that is useful in cross-cultural commuticca

. | try to understand people’s thoughts and feelingen | talk to them;

. I have a realistic perception of how others see me;

. I am the kind of person who gives people who affemrint from me the benefit of the
doubt;

. | can perceive how people are feeling, even if treydifferent from me;

. | believe that all cultures have something worthevto offer;

. | pay attention to how people’s cultural differes@dfect their perceptions of me;

. | consider the impact my actions have on others;

. When | am with people who are different from ménterpret their behavior in the
context of their culture;

. When | am in a new or strange environment, | keepgen mind; and

. In talking with people from other cultures, | pajeation to body language (p. 18).

The results indicating that respondents who repotéss years of teaching experience
perceived themselves to be more perceptually dabate the respondents who reported more
years of teaching experience is quite intriguimgtidlly, thoughts could prevail that the more
years the respondents taught, the less confidemyt ltlave in their ability to perceive the
thoughts and feelings of those of different culsurdowever, when a more critical analysis
occurs within the context of the underlying assuam# of cultural competence self reflection
instruments identified by Kumas-Tan et al (2007)jfeerent insight is achieved. Assumption
3 states thathe problem of cultural incompetence lies in praatiers’ lack of familiarity
with the other.The teachers who reported less years teaching amtldrally foresee the
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assumptions inherent in the questions and thuscatelia greater familiarity in their
confidence to accurately perceive the feelingstibéis of a different culture. Another critical
analysis of Assumption 4 thdthe problem of cultural incompetence lies in prizmtiers’
discriminatory attitudes toward the Otheould also lead to such analysis. Lastly, reqgian
teacher to self-reflect on an item such as “I tryuhderstand people’s thoughts and feelings
when | talk to them” is indicative of questionsttheflect character traits of effective teachers.
Kelley and Meyers (1995) also indicate that pengaiphcuity is associated with confidence in
one’s ability to accurately perceive the feelingthers. The results could be an indicator of
the greater confidence of the teachers who repdetesiyears teaching than an indicator of
their greater perceptual acuity in comparison tsé&who reported more teaching experience.

6. Conclusions

The analysis of the results of the self-administeB&€ Al survey to teachers in high poverty
schools via the lens of the hidden assumptionstifteh by Kumas-Tan (2007) proved to
allow for a more critical analysis of the resulfhe assumptions of what constitutes
competent practice across social and cultural gityefor health professions also holds true
for educators. The results revealed that there werelifferences were found in the cross
cultural adaptability total or sub-scale ratingte&chers by gender, race/ethnicity, parents’
education, level of education, or school level.sThowever, may not be indicative of the
authentic perceptions or cross cultural adaptghifithose who responded to the survey. The
teachers who responded have had access to thematfon regarding the academic
achievement gap and the underlying assumptionsenéngl society of the children who
attend high poverty schools. Race, class, lingu#std cultural differences between students
and teachers is often perceived to complicate tsfftw reduce or eliminate disparities in
student learning (Boykin and Nouera, 2011).

Also a factor are the federal, state and localques that are placed on schools that teach
children that traditionally perform at levels beldiweir middle class white counterparts. Both
the elementary school and the middle school in shisly were schools where the students
were of high poverty, high risk, and culturally dige communities. Thus, the pressures
initiated by the American No Child Left Behind A@CLB) for schools to produce children
that meet mandated state educational standardedkeggs of their race, social standing and
background has been a primary factor in the culaireoth schools. In a previous study,
Byrd-Blake, et. al. (2010) surveyed teachers frorban, high poverty schools in the
American Midwest regarding their morale in the wak&CLB and found that those teachers
suffered from a lower morale under the constameissts. In this environment, asking teachers
to complete a self report survey with evident aggions concerning a topic that is of
paramount significance in the school communitiesved to provide results that the
respondents felt were expected of them, which magay not be authentic and valid.

The results of this study bring to question the ataelf-report surveys to determine the
cultural competence of teaching professionals. Qtieans of gathering data could make use
of qualitative style measures such as focus grangsjidual interviews, journals, open ended
guestionnaires and observations. The critical ematiun of the most prominent quantitative
measures of cultural competence presented by Kdmaaset al. (2007) confirms the slight
uniformity of the methods used to evaluate cultamhpetence.

As indicated in the statement of limitations, mamgponses were reported in a similar
fashion without much variety with respondents sapthemselves on the more positive end
of the Likert Scale. This presents evidence thati@éng a culturally responsive disposition is
not a simple cognitive task that can be modeledtearsferred,; it is a personal struggle that
challenges affective as well as cognitive capai{iBuehler, et. al, 2009). The individual
must become aware of the personal internal andrreltdbehavioral characteristics that
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distinguish them from others and become an objeaihserver as indicated in the Objective
Self Awareness Theory (Hormuth, 2006). As discudsgdyrd-Blake & Olivieri (2009),
Cultural competence requires an ability to engagaetacognitive reflection:

Culturally competent teachers are able to engagelinreflection, and thus step outside of
their worldview, to discern how their experiencesl @ultural backgrounds affect what they
perceive and interpret about the race, cultureathnicity of students in their classrooms...It
is imperative for teachers to recognize and addiesscharacteristics associated with their
personal dispositions. An initial understandingiagntity development will enable them to
see how their own personal identity can affect ey in which they interact with their
students...This will allow teachers to gain a keenamwess of how their personal
experiences have an impact on their actions aedactions with students (p. 6).

The critical analysis of the study results reveakad for teachers to engage in self reflection
of their prior and present beliefs to gain unbiapetgspectives about teaching students of
diverse races/ethnicities, language, exceptioaalitisocioeconomic backgrounds and
genders. This self reflection should explore thesisumptions about children from high

poverty, high risk and culturally diverse backgrdsnUpon such authentic self exploration,

guantitative measures of self report surveys mayes® reveal more valid results.
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