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Abstract

Sexual minority students are targets of bullyind axperience negative mental health
and academic outcomes. Although teachers repottiyioattitudes towards the needs of sexual
minority students, they do not feel prepared teaffely support such students. This study
investigated the current ways in which teacher atloic programs integrate the topic of GLBT
needs into the educational experience of pre-setei@achers and factors that may affect the
integration of the topic. Twenty directors of teackducation programs participated in phone
interviews. Some information was also collectedrfiastitution and federal websites.

The results indicate that approximately half ottesr preparation programs expect pre-
service teachers to develop GLBT related competsrmior to graduating, although very few
assess these competencies. Pre-service teachensstriékely to learn about GLBT issues as
they relate to family structures, bullying, an@iature in a variety of education related courses.
Hands-on experiences are limited, with few prograeperting a presence of GLBT faculty or
students, few experiences with GLBT issues in igfld fand few opportunities to engage in
research on GLBT related topics. The results iridioa significant difference in the interview
answers by institution type or program accredibogy. The institution’s Carnegie
Classification, student population, percent ofitistitution’s students enrolled in the education
program, and percent of ethnic minority students faculty in the program were found to have
relationships with factors extracted from the guestaire. The results and implications for

teacher education practices are discussed.
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Chapter One: Introduction
Background

According to the Universal Declaration of Human IiRgg all people have the right to an
education that will strengthen their respect foedsity (General Assembly of the United
Nations, 1948). In the United States of Americas the responsibility of each state to ensure
availability of free education to its people, whatit is stated in the states’ constitutions, laws,
or policies (Right to Education Project, 2008); lewmar, many students experience harassment
and feel unsafe, which negatively affects schodiopmance, can lead to truancy, and can
ultimately deny students their right to an educatiBtudents who self-identify as gay, lesbian,
bisexual, or transgender (GLBT) experience higllewf harassment in schools and are at high-
risk for emotional, social, and academic difficedti(Kosciw, Diaz, & Greytak, 2008); Lewis,
Derlega, Clarke, & Kuang, 2006; National Associatad School Psychologists [NASP], 2002;
Rivers, 2004; Rosario, Schrimshaw, Hunter, & Gwaff)2; Savin-Williams, 1994). In many
cases, sexual minoritgtudents are denied their right to an educati@adse school personnel
are not trained to provide support and safety t@Gktudents.

Many writers have theorized that sexual minonitgividuals progress through various
stages as they form a full understanding and aaneptof their sexual and gender identities
(Cass, 1979; Chapman & Brannock, 1987; Colemar?;1D&ugelli, 1994; Girshick, 2008;
McCarn & Fassinger, 1996; Morales, 1989; Sophi@519986; Troiden, 1989). Social context
and environmental factors help mold a child’s depetental process (Bronfenbrenner, 1979)
and can affect an individual's progression throtlghstages of sexual identity development

(Dubé & Savin-Williams, 1999; Savin-Williams & Diaond, 2000).



Research has established that sexual minoritiesriexyjge harassment more often than
the general population (Balsam, Rothblum, & Beaureh&005; Hershberger & D’Augelli,
1995). In the school setting, sexual minority yorgport alarmingly high rates of verbal and
physical harassment, including cyberbullying ardtrenal aggression (Ellis & High, 2004;
Kosciw & Diaz, 2006; Kosciw et al., 2008). When yloexperience harassment, while
struggling to develop an appreciation for theirusand gender identities, they can exhibit
negative outcomes in behavior (NASP, 2002; Rosaral., 2002; Savin-Williams, 1994),
mental health (Lewis et al., 2006; Rivers, 2004} academics (Kosciw et al., 2008; Savin-
Williams, 1994).

Parental support can mediate the effects of vie@tnon on sexual minority youths’ well-
being and can promote healthy coping skills antglang self-image (Hershberger & D’Augelli,
1995; Mohr & Fassinger, 2003). Families vary, hogren the reactions they experience when
they learn of their children’s sexual or gendentitg, often progressing from feelings of anger
or denial to a more accepting view (Savin-Williagh®ubé, 1998). As parents and families
work through their personal feelings, GLBT youtim ¢eel isolated. It is at this time that support
from school personnel can be helpful (Gastic & $uim 2009; Kosciw et al., 2008).

Pre-service and in-service teachers generally\eetigat they will help sexual minority
students who are being victimized; however, theyless willing to proactively advocate for the
safety and acceptance of GLBT students (Bailey61B&rsch, 2008; Riggs, 2002). Yet, the
majority of sexual minority students report thadieers do not react to victimization and do not
attempt to help GLBT students who are being victadi (Kosciw et al., 2008). Research
indicates that teachers feel they lack training iggbaration to work with sexual minority

students, and they feel they have inadequate res®ur schools (McCabe & Rubinson, 2007,



O’Connell et al., 2007). These are important faxtbat can influence whether educators follow
through with their anticipated behaviors (Ajzen919Sears, 1992).

Explicit instruction on the topic of sexual mingrissues has been shown to have a
positive effect on attitudes towards GLBT indivithkiGAthanases & Larrabee, 2003; Lambert,
Ventura, Hall, & Cluse-Tolar, 2006; Riggs, 2002; t&fanan, Reid, Garfield, & Hoy, 2001),
which can strengthen an individual’s intention &phGLBT youth (Ajzen, 1991; Mudrey &
Medina-Adams, 2006; Sears, 1992). However, it eu@in how the topic of sexual minorities
is being approached in a variety of higher eduogbimgrams. Ethical and training standards for
school-related higher education programs, suclvasselors and psychologists, are becoming
inclusive of sexual orientation and gender idenaityd explicitly state these as areas of diversity
in which school personnel should be trained (Ansri€ounseling Association [ACA], 2005;
American Psychological Association [APA], 2002, Zp0Bmerican School Counselor
Association [ASCA], 2007; Council for Accreditatiaf Counseling and Related Educational
Programs [CACREP], 2009; NASP, 2000a, 2000b, 206&esponse to these standards, some
higher education training programs have integr@&@eBT issues into the curriculum, particularly
in APA accredited programs that train professiqgrsaichologists (Sherry, Whilde, & Patton,
2005).

Standards for teacher education training programgeas explicit. Ethical codes for
teachers tend to neglect the importance of enuetkiategories when discussing diversity and
fail to mention GLBT youth as a group (Council texceptional Children, 1993; National
Education Association, n.d.). Additionally, progracrediting bodies rarely use enumerated
categories that include sexual orientation or gerbntity. For example, teacher education

training programs in New York State had three pringhoices for accreditation: the National



Council for Accreditation of Teacher Education (NTHB), the Teacher Education Accreditation
Council (TEAC), and the Regents Accreditation o&dleer Education (RATE). Of the three,
NCATE is the only accrediting body that mentionedsl orientation by including a footnote
stating that the term “all students” in the maixt tecludes sexual orientation and by asserting
that education students be taught to understanithibect of discrimination based on differences
including sexual orientation (NCATE, 2008; New Y@kate Board of Regents, 2007; TEAC,
n.d.). The lack of consistency in educational stéadsl leaves room for teacher education
programs to decide whether the topic of sexuahtaigon and gender identity will be included

in the curriculum or if resources will be made rigadvailable to individuals enrolled in the
programs.

A variety of questionnaires and checklists havenb#geveloped that measure the levels of
knowledge individuals have acquired regarding multuralism and sexual minority issues
(Harris, 1998; Herek, 1988, 1998; Hudson & Ricket&30; Kim, Cartwright, Asay, &
D’Andrea, 2003; Ponterotto, Gretchen, Utsey, Rig§ehustin, 2002; Sodowsky, Taffe, Gutkin,
& Wise, 1994; Worthington, Dillon, & Becker-Schut@005). Only a few surveys and checklists
have been found to date that systematically ass@agg programs’ integration of
multiculturalism (Hills & Strozier, 1992; PonterottAlexander, & Grieger, 1995; Rogers,
Hoffman, & Wade, 1998); of which, the Multicultur@bmpetency Checklist (MCC) (Ponterotto
et al., 1995) has been modified to measure traipiogram integration of GLBT topics in
counseling and psychology programs (Sherry e2@n5).
Purpose of the Study

Sexual minority students in elementary, middlel high schools frequently hear anti-

gay remarks and experience harassment. Schoolnpeisespecially teachers who are in



frequent contact with these students, are in aal jok@sition to create a supportive atmosphere
for sexual minority students by reacting approgfiato harassment and biased remarks.
Although many teachers repavillingnessto help students in such situations, they feel
unpreparedanduntrainedto help. Therefore, teacher education trainingypams need to assess
how they currently approach the topic and the éxtewhich pre-service teachers are trained in
these professional competencies. Due to the lacksafarch in this area, this study is exploratory
and will investigate the current state of teaclercation training programs using a structured
interview developed by combining and modifying coaomelements of the MCC and other
program surveys of multicultural integration. Tle®ge of this study will be limited to a sample
of undergraduate teacher education training programlew York State. A discussion of the

current programs and suggestions for improvemelhensue.



Chapter Two: Literature Review

Theories of Sexual Identity Development

Stage theoriesA number of models have been created in an attemgtplain the
development of sexual identity. One of the earh@uential models is that of Vivienne Cass
(1979) who created a stage model of sexual idedétyelopment based on observations of
clients in a clinical setting. The stage model ilpkhat individuals move forward through the
stages — once they have passed through a stagedahmyt return to it. Cass’s model includes the
following six stages:

1. Identity confusion — the person becomes confusedtdis or her sexual orientation,
wondering if he or she is gay or lesbian.

2. ldentity comparison — the person accepts the piisgilhat he or she is gay or lesbian as
a way to cope with the confusion present in the Btage.

3. Identity tolerance — the individual tolerates thetfthat he or she is gay or lesbian, and
recognizes some of the needs associated with lgamgr lesbian; however, the person
may not be comfortable revealing his or her origoteto others.

4. Identity acceptance — the individual increasegarwith other gay and/or lesbian
individuals due to a personal desire for this contahich leads to a more positive self-
image as gay or lesbian.

5. ldentity pride — the individual immerses himself&adf into the gay community, at which
point contact with heterosexual individuals is bed and negative emotions toward

heterosexual individuals develop.



6. ldentity synthesis — the person realizes that hétederosexual individuals are
untrustworthy, usually due to some unexpected pesixperience with a heterosexual
individual, which helps reduce the anger that depved in the previous stage.

Following Cass, a number of theorists developest@dtive models to explain gay and
lesbian identity development. Table 1 summarizeggmeral similarities between numerous
sexual identity models. Many of the stages betwkemmodels overlap due to differences in the
order and timing of events, therefore the tabke isugh estimation of the similarities.

The development of gay and lesbian identity hasmsonty been discussed together, with
the assumption that gay and lesbian individualelthe same experiences; however, some
theorists developed models strictly regarding ksldentity formation (Chapman & Brannock,
1987; Sophie, 1985-1986). One such model provitkgges on two dimensions: the individual’'s
sexual identity formation and a group membershgmiy (McCarn & Fassinger, 1996). The
theorists suggested that as an individual selftiies as a lesbian, she begins to connect with
other gay and lesbian individuals.

Dynamic theory. Nearly a decade and a half after Cass’s origiredmhof development,
a dynamic model of gay, lesbian, and bisexual idedevelopment was created by D’Augelli
(1994), which theorizes that people move back anith between steps due to contextual
influences. This model reflects some of Cass’simaigdeas, but provides room for the ever-
changing experiences and contexts of people’s.lilee model includes six steps that begin
with the recognition that an individual's sexualenitation is not heterosexual, similar to Cass’s
first stage of identity confusion. D’Augelli propesthat individuals then develop a personal
lesbian-gay-bisexual identity status, acceptingfélcethat they are not heterosexual, after which

they look for more community support and friendshipcluding the development of intimate



relationships; phases similar to Cass’s stagedenitity comparison, tolerance, and acceptance.
A step included in this dynamic model not concelited in Cass’s stage model is the act of
coming out to an individual’'s biological family. €Hinal step in D’Augelli’'s dynamic model is a
combination of Cass'’s final two stages of idenpitide and identity synthesis, in which
individuals become immersed in a sexual minoritjnownity and become active in political and
social settings.

Transgenderism.Transgender individuals are a group of overlookelividuals in the
realm of identity formation. Girshick (2008) condext interviews and data collection to study
the experiences of transgender individuals andgeEed a few common themes. First, many
individuals reported feeling different at a verylgage, a stage similar to that described in
models of gay and lesbian identity formation. Beseaaf the social stigma against being
different, some individuals reported suppressimgytfeelings, while others explored their
feelings in hiding from others. Following this timé&exploration, individuals began to
understand their feelings and some applied labeisemselves. They then moved into a time of
confusion. This confusion is called a mixed gersiate, which occurs because individuals have
been socialized as one gender but identify withteergleading to a sense of not being fully one
or the other. Some individuals reported stayinthia mixed gender state for years. Those who
worked through it and fully identified as one gendad to decide if they wanted to change their
physical body to match the identified gender, whgikshick calls the need for internal/external
consistency. Only some transgender individuals eepee this need for consistency and
undergo a physical transition.

Girshick (2008) discusses other factors that céetaén individual’'s outcome

throughout the process, such as puberty and smeissure. Many respondents reported that, as



they hit puberty, they felt worse about themselds, who at one point were labeled tomboys,
began to develop a woman’s physique, while boys wéie slender began to develop the build
of a man. Social pressure pushed some individoatsritemplate and/or complete a transition
through surgery or hormones in order to be comiyletecepted by society. Although not
developed into a succinct theory of developmentsi@ck collected and synthesized important
information regarding common experiences of trandgeindividuals. It appears that
transgender individuals may initially have simiéaperiences in their identity development to
gay, lesbian, and bisexual individuals; howevesytalso have unique experiences that can be
affected by their surrounding environments.
Social-Contextual Factors Affecting Sexual IdentityDevelopment

Ecological factors.The roles of the environment and genetics in dateng human
development have been debated in the scienceg&ns.yA bioecological theory described by
Bronfenbrenner and Ceci (1994) expresses the idadlte environment can help the genetics of
an individual reach their full potential. In othgords, the two interact with each other to
determine behaviors and personal characteristimfBnbrenner (1979) developed a model of
ecological influences that can affect the developnoé a child. The level with the most direct
influence is the microsystem, which includes althed people and situations with which an
individual comes into direct contact. Those fagtargich Bronfenbrenner termed proximal
processes, can interact with each other, creatinthar level of environmental factors that affect
an individual. In addition to the proximal processeach individual is affected by distal
processes, those factors that an individual doebkange direct contact with, such as people who

indirectly influence a child or the larger cultuhat surrounds the child.
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The models of sexual identity development compldgdD’Augelli (1994), Coleman
(1982), and Troiden (1989) take into account theots ecological experiences have on
development. D’Augelli (1994) proposed three cotuakvariables that affect one’s
developmental outcomes, which inclysersonal subjectivitiesnteractive intimaciesand
sociohistorical connection®ersonal subjectivities include how individuaslfabout their
identity and how they engage in intimate relatiopshThe variable of interactive intimacies
includes the influence that parents and familiesehan a person’s life and how they affect the
individual's intimate relationships, similar to th@crosystem level of Bronfenbrenner’'s model.
Finally, the sociohistorical connections are thei@morms and expectations that surround the
individual, which parallels Bronfenbrenner’s theaoffydistal processes. All three variables can
affect one another and influence one’s movemeputjitout the six steps previously outlined.

Coleman’s (1982) five-stage sexual identity modaswased on Cass’s model, but he
discussed ways in which social norms can affeaviddals’ experiences in each stage. Troiden
(1989) also discussed the effect environments eae bn people as they identify their sexual
orientation; however, he was one of the first tissito encourage the idea that widespread
disclosure of identity should not be considerethgesin development. Instead, he supported the
theory that disclosure of sexual identity to otheas be dependent on personal and social
factors.

Sexual identity development milestonether contextual issues have been suggested
as important when considering models of sexualtietevelopment. Savin-Williams and
Diamond (2000) state that males and females tefwlltav different paths from sexual
attraction to sexual contact or activity, independs sexual orientation. The desire for sexual

contact is motivation enough for most men to acit,gpartially due to hormones released at
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puberty at approximately thirteen years of age. Womre influenced by social context to a
great extent, despite many of the sexual hormolses@leased at puberty. This indicates that
men are generally more likely than women to engagexual contact at an earlier age and
within a shorter period of time from feeling atti@d to someone, no matter what their sexual
orientation.

There are some similarities and some differencéisarorder and timing of
developmental milestones for sexual minority yotgmpared to the general population. Savin-
Williams and Diamond (2000) studied the importaotthree specific issues in furthering the
model of sexual identity development in sexual migo/outh, which include (a) the context of
events, (b) the duration between milestones, anthécorder of developmental milestones. The
first question is whether the context of the evamésemotionally based or sexually oriented. In
other words, does the individual feel a specialhemtion to someone of the same-sex or are they
focused on the sexual attraction? The second iesastigated is the duration of time that passes
between each important developmental milestone, @gtime between coming out to another
individual and entering an intimate relationshif)e last issue under question is the order of the
developmental milestones. It is assumed that iddads experience sexual contact before
labeling the self as gay, lesbian, or bisexual; év@v, this may not always be the case. The four
developmental milestones that Savin-Williams ananand identified were (a) one’s first
sexual attraction to someone of the same sexhéafirist same-sex sexual contact, (c) self-
identifying as gay, lesbian, or bisexual for thstftime, and (d) coming out to others for thetfirs
time.

Four interesting findings came from the Savin-Vditis and Diamond (2000) study:
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1. Females’ sexual attractions, sexual contacts, aelfidedeling experiences tend to occur
within an emotional context. Those same milestaeled to occur in a sexually oriented
context for males.

2. Females are more likely to experience their fiestusl contact within a romantic
relationship, which tends to happen at a later(ageaverage age of 18.5 years),
compared to males whose first sexual experiencesttehappen outside of an intimate
relationship and at an earlier age (average of ¥&a8s). However, females who did have
their first sexual contact outside of a romantiatienship experienced the milestone at
the same average age as males (13.8 years).

3. The average gap between first sexual attractionranal disclosure of sexual orientation
is about ten years; however, the order of intenvgmnilestones differs depending on
gender. Females are more likely to follow a lalwsttrajectory, self labeling as lesbian
or bisexual before engaging in sexual contact (80#e female sample were in this
category). Males, on the other hand, were splivben the label-first and sex-first
trajectories, with 49% falling into the first groapd 51% reporting sexual contact before
labeling the self as gay or bisexual.

4. Males are more likely to wait before disclosingitlogientation to others, while females
tend to entrust the information with someone alnmoshediately after self-labeling as
gay, lesbian, or bisexual.

Ethnicity as a factor. One of the first attempts to create a model thptagns the
identity development of ethnic sexual minority widuals was developed by Morales (1989). He
proposed a model of identity development that tiotd account various reference groups

individuals belong to and the allegiance individulaave to each group. According to the theory,
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individuals may feel a stronger allegiance to tle¢imic group or to their sexual identity group,
which can create confusion and feelings of guitte Tdeal goal for individuals in this situation is
to find a middle ground and accept both of the@nidties as equally important.

The sexual identity development of White and etmiigority men has been studied in
detail. Dubé and Savin-Williams (1999) found the aige of initial disclosure of sexual
orientation to others was similar among men, desgiitnic differences. There were differences
found among men regarding awareness of attractagesof initial sexual contact, and the order
of reaching some of the milestones. Latino youtbeeienced awareness of their attractions
earlier than African-American and White men. Asfamericans, on the other hand, engaged in
sex approximately three years later than all othen. Dubé and Savin-Williams (1999) suggest
that these differences are culturally-based. Latiem become aware of their sexual attractions
at an earlier age compared to White, African-Anerjcor Asian-American men, perhaps due to
strong cultural gender stereotypes. Sexual minagatyno men may come to the realization that
they do not fit the traditional Latino male roleaat earlier age. On the other hand, Asian-
American men may refrain from becoming sexuallyvactor a longer period of time because
the traditional role of Asian men is to continue thmily name and start a family. In addition,
findings indicate that less than 50% of the etimigority men reported that they disclosed their
sexual orientation to their families, suggestingt ttamily support is less available for individuals
who are of both ethnic and sexual minorities.

Overall, research indicates that the social coraagttiming of developmental
milestones, as well as one’s gender and ethniaitgract to make sexual and gender identity
development unique to each individual. On the okttzerd, there are several sexual

developmental similarities that many sexual miryandividuals work through. Being aware of
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these differences and similarities can help peoptierstand the kinds of support needed by
individuals moving through the identity developmpnicess.
Victimization and Support for GLBT Youth

Prevalence of victimization.There are many forms of victimization that occugide
and outside of school walls. Society’s general vidwexuality puts GLBT youth at higher risk
of experiencing victimization than heterosexuaivwtials (Balsam et al., 2005). Common
forms of victimization include psychological andcksal abuse, verbal and physical harassment,
and school bullying (Balsam et al., 2005; Ellis &h, 2004; Kosciw et al., 2008). All of these
forms of victimization have been linked to suicitgltruancy, academic failure, social isolation,
and stigma consciousness (Hershberger & D’Auged85; Kosciw et al., 2008; Lewis et al.,
2006; NASP, 2002; Remafedi, Farrow, & Deisher, 19dsario et al., 2002; Savin-Williams,
1994). Although there is some overlap betweenah@ag of victimization, there are also distinct
differences.

Psychological and sexual abuses are fairly commond of victimization that GLBT
youth experience. It has been suggested that pegibal abuse most often occurs within the
family context (Balsam et al., 2005). It is comnfonfamilies to experience feelings of anger
and denial when they learn of their child’s sexaraéntation, which may lead the GLBT youth
to feel alienated and alone until family memberseat the individual’s sexual identity (Savin-
Williams & Dubé, 1998). Gay, lesbian, and bisexundividuals are more likely to report
experiencing psychological abuse than heteroserabds and females (Balsam et al., 2005).
Furthermore, bisexual men and women report highesl$ of abuse than gay and lesbian

individuals.
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Sexual minority individuals report higher levelsabfildhood sexual abuse compared to
heterosexual individuals (Balsam et al., 2005)sBal et al. found that 43.6% of lesbians and
47.6% of bisexual women reported experiencing deatmase in childhood compared to 30.4%
of heterosexual women. An even greater differenae found for men, with only 12.8% of
heterosexual men reporting some form of sexualeabuperience compared to 31.8% of gay
men and 44.1% of bisexual men. An interesting theossited to explain the difference observed
is that gay youth, being scared of the reactiotheir peers to their sexual orientation, turn to
older men for sexual experiences, an event thatcaasidered sexual assault in this study.

It has been estimated that more than half of gaylesbian adults have experienced
some form of verbal or physical harassment (Conksasccited in Hershberger & D’Augelli,
1995). A survey of gay, lesbian, and bisexual imtlials 21 years of age and younger found that
80% of the sample had received verbal threatsaltieeir sexual orientation, while only 17%
reported experiencing physical assault (Hershbe&daiAugelli, 1995). When studied as
separate groups, it appears that bisexual menierperthe most physical harassment compared
to gay men, lesbians, and bisexual women (Balsaah,&2005).

Bullying at school includes all of the forms of timization discussed and is a large issue
nationwide for all populations. Although GLBT youdhe not the only individuals who
experience this form of victimization, simply beiafja sexual minority puts a student at risk for
bullying. Increases in the frequencies of verbals#x7.7% to 36.6%), physical abuse (2.6% to
14.1%), and teasing (4.8% to 30.9%) against stedeho self-identify as gay, lesbian, or
bisexual have occurred within schools from the Y84 to 2001 (Ellis & High, 2004). The
2007 National School Climate Survey conducted leyGlay, Lesbian & Straight Education

Network (Kosciw et al., 2008) reported the respensfeGLBT students in"6through 13 grade



16

from all fifty states on the topic of discriminati@and harassment within schools. Based on the
6,209 survey responses, 86.2% of youth reportedies were verbally harassed and 44.1%
reported experiencing physical harassment in thteykzar due to their sexual orientation. In
comparison, 66.5% reported being verbally haraaseld30.4% reported being physically
harassed based on their gender expression. Cyhanlgubk a form of victimization that is
increasing in prevalence within schools. Over b&the sexual minority respondents in the
survey reported being the victim of cyberbullyiegmpared to 4 out of 10 respondents in the
2005 survey (Kosciw & Diaz, 2006; Kosciw et al. 03). In addition, nearly half of respondents
reported being the victim of relational aggressiotheir schools.

Outcomes of victimization.Experiences of victimization in or outside of scha@an
lead to negative behavioral outcomes that mightioaten GLBT individuals are still very
young. It is well documented that sexual minoribyth are at higher risk of experiencing
suicidality than the general public (Hershbergdd'@ugelli, 1995; NASP, 2002; Remafedi et
al., 1991; Rosario et al., 2002). In fact, gay hisg¢xual men who have attempted suicide at least
once are more likely to report having been sexusbysed (Remafedi et al., 1991); however,
being sexually abused does not directly increaseithk of suicide attempts. Rather, there may
be factors that mediate the two events. For exgrmapléndividual who has been sexually abused
might develop a substance abuse problem, whicleases the risk of suicide.

Although suicide is one of the most widely discassatcomes of victimization for
GLBT youth, the youth are also at higher risk dfestnegative outcomes. These include
additional physical and verbal harassment, expadsuttee HIV virus, and substance abuse
(NASP, 2002). Based on a summary of studies, rgnavmay from home in order to avoid abuse,

conflict with the law, and school-related problesagh as truancy and failing grades are other
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common behavioral outcomes for GLBT youth who eigrere victimization (Savin-Williams,
1994). The 2007 National School Climate Survey @(fwset al., 2008) indicated that GLBT
students in grades 6-12 were twice as likely torepaving missed a day of school in the past
month if they experienced verbal harassment oftdrequently related to their sexual
orientation, and were three times as likely to msidsool if they experienced frequent physical
harassment than if harassment rarely occurred. GdtBdents who experienced frequent
physical or verbal harassment were also more liteehgport that they did not plan on attending
college, and were more likely to have GPAs an ayeerd almost half a grade lower than other
students (2.4 compared to 2.8). Although individualthe general population who experience
harassment can be at risk to experience the sagagivee outcomes, sexual minority youth are
not always looked upon in a favorable light, anef¢fiore may experience more of these
negative events than other youth.

The relationship between being bullied as a yoatschool to experiencing mental health
problems and symptoms of post-traumatic stressilatéde have been established (Rivers,
2004). Rivers (2004) found that gay, lesbian, asehual individuals who had experienced
some of the most severe forms of school bullyingagh, and who experienced this for a
prolonged period of time, were more likely to exggraymptoms of posttraumatic stress in
adulthood. Another finding indicated that not dltle study participants had disclosed their
orientation to anyone at the time of the bullyiRimers, 2004). These individuals still
experienced bullying that was homophobic in origmdenced by names and labels that were
used at the time of the victimization. This mayigade that youth who bully others use

homophobic remarks without knowing if the individlbaing victimized is a sexual minority.
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The victimization experienced by GLBT youth catimétely lead to the negative
psychological outcomes of social constraint anghséi consciousness. Social constraint is the
inhibition to talk with others about personal expeces due to social isolation and feelings of
loneliness (Lewis et al., 2006). When individudtspsthemselves from discussing personal
experiences they tend to push problems back, caonsemtal health stress. Lewis et al. (2006)
studied social restraint and its relationship vgiigma consciousness, an individual’s
expectation that they will experience prejudiceligcrimination. The study found that lesbians
with high social constraints experienced a higlel®f stigma consciousness. In other words,
individuals who do not talk about their feelingsigrerceptions push the issues to the back of
their minds and begin to expect that others walhtrthem in a discriminatory manner. As stigma
consciousness increases, individuals will find drendifficult to discuss their feelings due to fear
that they will be met with negative responses fathers. The perceptions that one will be
treated in a discriminatory manner will remain ugdnged unless someone explicitly expresses
openness to discussing issues with the GLBT indadid

Protection and social support.Social support systems provide sexual minoritytirou
with supportive individuals with whom to discussgmnal issues, thus enhancing the youths’
ability to develop appropriate coping skills. Resbahas indicated that family support can
mediate the effects of victimization on mental tie@Hershberger & D’Augelli, 1995).
Individuals who report having parents supportivéhefir sexual orientation also report secure
attachment patterns in childhood and adulthoodsé&lsecure attachments are directly related to
greater comfort with their gay, lesbian, or biséxdantities and with openly expressing their
sexual orientation in public (Mohr & Fassinger, 3R0rhe support of mothers indirectly affects

the future self-acceptance and disclosure levetmpf lesbian, and bisexual individuals by
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developing healthy attachment patterns. The sumfdathers, however, has a direct
relationship to a child’s self-acceptance levéis: tore supportive the father is, the more likely
a gay, lesbian, or bisexual youth will accept hisier sexual identity, regardless of attachment
patterns.

Family characteristics that are in place beforéndividual’'s coming out events can
affect parents’ initial reactions to their childiedisclosure of sexual orientation and the level o
support parents provide. In fact, parents who sbmater levels of support for their children’s
sexual identities are also more likely to be m@mesgive and supportive as parents in general
(Mohr & Fassinger, 2003). Gay men from familieshagstrong emotional bonds and
connectedness, and that are better able to adapatme, report experiencing less negative
initial reactions from their parents to their seidantity disclosure (Willoughby, Malik, &
Lindahl, 2006). In the same study, it was found gfaents who use an authoritative parenting
style are believed to respond to their sons legathesly than authoritarian fathers.

Positive initial reactions from families are impant for sexual minority youth who
disclose their sexual identity and are strugglm@dcept those identities; however, some youth
are met with negative reactions from parents. Rekeses have developed models based on the
stages of grief in an attempt to explain the comsteps parents go through when they learn that
their child is gay, lesbian, bisexual, or transgan&avin-Williams and Dubé (1998) condensed
some of these models into one developmental mdgerental reactions (see Table 2).
Although the common initial reaction from parergshat of shock, some GLBT youth are met
with denial or anger. As parents work through ttages, youth may begin to feel isolated from

their families.
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Educators must be prepared to offer support toadexinority youth as parents work
through their personal emotions. GLBT students hiaperted that they feel more comfortable
talking about sexual orientation or gender idernisues with a teacher or school counselor than
other types of school staff, including a principalyse, coach, or librarian (Kosciw & Diaz,
2006). GLBT students who report having at leasssipportive faculty and staff within their
schools were half as likely to miss school as thvatle no supportive teachers (Kosciw et al.,
2008). A greater number of supportive staff is agged to increased feelings of school safety
and belonging for GLBT students, and is relatedigier GPAs in general. Sexual minority
youth in secondary school who have teachers asonmseste also more likely to go on to post-
secondary education (Gastic & Johnson, 2009). Stigpeducators are an important
commodity for sexual minority students, especidlthere is a temporary lack of support at
home.

Anticipated and Actual Behaviors of Teachers toward GLBT Youth

Teacher behaviors in elementary and secondary schisoDespite the need for
supportive educators, many sexual minority studien through 12 grade report that they do
not see teachers react to harassment by attentptstgp it or by providing consequences
(Kosciw et al., 2008). From the 6,209 surveys catgal in the GLSEN School Climate Survey
(Kosciw et al., 2008), nearly two thirds (63%) tidents reported hearing their teachers and
other school staff making homophobic remarks. Farrttore, less than one-fifth of the
respondents reported that staff intervene when lileay students making homophobic remarks.
The survey revealed that school staff are mordyliteeintervene regarding racist or sexist

remarks than homophobic remarks.
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Focus groups held to explore graduate studenta/svan advocating for GLBT students
in their current and future jobs revealed two ins&s in which intervention is most likely to
occur (McCabe & Rubinson, 2007). The focus groupsavheld with graduate students in urban
settings from a variety of school professions idolg Early Childhood Education, Childhood
Education, Special Education, School Counselind,&chool Psychology programs, all of
whom were working in a school in some capacity.(employed as a teacher while completing
graduate work or completing a practicum). Thesecattus stated they would only intervene in
the following two situations regarding GLBT issugky when harassment is obvious and there is
intent to harm and (2) if unequal access to addircational experience is documented.
Otherwise, young educators would simply work tomtein the status quo due to fear of losing
their jobs if found intervening on behalf of a GLB@dent, and/or reported a feeling of having
inadequate resources to handle such situations.

Other researchers recently looked at the reasdr@hmd this lack of staff intervention
more closely. O’'Connell et al. (2007) received 858veys completed by staff working in school
districts in three rural counties. The surveys stwbthat staff viewed sexual minority youth in a
less favorable light than other minority groups;isas ethnic minority students and students
with disabilities, and did not feel prepared to waith such a group. A large percentage of
teachers and administrative personnel (78.4%)dsthtd the mental health staff in schools have
more resources to work with sexual minority studehain themselves; however, they are, in
general, willing to be trained to gain competencéhis area (78.5%). On the other hand, the
mental health staff felt that they did not have pheper resources to work with GLBT youth,

even though they do see themselves as being petfeared than teachers.
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Anticipated behaviors. Despite the lack of action that appears to occschools
(Kosciw et al., 2008), pre-service teachers repunte positive views regarding their ability to
support GLBT students, especially to intervene wierassment of gay, lesbian, or bisexual
students occurs (Hirsch, 2008; Riggs, 2002). R{@062) and Hirsch (2008) both looked at
contemporary beliefs of pre-services teachers déggithe behaviors they expect to engage in
related to support of GLBT youth in their futurdneol settings. Riggs (2002) assessed pre-
service teachers with the Anticipated Professi@®laviors Relating to Homosexuality in the
School (BEHAVIORS) measure. The BEHAVIORS scale wasated by Bailey (1996) who
reported a strong reliability coefficient for thetiee scaled¢ = .91). The scale contains 16
statements of supportive and professional behavetating to gay and lesbian issues in the
school, and requires teachers to indicate theellezagreement to engaging in such activities.
In Bailey’s original study (1996), teachers who g@rorking in schools reported that they were
somewhat willing to address sexual orientationassua their jobs, especially if students were
being harassed; however, teachers were less withiagt proactively by advocating for sexual
minority students.

Six years later (Riggs, 2002), pre-service teackterdying for certification to teach
kindergarten to 12 grade reported slightly more supportive anticigaiehaviors compared to
the teachers in Bailey’s study; however, there stdlssome reluctance to take proactive actions.
Results suggest continued reluctance to have raktémnithe classroom that reflect issues of gay
and lesbian individuals (61% of respondents inéiddhey would not have books about sexual
minority issues in their classrooms), but a grepegcentage (84%) replied that they would
include lesbian and gay issues in the classroomcalum. The overwhelming majority (92%)

projected that they would refer a student to a selar if he/she had questions about sexual
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orientation, indicating a feeling of inadequacyfiproach such topics in a one-on-one situation.
It was also found that 98% of respondents indicttiegt would discipline a student for verbally
or physically harassing another student about plessexual orientation.

Hirsch (2008) found similar findings when she usiezl Anticipated Behaviors of Future
Teachers Toward Sexual Minority Youth Scale (ABF1&$tudy anticipated behaviors of pre-
services teachers studying to teach kindergartdé®'tgrade. Approximately 77% of her
participants were undergraduate students. The ABFaSSa self-created scale with a strong
reliability coefficient ¢ = .886) that consisted of two parts.

Part A included 23 statements related to a vignetjarding a student looking for help
with a relationship issuei(= .714). The student in the vignette was eithieeterosexual, gay,
lesbian, or bisexual student. Part B consisted/aftatements related to more general classroom
behaviors to encourage diversity% .883). When analyzing part A separately, Hir&d08)
found that participants presented with a vigneti@ud a heterosexual student were more likely to
endorse items indicating they would react with pesiand accepting behaviors compared to
those presented with a similar vignette about a lgapian, or bisexual student.

Part B of the scale revealed that almost half @f.@f the respondents were either
neutral toward or agreed with the statement, “Bf&€had sufficient training, | would still be
reluctant to talk about homosexuality in the claesn.” Similar to the previous study, the
majority of participants responded that they waetigr the student to the school counselors or
psychologists rather than addressing questionstaecual identity themselves.

The studies suggest the presence of common bahadsig pre-services teachers. Many
pre-service teachers report feeling more comfoetadflerring students with questions regarding

sexual identity to an individual they view as beingre knowledgeable rather than discussing
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the concerns with the students themselves. Refearstudent to another school professional
might be done with the good intention of providthg student with positive support; however,
this can inadvertently hurt the student becausgatisre can be very difficult and often takes
preparation. Students entrust this informationdwolig they feel safe with and whom they trust.
The reluctance to discuss sexual identity issuesamone was also reflected in a reluctance to
discuss the topic in the classroom, with participamowing greater willingness to initiate
discussions of race and ethnicity in the classrtdwam topics of sexual identity. Pre-service
teachers also report a willingness and anticipatakty to intervene if a gay, lesbian, or bisexual
student is being harassed; however, reports frofdaTcdtudents indicate that this form of
intervention rarely occurs (Kosciw et al., 2008).

Reports from educators and other school profeskicuggest that there is a lack of
preparation to work with sexual minority studemtghe school setting and uneasiness with
supporting GLBT students if it is against the stajuo (McCabe & Rubinson, 2007; O’'Connell
et al., 2007). If pre-service teachers and schedgnnel in the field do not feel prepared to
work with GLBT students, and if they feel as if yrare lacking in resources, what is being done
in higher education to help intervene and devetoppmetence?

The Role of Education

One role of higher education institutions has b#escribed as the promotion of
awareness and acceptance of diversity (Diehm & &&z2001; Lambert et al., 2006). In the
past, moral views were generally taught in termsghft and wrong, a model that Fay and
Gordan (1989) entitled the moralistic stand (MShe#' viewing the world from this moralistic
stand, individuals impose their moral codes onmsthegowever, Fay and Gordan also describe

the moral democratic stand (MDS). MDS promotesdoegnition of differences among people
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and the issues that come with those differencekads this by providing all of the accurate
information and allowing students to think critigahbout the topic at hand. Petrovic (1999)
advocates for the use of MDS in schools, a movenhattcan be seen in higher education where
students are expected to develop critical thinlskigs.

Historically, heterosexist narratives have beerduisdigher education instruction
(O’Connell, 2004). Heterosexism is the assumptiat heterosexuality is the norm and the
belief that it is superior to other sexual ideest(Petrovic, 2005). Approaching education from a
heterosexist angle leads to the continued opprmessid silence of sexual minority groups. In
order to teach from the MDS viewpoint, higher ediozainstitutions must become aware of the
implicit heterosexism in courses and take stehémge the approach. Perhaps, if diversity of
sexuality is explicitly taught and discussed inn@geducation, both in general education courses
and in courses dedicated to GLBT studies, futuoéeggsionals will be more likely to start their
careers with an acceptance of sexual minority stisde

Predictors of behavior.Connections between pre-service teachers’ knowladde
attitudes regarding GLBT issues and their antigipatctions have been explored by researchers
in the field. Sears (1992) found that pre-serviegXteachers with more positive feelings and
attitudes regarding gay and lesbian issues are hkefg to express the feeling that, as
professionals, they should be more proactive apgative towards gay and lesbian students.
Results also indicate that knowledge on the topgay and lesbian issues is positively related to
attitudes and feelings towards gay and lesbiarviddals.

When this study was replicated over a decade lidttéx,variation from Sears’ sample
was found (Mudrey & Medina-Adams, 2006). Two humdpee-service teachers studying to

teach kindergarten through18rade and enrolled in a Midwestern university weneeyed
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using the same questionnaires used by Sears (1R0&)lts indicate that pre-service teachers
who are more knowledgeable regarding sexual otientéssues express a lesser degree of
negative attitudes and feelings. Findings alsociaugi that ethnic minority pre-service teachers
have less knowledge regarding gay, lesbian ancigéssues and more negative attitudes
towards gay, lesbian, and bisexual individuals carag to the White respondents; however,
ethnic minority respondents attending school fufiet have higher levels of knowledge
compared to ethnic minority respondents attendomgasl part-time.

Similar relationships have been found in teacherking in the school setting. Teachers
who have negative attitudes towards gay, lesbiadh pgsexual individuals are less likely to be
knowledgeable about gay, lesbian, and bisexua¢gssand less likely to believe that they would
engage in supportive behaviors in the school (Ball896). These studies support the notion
that accurate knowledge of a topic, specificallyB3Lissues, is important if school staff are
going to become active advocates for sexual mysetudents; however, it is still unclear
whether attitudes affect knowledge, or if knowledigs an effect on attitudes.

The Theory of Planned Behavior (Ajzen, 1991) pr@sabat there are two important
aspects that are requirements for behaviors toroheming behavioral control and the intention
to perform a given behavior. In order to have béral control an individual must have the
opportunity and resources to behave in a certain imahe realm of sexual minority advocacy,
knowledge of the topic and useful interventionsiargortant resources to make behaviors
possible.

The intention to perform a given behavior is arigation of “how hard people are
willing to try, of how much of an effort they aréapning to exert, in order to perform the

behavior” (Ajzen, 1991, p. 181). The theory pragmthree independent determinants of
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intention: (1) perceived behavioral control; (2bmctive norm; and (3) attitude toward the
behavior. Perceived behavioral control is differeain actual behavioral control in that
someone mafeelthat they do not have the resources they need, ietleey truly do. Therefore
someone must feel that they are competent enouagtt tan the behavior and perceive that they
have the freedom before they will act. EducatiorGamBT issues and available resources, as
well as preparation to work in the school at thetamys level, can increase the likelihood that
educators will feel competent enough to act.

The subjective norm is the perceived social presguperform or not to perform the
behavior. If a non-tenured teacher believes hatsgat lose his/her job for discussing sexual
orientation in the classroom, the subjective n@rstiongly negative. Education of state laws
and knowledge of school conduct codes regardingoihie can help decrease such anxiety.

Attitude toward the behavior is the degree to wtagberson has a positive or negative
view of the behavior. Ajzen (1991) explains thatptugh a review of studies conducted by
himself and by independent parties, having a pasdititude toward the behavior is consistently
related to strong intentions to act on the behavibhe Riggs (2002) and Hirsch (2008) studies
indicate that pre-service teachers have fairlytp@sattitudes towards behaving in ways that will
protect gay, lesbian, and bisexual students; horvévey do not feel that they have the resources
and training to do so. Education continues to camas the missing link between having the
intention to act and actually taking action.

Effects of explicit instruction. Higher education in general has been shown to dawedffect
on attitudes towards gay and lesbian individuaighert et al., 2006). Three-hundred-sixty-four
lower and upper level students at a Midwesternensity were surveyed regarding their views

of homosexuality. The results showed that juniat senior students hold more positive views of
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gay men and lesbians overall compared to the fresland sophomore students. Upper level
students are more willing to apply civil rightsgay and lesbian individuals, and to work and
socialize with gay and lesbian individuals, compaeyounger students.

Although it appears that higher education affeglsrance and acceptance of diversity in
general, having only one class dedicated to thedystfisexual diversity has been shown to
increase knowledge and positive attitudes towaxdaeminority individuals (Waterman et al.,
2001). Students from a variety of majors who toaoarse entitled Psychology of
Homosexuality started the course wanting to le@ouathe facts of homosexuality. By the end
of the course, the students wanted to learn wawshioh they could support sexual minority
individuals.

Even having one class period dedicated to the wip@&LBT issues can result in better
understanding and conceptualization of sexual @ndigr identity. In Athanases and Larrabee’s
study (2003), three education classes with a t#t@l’ pre-service teachers read articles by
lesbian and gay authors, wrote reflections on theles, and had a guest speaker talk about
being an openly gay-identified middle school scesteacher in one of their class periods. The
dominant theme that occurred from the students #feeclass period was an appreciation for the
challenges facing lesbian and gay youth and repbqtans to advocate for them in schools. The
participants also linked the difficulties of gayddiesbian youth to other social justice issues on
their own.

In a similar study, pre-service teachers reportehges in attitudes and knowledge
immediately following two 90 minute training segsso(Riggs, 2002). The sessions were
designed to promote more positive attitudes towgandand lesbian individuals, increase

knowledge regarding homosexuality and related ssaed to increase willingness to act as
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supportive allies in the schools. Individuals whentvthrough the sessions reported more
positive attitudes toward gay and lesbian individugreater knowledge regarding issues that are
common in gay and lesbian studies, and more will#sg to act in support of sexual minority
students.

Whether after a semester or one class period, @doaa the reality and myths
surrounding sexual orientation and gender idewcaty lead people towards advocating for sexual
minority individuals. Despite the amount of reséatttat shows the positive effects of a course,
or even a short workshop, on attitudes and knovdedd@sLBT issues, there is a lack of research
that looks at the amount of time dedicated to dtpectin teacher education programs. Teaching
about the topic will help develop future educatevglingness to advocate for GLBT students;
however, professional training programs differhe tevel of importance they place on this topic.
Teaching to the Topic

Ethical standards. National associations for many of the helping pssfens have
intentionally added sexual orientation as a forndigérsity in ethical codes and accreditation
standards. The American Psychological Associa#d?¥), American Counseling Association
(ACA), and the National Association of School Pylolgists (NASP) are explicit about listing
sexual orientation and gender identity with otlwnfs of diversity each time it is mentioned in
the ethical guidelines. The APA lists Respect feote’s Rights and Dignity under its general
ethical principles, stating:

Psychologists are aware of and respect culturdilinual, and role differences,

including those based on age, gendender identityrace, ethnicity, culture, national

origin, religion,sexual orientationdisability, language, and socioeconomic status an

consider these factors when working with membesuch groups. Psychologists try to
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eliminate the effect on their work of biases basedhose factors, and they do not
knowingly participate in or condone activities dfiers based upon such prejudices.
(APA, 2002, Principle E; italics added)
Ethical standard 2.01 further asserts that:
Where scientific or professional knowledge in tigcigbline of psychology establishes
that an understanding of factors associated wig) ggndergender identityrace,
ethnicity, culture, national origin, religiosexual orientationdisability, language, or
socioeconomic status is essential for effectivel@mentation of their services or
research, psychologists have or obtain the trajrergerience, consultation, or
supervision necessary to ensure the competenbeiofservices, or they make
appropriate referrals. (APA, 2002; italics added)
Sexual orientation is listed in the same manneeupdnciples 3.01 and 3.03, which assert that
psychologists do not engage in discrimination drawor that is harassing based on such factors.
The ACA and NASP are as explicit in their inclusiaf sexual orientation as a form of
diversity as is the APA. The ACA also explicitlycindes gender identity as a form of diversity.
In the ACA ethics code C.5., it states, “[clounsgldo not condone or engage in discrimination
based on age, culture, disability, ethnicity, raeégion/spirituality, gendeigender identity
sexual orientationmarital status/ partnership, language preferesma@peconomic status, or any
basis proscribed by law” (ACA, 2005; italics added)
NASP continues the stance by explicitly includggxual orientation in its delineations of
types of diversity. The NASP code of ethics st#t@s school psychologists “respect all persons
and are sensitive to physical, mental, emotionaltipal, economic, social, cultural, ethnic and

racial characteristics, gendsegxual orientationand religion” (NASP, 2000a, Il.A.2.; italics
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added) and do not engage in behaviors that distaiteiagainst others based on those factors
(NASP, 20004, 111.D.3.). School psychologists ateaduct assessments and testing of cognitive,
academic, social, and emotional needs; and neleel tognizant of how individual differences,
including sexual orientation or gender identityghtiaffect the outcomes (NASP, 2000a,
IV.C.1.b.).

Educational standards.The program accreditation and approval standandhése
professions differ in how they approach the topgisexual orientation. The APA’s Standards for
Psychology Doctoral Training Programs make it cla@ection 5 of Domain A that the
document’s discussions of diversity always incladrual orientation and gender identity:
“Throughout this document, the phrase ‘cultural ardividual diversity’ refers to diversity with
regard to personal and demographic characterigtiesse include, but are not limited to, age,
disability, ethnicity, gendegender identitylanguage, national origin, race, religion, cudtur
sexual orientationand social economic status” (APA, 2007; italidded). The section
continues to say that program policies should ceflespect for and understanding of cultural
and individual diversity in all aspects of its woflkhe topic is again brought up in regards to
being covered in the curriculum (B.3.d.), as iaites to the science and practice of psychology
(D.2.), and in an assertion for positive relatiapstbetween faculty and students (E.3.).

The Council for Accreditation of Counseling and &etl Educational Programs
(CACREP) is a recommended accrediting body by t6&A ACACREP standards for counseling
program accreditation assert that program objest@re curricula for all counseling professions
should include a core area of study regarding saai@d cultural diversity that provides an
understanding of multicultural trends, experienalesulturally diverse clients, various forms of

identity development, and strategies for workinghveind advocating for diverse populations
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(CACREP, 2009). It is under the school counseltagdards that CACREP specifies sexual
identity as a form of diversity that counselorsuddde aware of and should understand the
effects it may have on student achievement (CACREDB9, p. 42, E.4.).

The American School Counselor Association (ASC@)lshes their position regarding
working with GLBT youth in the position statementided “The Professional School Counselor
and LGBTQ Youth” (ASCA, 2007). ASCA states that@chcounselors must be committed to
the affirmation of all youth, regardless of sexaiaéntation and identity. In order to achieve this,
school counselors should work to assist studentsitiin the identity development process by
advocating for equitable educational opportunitaekjressing inappropriate language or
behaviors from others in the school, promoting gty and acceptance of diversity, and
promoting a safe and positive school climate thhoagariety of activities. School counselors
are also expected to provide individual serviceGtBT students when appropriate, which
requires knowledge of community resources and comisgues related to “coming out”

(ASCA, 2007).

The NASP approval standards fail to explicitly bstxual orientation as an area of
diversity that should be introduced to studentscimool psychology training programs. They do,
however, suggest that training programs teachttiieat standards of the profession (NASP,
2000Db, 11.2.10). In addition, NASP publishes asgif position statements that describe best
practices to deal with school related issues. Treeagposition statement specifically regarding
sexual minority students that describes the rd@aslkcpsychologists have in creating safe
environments for sexual minority students (NASR)&0

In response to these guidelines, higher educatiograms for mental health

professionals are beginning to integrate the topGLBT issues into the curricula. As
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demonstrated by Sherry et al.’s research (20054 a¢tredited clinical and counseling doctoral
programs have begun to incorporate GLBT issuespatts of their curriculum. Clinical
psychology programs include the topic in multictdiiclasses and practicum experiences.
Counseling psychology programs, however, incorgaitag topic more often than clinical
programs byequiring multicultural courses and mentoring students irBGlcesearch.

Although there is some incorporation of the toics predominantly in one or two multicultural
classes. Any other time spent on the topic is datexd by where the student completes his or
her practicum (if sexual minority issues are diseassthere) and whether or not the student is
interested enough in the topic to pursue relevesgarch.

Teacher education training programs.Teacher education programs nationwide may
lack this extra push to explicitly teach about sarientation. The National Council for
Accreditation of Teacher Education (NCATE) ass#rét education training programs should
provide educators with the skills and resourceslegdo “help all students learn” (2008, p.12).
In the footnotes, “all students” is defined as t&ats with exceptionalities and of different
ethnic, racial, gendesexual orientationlanguage, religious, socioeconomic, and
regional/geographic origins” (2008, p.12; italickdad). Unless the reader looks through the
standards very carefully, it is likely that thig@iémight be missed. Sexual orientation is brought
up one other time in the main text under Standaid which asserts that education students be
taught to understand the impact of discriminatiasdal on race, class, gender, disability, sexual
orientation, and language on their learning (p.3YCATE also states that education programs
should prepare students to act ethically in aliatsibns (NCATE, 2008); however, there is a lack
of consistency regarding the code of ethics a progmight choose to follow. For example, the

National Education Association states that edusabould not be biased against individuals
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based on differences, including sexual orientatidational Education Association, n.d.). The
Council for Exceptional Children does not mentierwgal orientation in its code of ethics
(Council for Exceptional Children, 1993). The lawfkconsistency makes it difficult for any
accrediting body to evaluate whether or not thecatlstandards regarding sexual orientation are
being taught.

In addition to the lack of consistency in the eslh&tandards, some accrediting bodies
other than NCATE do not mention sexual orienta@isra form of diversity with which
prospective teachers should be trained to work. Tideeher Education Accreditation Council’s
(TEAC’s) accreditation standards for teacher edangirograms states that prospective teachers
should understand the effects of gender, raceiratddual differences and the implications of
ethnic and cultural perspectives for education (CEA.d.). At the time of this study, New York
State education programs had a third option foreattation through Regents Accreditation of
Teacher Education (RATE), provided by the New Y8tlate Board of Regents; however, the
handbook regarding accreditation did not menti@ntédmm “sexual orientation” throughout the
entire text, except for a footnote stating that$ete Education Department “does not
discriminate on the basis of age, color, religimeed, disability, marital status, veteran status,
national origin, race, gender, genetic predispmsitr carrier status, @exual orientationn
educational programs, services and activities” (Nesk State Board of Regents, 2007; italics
added). It appears that there is a lack of comsigten ethical and training standards, as well as a
paucity of research in this area, suggesting a farea stronger focus.

Multicultural Training and Assessment
A model of multicultural competency.The broad topic of multicultural competency has

been studied extensively in the counseling profesg\ model was developed that proposed
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three dimensions that determine multicultural celing competence. First, counselors need to
be aware of their assumptions or biases againgtae. Second, they must understand the
worldviews of their clients. Third, they should @y appropriate intervention strategies and
techniques that are culturally sensitive (Peder2e@3; Sue, Arredondo, & McDavis, 1992).
Within each dimension, counselors need to beconsgeawf their beliefs and attitudes, gain
knowledge about how their beliefs affect the sitirgtand develop skills to benefit the client
(Sue et al., 1992). Although originally developed ¢ounselors, the three dimensions of the
model partly reflect the factors described in Ajaefheory of Planned Behavior (1991) and can
be applied to other professionals in the schodkesys

A similar model of multicultural competence was poeed by Howard-Hamilton (2000);
however, he suggested that all faculty and studargsstsecondary education settings could
benefit from expanding their knowledge base to bexoulturally sensitive individuals. The
model theorizes that individuals can develop awessnunderstanding, and appreciation of
diversity by increasing their knowledge of self arfdther cultures, by practicing skills that will
help build understanding (e.qg., self-reflectiomjd &y demonstrating positive attitudes about
cultural differences.

The models are also relevant in the discussionsplegific population, such as sexual
minorities (Fassinger & Richie, 1997; Israel & Sdge, 2003). To be competent when working
with GLBT students in the field, teachers shouldab@re of their own feelings and beliefs, have
a general understanding of the issues, and have skilfs to work one-on-one with the students.
It is ideal for teachers to explore and develogéhskills in the safety of a teacher education

training program.
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Training others to be competentTraining programs can integrate the topic of sexual

minority issues into the higher education curricalby applying one or more of the six designs

outlined by Ridley and colleagues (as cited in Bérgss & Chinen, 1995). The designs are as

follows:

1.

2.

Traditional design — the topic of diversity is mmmally discussed in any classes.
Workshop design — trainees take part in day longeekend workshops that are focused
on the topic.

Separate course design — a full course in the prnogs designated to the topic.
Interdisciplinary cognate design — a program teset®ut a topic by presenting
viewpoints from various disciplines.

Subspecialty design — a number of courses or expeas are required to be considered a
specialist.

The integrated program design — the topic is iratsgt into all areas of the program when

possible and the program teaches that all thirgaffected by cultural differences.

Integrating diversity into other areas of a prograsuch as integrating it into field experiences,

ensuring that faculty is knowledgeable in the tppaving a diverse faculty, and having diverse

students - can further benefit the learning expegeof all students in the training program

(Nuttall, Sanchez, & Webber, 1996).

Studies have demonstrated that the general topratifculturalism is being integrated

into postsecondary general education programsriouwgaways. Reports from postsecondary

faculty indicate that the majority of them attertpinclude multicultural instruction in their

courses (Pope & Mueller, 2005; Sciame-GieseckegRo&l Parkinson, 2009) using a variety of

methods, including case studies, films, small grdigpussions, team projects, and guest
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speakers (Sciame-Giesecke, et al., 2009). Postdagogeneral education programs have also
been encouraged to integrate diversity awarenéssumricula through the use of role plays and
by requiring community-based experiences such hsteering at a non-profit organization
(Rosner-Salazar, 2003; Rubin, 2009). It has beerodstrated that faculty are more likely to
incorporate diversity into class content if thegntify as an ethnic minority, work for a
department that emphasizes the importance of diyeos have a department chair who
promotes respect for group differences (Mayhew &r®rald, 2006).

There is some support to suggest that the philgsophiberal arts colleges is conducive
to multicultural growth and awareness. Informatimfiected from postsecondary students
through the National Survey of Student Engagem¥8SE) indicates that students attending
liberal arts colleges are more likely to engagdiuersity-related activities, and they report
significantly higher gains in understanding of wais cultures, than peers from other types of
colleges (Umbach & Kuh, 2006). The NSSE informatso suggests that the level of
engagement in diversity-related activities andgams in cultural understanding in students
attending liberal arts colleges are related torgeontact with culturally diverse individuals,
experiencing a positive institutional climate toealsity, and learning about diverse perspectives
in classes (Umbach & Kuh, 2006).

Teacher education training programs have been eaged to include multicultural
training in the curriculum and through field exgerces for several decades (Baker, 1973, 1977,
Rao, 2005). Preparing teachers to work with stuglfotn diverse backgrounds has been
included as a standard programs must meet to bediad (New York State Board of Regents,
2007; NCATE, 2008; TEAC, n.d.); however, the actired bodies have focused on diversity in

the forms of race, gender, and ethnicity. Baseteports from teachers working in schools, it is
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apparent that there has been some integration bicoituralism in teacher education training
programs; however, the training has been repoddiingted in scope and focuses on race,
gender, and socioeconomic status when it occurlefMiller, & Schroth, 1997). Additionally,
faculty in training programs are reported to exthibore discriminatory behaviors regarding
sexual orientation than race, gender, and so@akdMiller et al., 1997). If accrediting bodies
developed standards that explicitly stated sexuahtation and gender identity as forms of
diversity to be studied and understood, teachecaithn training programs might be more
inclined to include the topics in the curriculumsi as other forms of diversity have begun to be
integrated.

Assessment of individuals’ competencieé variety of scales have been created to
measure individual gains in awareness, knowledge s&ills of multicultural counseling
competencies, including the Multicultural Awarendssowledge, and Skills Survey (MAKSS),
both original and revised editions (D’Andrea, Ddsi& Heck, 1991; Kim et al., 2003); the
Multicultural Counseling Knowledge and Awarenesal8 MCKAS) (Ponterotto et al., 2002);
and the Multicultural Competency Inventory (MClo®wsky et al., 1994). The Sexual
Orientation Counselor Competency Scale (SOCCS)algasdeveloped in response to the three
tiered multicultural competency model, but measgmsselors’ competencies to work with gay
and lesbian clients (Bidell, 2005). Studies th&duhese scales have demonstrated that
individuals gain self-awareness, knowledge, anliisski work with diverse populations after
completing a multicultural course or an internshipvhich direct contact was made with diverse
populations (D’Andrea et al., 1991; Keim, Warri@gRau, 2001; Manese, Wu, & Nepomuceno,

2001; Rutter, Estrada, Ferguson, & Diggs, 2008).
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Assessment of training program competencie©ther studies evaluate multicultural
training by looking at various psychology programather than the students within the programs.
These studies explore the prevalence of diversigoursework; field experiences; faculty and
student demographics; research and professionala@went activities; and university,
department, and program environment and resouktids & Strozier, 1992; Rogers et al.,
1998). The Multicultural Competency Checklist (MQ&pvides a systematic way to assess a
training programs’ integration of diversity in tleegrogram areas (Ponterotto et al., 1995). By
using the MCC, a program can be aware of the ameakich their students are and are not
exposed to the topic of diversity, such as whersthdents are working at practicum or
internship sites, or if there are research topidbe area of diversity available to students. The
MCC also identifies physical representation of atds (e.g., the number of diverse faculty and
students) and the level of faculty knowledge onttpec of multiculturalism as additional
program competencies that should be assessed (Bttmet al., 1995). The MCC has
demonstrated over time that counseling programe hmreased the level of integration of
multiculturalism in the curriculum and in reseaagportunities, while practical experiences may
be neglected (Ponterotto, 1997; Tomlinson-Clarke02.

Although originally created to assess the integratif multiculturalism within
counseling training programs, the MCC has beerseelio look specifically at GLBT
competencies within similar training programs. Isewere changed to refer to GLBT issues
rather than multicultural issues, and the revisedion was used to assess clinical and
counseling psychology graduate programs (Sheray.,e2005). As described earlier, the study

found some incorporation of GLBT issues in botlmickl and counseling programs, mostly



40

contained within one or two multicultural coursAsy other opportunities were provided at
practicum sites and in research experiences.

The MCC provides important information to trainipgpgrams regarding program
competencies in preparing pre-professionals to woitk GLBT individuals in future careers.
Graduate psychology programs have made use oktiergl outline of the MCC (Sherry et al,
2005), and with further revisions and the integmaf items from other multicultural surveys it
can be a helpful tool for education training pragsa There has been no research found to date
that systematically assesses the current statducbéon training programs’ competencies in
GLBT issues. Improvements cannot be made untiatkas in need of improvement are known.
The Present Study

GLBT youth experience victimization in school maoiféen than the general student
population. This victimization has been linked tacglality, truancy, academic failure, social
isolation, and stigma consciousness. While familyp®rt can be a mediator between
victimization and mental health stressors, manyilfasngo through a number of difficult stages
before accepting the GLBT youth’s sexual identitysuch cases educators can act as mediators,
offering support to GLBT students.

Many pre-service teachers report willingness fgpsut GLBT students, especially in
cases where the youth is being harassed; howeasry GLBT students in middle and
secondary schools report that they do not see spleosonnel take action against harassment
when it occurs. This lack of action may be duedoaators feeling unprepared to discuss issues
and to deal with situations regarding GLBT youthgeéneral lack of education regarding this

topic may be a major cause of inaction.
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One role of higher education is to prepare protesds, including teachers, to be
accepting of diversity. While directly teaching tiogic of sexual diversity can lead to greater
acceptance, many professional training programsldeehat to teach based on accreditation
standards. Many standards have begun to includekexentation and gender identity as a
form of diversity that should be visible and disse in programs that train school professionals,
including psychologists and counselors. A studglimiical and counseling psychology has
shown that GLBT issues are beginning to be integras an important part of these programs.
Yet education programs lack consistency in stargjdedving room for programs to decide how
sexual orientation will be included in curriculurbjectives.

The current study addresses the lack of researtbacher education training programs’
integration of GLBT issues. This investigation vakplore the current levels of integration of
GLBT issues in childhood, middle childhood, andladcent regular and special education
training programs. The scope of the investigatidhlve limited to New York State due to the
variability between states regarding educationdsiess and general beliefs regarding sexual
orientation and gender identity differences. MeaguGLBT program competencies as an
outcome variable will provide a more complete pietaf diversity integration in education
training programs. Programs that attempt to integ@L BT issues through a variety of avenues
provide their students with more opportunitiesxplere the topic, challenge their beliefs, and
arrive at new conclusions in their own time. In ttast, some programs may force students to
draw conclusions after being provided with a lidisanount of information, such as after

attending one multicultural course.
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Research Questions

1. What program and school competencies are childhoattle childhood, and adolescent
regular and special education training progranidew York State currently meeting in
regards to promoting awareness and acceptance @lLtBT population?

a. Program competencies include curricular inclusfanulty research interests,
practical experiences, GLBT faculty and studentypaion, and physical climate
towards GLBT individuals

b. School competency explores available support aratfeocacy groups on
campuses.

2. To what extent do differently accredited teachercation training programs meet GLBT
program competencies? The accrediting bodies witlew York State include NCATE,
TEAC, and the NYS Board of Regents.

3. To what extent do different types of teacher edanataining programs meet GLBT
program competencies? The type of institution feee as public, private with a

religious affiliation, and private with no religiswaffiliation.
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Chapter Three: Method
Participants

Program and institution demographics.Directors of 20 teacher training programs in
New York State (NYS) were interviewed in an efflarimeasure current teacher training
program competencies in GLBT issues. The sampbeagfram directors was limited to NYS in
order to reduce some of the variability that maydend between states. TEAC and RATE were
the accrediting units of six programs each, whil@ANE was the accrediting unit of eight
programs. Five of the programs were in public tngtins, twelve were in private institutions
without a religious affiliation, and three weregnvate institutions with a religious affiliation
(Table 3).

The participating directors were from programs thfégred a variety of certifications.
Eighteen of the 20 programs (90%) were state aggoréar Childhood Education Certification
(Kindergarten through"grade). Ten of those programs also offered Chiddh®pecial
Education Certification. Two of the programs théieed both Childhood and Childhood
Special Education Certification also provided Mel@hildhood and Middle Childhood Special
Education Certification options. Fifteen of thef@dgrams (75%) offered Adolescent Education
Certification, three of which also offered Adolest&pecial Education Certification. Thirteen of
the 15 programs with an Adolescent Education Geatibn option were in programs that also
included Childhood Education options, while theesttwo programs only offered Adolescent
Education (Table 4).

The participating directors worked in institutidnsated in various areas throughout
NYS. Eight of the programs (40%) were identifiedBaxcalaureate Colleges through the

Carnegie Classification, while 11 (55%) were cliésdias Master’s Colleges and Universities,
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and 1 (5%) was identified as a Research Univershg. schools also varied in the setting. Six
(30%) schools were in a rural area, 5 (25%) weig saburb, and 9 (45%) were in a city (Table
5).

Participant recruitment. Due to the complexity of certification levels amdthe wide
variety of specialty areas offered at the middlédtiood and adolescent levels, the following
steps were followed to develop a sample. A lifi¥S schools with accredited programs
through NCATE, TEAC, or RATE was compiled. In order a school to be included in the
study, they had to meet at least one of the folhgvariteria:

1. The education program offered a degree that ledrégular educatioor

special education certification in childhood edismat

2. The education program offered a degree that ledrégular educatioor
special education middle childhood generalist fiestion.

3. The education program offered a degree that ledregular educatioor
special education middle childhood specialist Gedtiion inat least3 specialty
areas, two of which must be Biology, Chemistry, listg Earth Science, Math,
Physics, or Social Studies.

4. The education program offered a degree that ledrégular educatioor
special education adolescent specialist certificaith at least3 specialty areas,
two of which must be Biology, Chemistry, Englislgrith Science, Math,
Physics, or Social Studies.

SPSS was used to compile a random stratified sanfij@lé schools from the complete list of
100. The sample was stratified so that 23% of @mepte were public schools, 58% were private

schools without a religious affiliation, and 19%rev@rivate schools with a religious affiliation,
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reflecting the percentage of schools in those caitegin the compiled list. The percentages of
schools in each category closely matched the ptrges in New York State compared to a
comprehensive list of colleges and universitieslalgke on the National Center for Education
Statistics website (n.d.), which indicated that 18Rtour-year institutions were public, 58%
were private institutions without a religious aétion, and 23% were private institutions with a
religious affiliation. Of the original 60 schoolk/ were excluded from the list because 3 no
longer had education programs, 13 were found tp offiér certification at the graduate level,
and 1 had taken part in a trial run of the intewwi©f the remaining 43 schools, 19 responded to
the initial e-mail or follow-up phone call, 12 otweh agreed to take part. Due to the 28%
response rate, the remaining 40 schools on thenatiist were used. Again, seven of the
remaining schools were excluded because five difdyexd certification at the graduate level and
two no longer offered certification or educatiomgrams. Of the remaining 33 programs, 11
responded to the request to take part, 8 of whickel. Of the 10 who indicated that they did
not want to take part, four said that it was duer® constraints, five indicated that they did not
have much information on the subject or that thecation director had recently left the
program, and one did not provide a reason. (SekeBator a summary of the response rates.)
Materials

The interview schedule created for this study cafobind in Appendix A. It was
developed based on common themes and questionsnustediies of multicultural training in
various graduate programs (Hills & Strozier, 19R@nterotto et al., 1995; Ponterotto et al.,
2002; Rogers et al., 1998) and based on recommenaesdions for counseling programs to
consider if they are interested in including gendentity and sexual orientation in their training

(Fassinger & Richie, 1997; Sherry et al., 2005) fhestions were designed to collect
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information about teacher education program denpdgcs; the assessment of student and
faculty competence in sexual orientation and geraartity issues; curriculum inclusion and
training experiences regarding this topic; studert faculty GLBT research activities; and the
university and program environment, climate, arsbueces regarding sexual orientation and
gender identity diversity. Lastly, program direstovere asked to indicate whether or not various
sources from outside and within the program ar@e@raging the program to include GLBT
topics in the curriculum.

Because previously developed questionnaires dadviaws have primarily focused on
multicultural training in a variety of graduate grams, the commonly used questions were
collected and reworded to apply to sexual orieatasind gender identity training in teacher
education training programs. The topic of gendenidy and sexual orientation continues to be
controversial, so the wording of the questions alteyed to be sensitive to the varying views
and beliefs of respondents. When possible, questi@ne worded so as not to imply any correct
or acceptable answers. In addition, the interviswesre instructed to refrain from offering their
own opinions on the topic and to remain neutrairduthe interviews.

Archival data was used to answer as many of thetmuns as possible in order to shorten
the interviews and provide the interviewers witimgdbackground knowledge. More
specifically, some of the demographic informatioourse offerings, faculty research activities,
and availability of GLBT related resources on casmymere found through archival data
available on institution websites. Information knote the program directors regarding the
visibility of GLBT individuals in the program, spdic course content, student research activities
and project topics, assessment of student andtyaoumpetencies, and program climate

regarding sexual orientation and gender identigdiity, were collected through the interviews.
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Each interview was expected to take approximatélyjnghutes. Fifteen of the twenty interviews
lasted between 20 to 40 minutes, three lasted leetw® to 50 minutes, and the remaining two
took about an hour to complete.
Procedures

In order to collect the archival and interview dita timely manner, six graduate
assistants from a School Psychology graduate pmogrere recruited to assist the primary
investigator. The assistants were required to atéetnaining session in which the entire process
for collecting data on one school was demonstratetidiscussed. The session began with a
description of the purpose for the study and tlas@aing behind the topics covered in the
interview. Following the general discussion, thems on the structured interview were discussed
and various responses to the questions were deratatstAssistants were explicitly instructed
to remain neutral on the topic, regardless of @sponses they might receive from participants.
In addition, they were instructed on how to respibquogram directors chose to discontinue the
interview.

Initial contact was made with the directors of tardomly selected programs by e-mail.
The e-mail explained the nature of the study amdagéxed the time commitment necessary to
complete the interview (see Appendix B). The e-ralsb described the opportunity for program
directors to enter a random draw to receive a gamkesources that promote knowledge and
understanding of GLBT issues. The resources canttmeluced to their undergraduate students
as possible materials to use in their future jBlsegram chairs were given the option to receive a
summary of the research results and a checkligtbas items in the structured interview to

assess changes in their programs’ integration @ Tlopics (Appendix C).
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Within a week of sending the e-mail, the primanyastigator contacted the directors by
telephone to answer any questions they had anthaxale a convenient time for the interview if
they chose to participate. As a list of participgtprograms was developed, the researcher and
research assistants collected archival data regatdose programs including faculty research
areas, course requirements, course descriptiodggereral school information (e.g., Carnegie
classification and size of institution) from thdleges’ and universities’ websites, and the
Integrated Postsecondary Education Data SystenD@p®ebsite. The information was used to
answer questions on the structured interview. Duee exploratory nature of this study, course
syllabi were requested from the program directorsiulticultural or diversity courses,
developmental courses, exceptionality coursesaagdther courses the directors believe the
topic of GLBT issues is discussed. Lastly, after diata was collected and analyzed, a checklist
that programs may use to self-monitor changesain taacher education training programs’
GLBT competencies was developed based on the iateischedule and prior studies of
multicultural training in graduate programs.

Research Design & Analysis

The study of GLBT integration into post-secondaayication training programs is in an
explorative stage; therefore, qualitative and qtatnte analyses of the data were conducted.
This study utilized archival data and a structurgdrview format to collect information
regarding the current status of education traipirgggrams. Information collected through forced
answer questions were precoded and used for catarginalyses.

The competencies being met by teacher educationrnggprograms in NYS are
discussed and explored through descriptive stedistiequencies, and narrative exploration;

including curricular inclusion, faculty researcherests, practical experiences, GLBT faculty
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and student population, physical climate toward8Gindividuals, and available GLBT
support/advocacy groups on the school campusesdér to answer the remaining two research
guestions, a factor analysis was completed. Alhefinterview items regarding the assessment
of student competencies in GLBT issues, curricullnciusion and training experiences, student
and faculty research activities, and the climagmarding sexual orientation and gender identity
were entered into the analysis. The four factonewieen used as dependent variables in t-tests
and one-way ANOVAs to compare the extent to whigteently accredited teacher education
training programs and different types of teachercation training programs (e.g., public, private
with a religious affiliation, and private with neligious affiliation) meet GLBT program
competencies.

Answers to open-ended questions and any additioftxmation provided by the
respondents were analyzed by the researcher angradaate assistants to identify themes. Each
reviewer independently analyzed the data, readirgugh the information multiple times and
then organizing answers to each open-ended questmthemes (Bogdan & Biklen, 2003). The
reviewers then compared their findings. Any differes in the way answers were organized
were discussed until the three reviewers were iaeagent on the groupings and themes of each
group. Some of the original themes developed bi eatividual were combined while others

were reduced as the process progressed.
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Chapter Four: Results

The results of this study are based on the padticip of 20 teacher education program
directors in New York State. Seventy-six directeese invited to take part through e-mail and
follow-up phone calls, resulting in a 26.3% pagation rate. Of the directors that participated,
six worked in programs accredited by TEAC (309%,v8orked in programs accredited by
RATE (30%), and 8 worked in programs accreditedNQATE (40%). Almost all of the
programs were state approved for Childhood Educaertification (90%), while half offered
Childhood Special Education Certification (50%).YDh0% of the programs provided Middle
Childhood and Middle Childhood Special Educatiomti@eation options. Lastly, 75% of the
programs offered Adolescent Education Certificatibinee of which also offered Adolescent
Special Education Certification.

The institutions in which the programs were locatedle also diverse. The majority of
the institutions were classified as private withautligious affiliation (60%), while 25% were
identified as public institutions and the remainito were private institutions with a religious
affiliation. Almost half of the institutions weredated in a city (45%), while 30% were in rural
areas and 25% were in the suburbs. Lastly, ovéioh#he institutions were identified as
Master’s Colleges and Universities (55%) through @arnegie Classification system, while
almost half were identified as Baccalaureate Cebg@0%) and one was identified as a
Research University.

Question One: What Program and School Competenciesre Being Met

Curricular inclusion. All of the participants reported expectations tiair students will

develop specific multicultural or diversity competees through the program (Table 7). Three

themes were determined in their answers, includmgcrease in general knowledge and
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sensitivity regarding diversity, awareness and aduy for social justice, and the development
of skills to teach groups of diverse students. Wésled specifically what types of skills or
knowledge teacher education students are expaxidelvelop regarding sexual minorities, 8 of
the 20 participants (40%) reported that the topi@rely discussed or that it is not clearly
included in the program. While reasons for notudahg the topic were not often identified,
those who did provide reasons reported high mipauiid/or religious school and community
populations, while on occasion it was noted thatglfogram was focusing on another topic, such
as students with disabilities. Specific expectatioeported by the remaining participants
included learning about the issues within socislige discussions (15%), developing knowledge
and awareness of personal biases (40%), or leatmingvigate issues or to teach about the topic
in the field (15%). The context in which the tomagenerally discussed was identified as a
theme in the answers. Five programs discuss the itofhe context of the family (25%), such as
students who may have same-sex parents. Three thaiieitl comes up in the context of bullying
in schools (15%), while three reported that thedopight come up in multicultural or practicum
classes (15%). Lastly, three respondents repdntedtie topic comes up in literacy courses
(15%), two of whom explained that the literacy tears discuss the possibility of including
books that explore GLBT related issues or thauielcharacters with same-sex parents in a
classroom library. Lastly, only four of the progrsui20%) reported that student GLBT
competencies were assessed, three through clagsmassts and experiences, and only one
program included it as part of a consistent anehnidéd assessment or rubric.

Participants were asked three 5-point Likert sitalas regarding the level of
encouragement program faculty is given to inclugbaual orientation or gender identity issues

into their courses, as well as the level of impactathe program attaches to learning how to
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work with GLBT students or with students of same-garents. On the question of
encouragement given to the faculty, 1 indicatecencouragementhile 5 indicateda great deal

of encouragemenOn the questions regarding the importance theraro@ttaches to learning
about issues related to sexual orientation andegaddntity, 1 indicated that the area was
important at alland 5 indicated that it wagry importantThe answers were varied for all three
guestions, with 36.9% reporting that there is stawel of encouragement to faculty members to
include the topic in classes (providing a scord of 5). In regards to the importance of training
program participants to work with various populasaf students, 63.2% reported that it is
important to prepare students to be competent nking with GLBT students, and 47.3%
reported that it is important to prepare studemiset competent in working with students who
have same-sex parents. In contrast, 100% of paatits reported that it is important to prepare
students to be competent in working with childreanf culturally diverse backgrounds. Seventy-
five percent of participants reported an increageasitive attitudes of faculty about the
importance of discussing GLBT issues in the cuhdcy although one participant replied that
attitude is the key word because change in behahias not necessarily occurred. Some of those
who reported no change in attitudes also notedthigaftocus in the program has been on other
issues, such as ethnicity or students with digadsli(See Table 8 for summary.)

Specific questions regarding the number of couasadable that discuss the topics of
sexual orientation and gender identity were asKedble 9). While 60% of the programs require
the completion of a multicultural course to eameacher certification or degree, 55% offer a
multicultural course. The others require studemtsaimplete a multicultural course offered by
another department. Of all the programs intervieveatly half reported that the topics of sexual

orientation and gender identity are addresseddrotfered multicultural courses. In addition,
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70% of the participants reported that the progrdaresses GLBT issues through other courses.
Based on their responses, the topic is most liteebccur in reading and literacy courses, human
development courses, or sociology courses; althdughy be briefly discussed in various
reflective or methods seminars, inclusion managemaurses, or learning theories classes.

Follow-up e-mails were sent to eight participaatspf whom originally indicated they
could forward syllabi for classes in which GLBTuss might be discussed. Five participants
forwarded a total of eight syllabi. Three of thegnmams provided one syllabus each, a fourth
program provided syllabi for two classes, and tfie program provided syllabi for three
different sections of the same course. Six of {flals indicated that the purpose of the course
was to understand how society or diversity hasierfted education, while one focused on
children’s literature and the last focused on teeds of children in diverse and inclusive
classrooms. Although all eight syllabi noted theelepment of knowledge of diversity as it
relates to the course subject as an objective, dsarincluded the themes of developing positive
attitudes regarding diversity and developing skdlsvork with children of diverse identities.

The topic of diversity was also found in the scHedureadings, and assignments. Seven
of the syllabi clearly included the topic of divieysor multiculturalism in the schedule and in the
readings, but only three of those schedules andfwizose readings clearly included sexual
orientation. Last, six of the syllabi listed assignts on various topics of diversity. Of those six,
all of them included assignments that requiredirepdr doing research on a diversity topic,
four of the classes required an assignment thaiwved personal reflection of beliefs, and three
classes included assignments aimed to increaseeagss and skills through personal
experiences. Four of the six classes included sigrasent that could cover sexual orientation;

however, three of those four indicated that seruahtation was one of many other topics from
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which the student could choose. Only one assignmasatfound that all students would have to
complete, which involved self-reflection on theitopf sexual orientation. Only one syllabus
mentioned gender identity as a possible topicseaech or reflect on in two assignments.

Participants were also asked if there was a spemifirse devoted to GLBT issues
available for students to take at the institutionly 30% (6 of 20) reported that there was a
course available, while 30% (6 of 20) said there wat and 40% (8 of 20) did not know. On
further investigation of course catalogs and cteesscriptions, 55% of the institutions (11 of 20)
offered at least one course devoted to GLBT issubie 25% (5 of 20) covered the topic in
other courses, and 20% (4 of 20) did not appedrsituss the topic in any course. Lastly, only
20% of participants (4 of 20) reported that thegpaon has offered a seminar or workshop that
specifically addressed GLBT issues; although 25%#f @0) indicated that there have been
workshops or activities sponsored by other departsner off-campus.

Research interests and opportunitiesFive questions were posed regarding faculty
professional development and research opporturidresculty and students (Table 10). Half of
the participants reported that there was at leastfaculty member in the program who was
developing professional expertise in this areath©$e ten, 50% reported that only one faculty
member was developing professional expertise, 3Ported 2 to 5 faculty members, and 20%
reported that all of their faculty were developaxpertise in this area. Six participants reported
that faculty with expertise in this area are rec¢opegg in the program; however, one of the six
noted that their expertise is not typically utibizey others in the program. Three main ways in
which they are developing expertise were identifiadluding the topic in their courses;

engaging in outreach and advocacy efforts; andgngan self-teaching methods, such as
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reading relevant literature, attending discussatronferences, or helping others in their
research efforts.

Specifically in regards to conducting researclo X8 the participants (3of 20) reported
the presence of at least one faculty member whosepy research interest was sexual
orientation or gender identity. Of those three oegjents, one also reported the presence of at
least one faculty member who occasionally helpgsearch regarding sexual minorities. One of
the 17 program directors who reported that GLBTesswas not a primary research focus for
any of the faculty in the program did report thegance of a faculty member who helps in
GLBT related research. In addition, 25% of the paogs have faculty who have published
articles or conducted presentations regarding $emunrity issues. Overall, it appears that less
than a quarter of programs who participated haweltf\amembers who engage in research on
the topic of GLBT issues, although half of the peogs have faculty who are developing
professional expertise.

The lack of research activity limits the possti®b for students to support faculty in
research of GLBT issues (Table 10). Only 10% ofptegrams reported that students have
helped faculty conduct research on this topic enghst few years. In addition 15% of the
participants reported that at least one studentbampleted a large project or conducted their
own research on the topic in the last few years.

Practical experiencesOnly 25% of participants reported that studentheprogram
have encountered issues related to gender idemtggxual orientation in field experiences
(Table 11). Of those 25%, two reported that théojams involved youth discussing their sexual
orientation with a student teacher while in thédfi¢wo reported that the issues were in regards

to schools’ responses to GLBT issues where studanhers were placed, and one issue was in
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regards to a transgender student. Two of the fjaatits reported that such incidents are used as
teaching opportunities by discussing them in classe

GLBT population. The physical presence of individuals who openiytdg as an
ethnic minority has been identified as a compowéprogram multicultural competency;
therefore, the presence of faculty and studentsapaenly identify as GLBT was assessed (Table
11). Thirty percent of participants reported thegence of openly GLBT faculty in the program,
while 65% reported no openly GLBT faculty. Programh openly GLBT faculty indicated that
1% to 25% of the faculty members in the programensyenly GLBT.

While 30% of participants reported the presencepeily GLBT students in the
program, only 20% of the participants said thateéheere no openly GLBT students. Forty-five
percent of participants responded that they dicknotv if there were openly GLBT students in
the program.

Physical climate.The physical climate of the teacher education Enogwas assessed
with two questions (Table 12). “Do the physicalreundings of the education department reflect
an appreciation of diversity that includes GLBTuiss...?” and “Are GLBT resources easily
accessible within the department or through thearsity to students enrolled in your program?”
Overall, 55% of the participants reported thatghgsical surroundings of the department reflect
an appreciation of diversity that includes GLBTuiss. However, on further exploration, only
four of the participants reported that faculty h®afe Zone or pink triangle stickers on their
doors to indicate a safe place for individuals afious sexual and gender identities, while three
participants reported that there are occasionalokb or posters on display. Eight of the
participants reported that there is often artwarkasters visible in the department that reflect an

appreciation of diversity or that welcome all stoide but they do not specifically reflect diverse
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forms of sexual orientation or gender identity. Tefaghe participants indicated that the
education departments share spaces with other giemgtherefore do not have a physical space
in which to display artwork or visual signs of aptance.

In contrast, 90% of the participants reported (BBBT resources are easily accessible
within the department or through the universityuFof the respondents felt that resources, such
as videos, books, or materials for classes, wesidyesccessible within the teacher education
departments. Two of those respondents, as weliras pthers, reported that the main college or
university library had resources available. Fivéividuals reported the presence of individual
faculty members who openly identify as GLBT or wdre very supportive and who act as
resources to various departments and individudds.most common type of support was various
types of groups, including student run clubs, resegenters, or counseling support. Twelve of
the participants identified these clubs or cerdsrsesources.

Institution competencies.Three questions about the climate of the instituti@re asked
(Table 12). First, participants were asked if th&itution has an active GLBT student
organization or club. Eighty percent of the papi#sits said that there was an active club. Online
searches of the school websites confirmed theivarss Participants were also asked if the
institution’s counseling center offers GLBT suppgmbups. Only 10% of the participants
answered, “yes,” while the remaining 90% did nodWwnPhone calls to each of the counseling
centers indicated that all of the centers provmdividual counseling to students who may need
support with issues related to sexual orientatiogemder identity; however, group support was
limited. The majority of the counseling centers vdwnot offer group counseling reported that it
is due to the low number of students who seek ouhseling for GLBT related issues. Many

also reported that a group could be formed if thegee enough students.
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Lastly, 90% of the participants reported thatitistitution recognizes and is supportive
of GLBT perspectives. When asked how this supparéflected or communicated to the
students, a few themes became apparent. Seveaeants reported the presence of clubs or
support groups as a way in which the institutiompainicates its acceptance to the students,
while twelve of the participants reported varioyses of activities, workshops, or events that
occur on campus in support of GLBT individuals. thagwo participants reported that their
institutions had a high number of GLBT faculty. Ve or not participants were able to name
specific ways in which the institutions communictiteir acceptance to students, seven
participants indicated that there is a generalgmes of support for everyone and willingness to
openly discuss issues. Only two participants ineiddhat the institution was in the process of
becoming more aware and open.

External influences.The influence various factors have on the developrok
coursework and research that includes GLBT issuéisel education programs was also
investigated. A 5-point Likert scale was used, mal 1 indicated no influence and 5 indicated a
great deal of influence. Participants generallytfeht the programs’ accrediting bodies had little
influence on whether or not GLBT issues was inatlisethe program, with all participants
providing ratings of 1 through 3. The level of irdhce from the university, program faculty,
program students, community, and professional @&ssmes was more varied, although the
majority of people reported little to no influenitem these factors. Only 10.6% of the
respondents gave scores of 4 or 5 indicating Heatihiversity or college encourages the teacher
education program to include the topic of GLBT &ssin their training, while 36.9% indicated
that the program faculty influence the inclusiorite# topic, 27.8% indicated that the students

influence the inclusion of the topic, and 26.4%catkd that the community around the
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institution influences the inclusion of the topli@stly, 22.2% indicated that professional
associations influence the inclusion of GLBT issunethe program. (See Table 13 for summary.)
Factor Analysis

In order to answer the remaining two research questa factor analysis was completed
using a principal components analysis with a vaximogation. All of the yes/no and quantitative
interview items regarding the assessment of stutempetencies in GLBT issues, curriculum
inclusion and training experiences, student andlfacesearch activities, and the climate
regarding sexual orientation and gender identityevemtered into the analysis. Four factors were
found with eigenvalues greater than two. Itemsaichefactor with a loading of .4 or greater were
then examined to determine conceptual similaritRediability tests were run on those items that
were similar in concept and that had loadings afr.Aigher. The factors can be thought of as
representing the level of faculty interest in thpit (Factor 1 Cronbach’s alpha = .801), the level
of collegiality and collaborative atmosphere (Fa@&d&ronbach’s alpha = .842), ways to develop
student competencies on GLBT topics (Factor 3 Caohis alpha = .812), and the school
climate (Factor 4 Cronbach’s alpha = .780). Thedi@cand the variables that load on them are
shown in Table 14. The four factors were then wsedependent variablesthests and one-way
ANOVAs to compare the extent to which differentagmf teacher education training programs
(e.q., public, private with a religious affiliatipand private with no religious affiliation) and
differently accredited teacher education traininggoams meet GLBT program competencies.
Question Two: Is the Program Accrediting Body Relatd to GLBT Competencies

To determine whether or not the programs accregliody (NCATE, TEAC, or RATE)
was related to the level of GLBT competencies destrated, four separate one-way ANOVAs

were conducted with the four factors used as tipewident variables. There were no statistically
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significant effects found for the type of accraditibody on the competency factors (see Table
15). The results also indicated small effect siné# partial Et&'s ranging from .019 to .096.
Question Three: Is the Type of Institution Relatedo GLBT Program Competencies

To determine whether the type of institution digieus affiliation of the institution was
related to the level of GLBT competencies demotetiisone-way ANOVAs were conducted
with the four factors identified through the factoralysis used as the dependent variables. There
were three independent variables, including pubBtitutions, private institutions without a
religious affiliation, and private institutions Wit religious affiliation. There were no
statistically significant effects found for the gpf institution on the competency factors (see
Table 16). All effect sizes were also small, witirtial Et&’s ranging from .016 to .104.
Exploration of Other Factors

Numeroud-tests, ANOVASs, and regressions were completed pdoe other
relationships between possible independent vagadtd the dependent factors. Four separate
one-way ANOVAs were run with the setting in whitte tinstitution is found according to The
Integrated Postsecondary Education Data Systemasstite independent variable. The setting
groups were rural/town, suburban, and city. Thezeewo statistically significant effects found
for the institution setting on the four competefagtors and all effect sizes were small (see
Table 17).

An independent t-test was run using Carnegie Glea8ons as the independent variable
(see Table 18). Two groups were created: institgtibat are Baccalaureate Colleges and those
that are Masters Universities or higher. There avagnificant relationship between the
Carnegie Classification and Factor 4, which is asnee of school climaté € -2.39, df = 7p =

.048, two-tailed). Institutions with a Carnegie §ddication of a Masters University or higher
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reported more positive climates (mean = 58D = .00) than those with a classification of a
Baccalaureate College (mean = 3.50,= 1.77).

Each of the factors was independently regressatieostudent population of the
institution. There was a significant relationshgivween school population and Factor 1, level of
faculty interest in GLBT topics (see Table 19).d&nt population explains about 31% of the
variance in Factor 1 scoresR0.308), a result that is significant at the .0kl (F = 8.008).
As the student population increases, faculty irsteirethe topic increases.

The factors were then regressed on the perceheddtudent population enrolled in the
education program. There was a significant relatigm between the percent of students in the
education program and Factor 2, level of collaborain including GLBT issues in the
curriculum (see Table 19). The percent of studentslled in the education program explains
27% of the variance in Factor 2R 0.270), a result with a significance of .027=(5.910). The
results suggest that as the department accoungsgi@ater percentage of the students enrolled
in the institution, the feeling and level of coltahtion between everyone to include sexual
orientation and gender identity decreases.

Each of the factors was regressed on the percdatolty members in the education
program who identified as ethnic minorities. Theses a significant relationship between
percent of faculty and Factor 4, school climate (§able 19). The percent of faculty members
who identify as an ethnic minority explains 26%é variance in the school climate factof (R
= 0.264), a result that is significant witlp&alue of .021 (F = 6.454). The results suggest that
teacher education programs with greater percenta#gesulty who identify as ethnic minorities
are more likely to be found in institutions whelne school climate is less accepting towards

GLBT perspectives.
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The factors were also regressed on the percema@ésts in the education program who
identified as ethnic minorities. There was a sigaift relationship between the percent of
students and Factor 4, school climate (see Tablerb@ percent of students who identify as an
ethnic minority explains 33% of the variance in sivlool climate factor (R= 0.331), a result
that is significant with @ value of .020 (F = 6.942). The results suggestdbdhe percentage of
students in the program who identify as ethnic mires increases, the school climate factor
decreases. A one-way ANOVA was run to determirtliedfpercentage of ethnic minority
students in the teacher education programs vaagsdoon setting (rural/town, suburban, or city).
The results indicated that there were no signitichiferences in the percentage of ethnic
minority students enrolled in the teacher educagbi@mgrams by setting.

The four factors were also regressed on the nuwiifeil time faculty working in the
education programs, and on the number of studemtdled in the education programs. No
statistically significant relationships resulted.

Four multiple regressions were then run using titeranethod. Each of the previously
identified factors was used as the dependent Varidbe independent variables that were found
to have statistically significant relationshipstw@ne or more of the factors were used as
predictor variables. Dummy variables for the typ@stitution (public versus private), religious
affiliation (yes or no), and education accreditbagly were also included as predictor variables.
No models emerged as significant; however, thegméraf faculty that identify as an ethnic
minority, whether the school is public or privaaed the religious affiliation of the school were
significant predictors for Factor 3 (see Table 20).

To check for suppression effects, a series of plaltiegressions were run. Each model

included three predictor variables, two of whichrevdummy variables identifying either the
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type of institution (public, private with a religie affiliation, or private without a religious
affiliation) or the education program'’s accreditimgdy. The third predictor variable was one of
the variables found to have a statistically sigaifit relationship with a factor. These included
Carnegie Classification, student population, peroéstudents in the education program,
percent of faculty in the education department vdemtify as an ethnic minority, and percent of
students in the education department who idensifgraethnic minority. Each model was run
using the four factors identified through the facoalysis as the dependent variables. No
suppression effects were found for Factors 1 amilile the percent of an institution’s student
population enrolled in the teacher education pnogcantinued to be a significant predictor on
Factor 2, this was only true when controlling flee accrediting body. When controlling for the
type and religious affiliation of an institutiormne percent of students in the education program
was not found to be a predictor of Factor 2. Ireothiords, there was no significant relationship
between the percent of an institution’s studentslid in the education program and the level
of reported collegiality and collaboration amongulty within programs located in public
schools, in private schools without a religiousliation, or in private schools with a religious
affiliation. For Factor 3, a significant model enged with the type of school, religious
affiliation, and percent of students who identi§yan ethnic minority as the predictor variables
(see Table 21). The current model explains 36.6%a¥ariance. The type of school was not a
significant predictor, but the other two variablesre. The results suggest that a program’s score
on Factor 3, which measures ways in which progrdevelop student competencies on GLBT
topics, increases in institutions without a religgaaffiliation and as the percent of students who

identify as an ethnic minority decreases.
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To help determine whether the findings in the stilndy involve students with ethnic
minorities can be generalized to other institutiand teacher education programs, additional
information was analyzed. The percentage of ettminority students at each institution in the
sample was calculated using data from the Intedfatstsecondary Education Data System
(IPEDS). IPEDS provides the total enroliment nunfoeman institution, as well as the number of
students enrolled under each of the following aaieg: American Indian or Alaska Native,
Asian, Black or African American, Hispanic, Natikawaiian or other Pacific Islander, White,
two or more races, race/ethnicity unknown, and esident alien. The enrollment numbers were
collected for the institutions in which the paniating directors worked, as well as for
institutions in which the program directors who ldesd to participate or who did not respond to
the request to participate were located. The sutheoénrollment numbers in each category,
except White and race/ethnicity unknown, was diditg the total enrolilment number for each
institution to develop a percentage of ethnic migatudents. Then an independétgst was
run comparing the percentage of ethnic minoritglstus in institutions within the participating
sample to institutions that did not participatehia study. The results indicate that there is no
significant difference in the percentage of enl¢hnic minority students between the
institutions of the program directors that tooktparthe study compared to those that did not
take part in the study. This suggests that tharfggithat include ethnic minority students may
be generalizable to other institutions. In additianlependerittest comparing the percentage of
ethnic minority students enrolled in the participgteducation programs to the percentage of
ethnic minority students enrolled in the respecingtitutions indicates that the percentage in the
program (18.24 + 21.75) is consistently lower than percentage in the institution [(27.70

21.85) {(15) = -4.475p < .001)]. This suggests that there is an unequalat of ethnic
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minority and White American individuals studyingliecome teachers, and that ethnic minority

recruitment in teacher education programs is aa & needs improvement.
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Chapter Five: Discussion

The development of multicultural awareness anditeits in education has been
discussed in the literature since the 1970’s (BakelC., 1973 & 1977); however, the inclusion
of factors other than ethnicity and race undemttmdrella of multiculturalism has occurred more
recently. One variable that seems to be rarelyudsed but experienced often is that of sexual
orientation and gender identity. Literature haslelsthed that GLBT students experience high
levels of harassment and bullying, which is relatedignificant mental health and academic
concerns (Kosciw et al., 2008; Lewis et al., 20Q08SP, 2002; Rivers, 2004; Rosario et al.,
2002; Savin-Williams, 1994). Being able to idensighool personnel who are supportive of
GLBT students, however, is related to less truammyeased feelings of school safety and
belonging, and higher GPAs (Kosciw et al., 2008icl&findings suggest that all school
personnel, including teachers at all levels, shbelgrepared with the knowledge and skills to
support GLBT individuals, despite personal belmfbiases.

Studies that measure teachers’ attitudes, know]edgkskills in regards to working with
students who self-identify as GLBT have found thiatle teachers are generally willing to help
sexual minority students, they feel unpreparedn@asy if helping goes against the status quo
(Hirsch, 2008, Kosciw et al., 2008; McCabe & Rulbins2007; O’Connell et al., 2007; Riggs,
2002). In order to better serve GLBT students,lieaeducation training programs need to
assess how they currently approach the topic anextent to which pre-service teachers are
trained in these professional competencies. Whiheeseducation related professions, such as
school counseling, have begun to develop measo@ssess GLBT program and student
competencies, such measures had not been adapisédito assess teacher education training

programs prior to this study. The purpose of thislg was to assess the current status of GLBT
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program competencies in New York State teacherattucprograms, and to begin looking for
factors that may be related to developing thesepedemcies.
What Are Programs Doing?

Curricular inclusion. All of the participants reported expectations tihat programs will
help students develop specific multicultural oredsity competencies, such as increasing their
general knowledge and sensitivity regarding diwgrsieveloping awareness of and advocacy for
social justice, or developing skills to teach growp diverse students. However, only three-fifths
of the participants reported expectations for teaidents to develop GLBT related
competencies, such as learning about the issubswiite framework of social justice,
developing knowledge and awareness of personatdjias learning to navigate issues or teach
about the topic in the field. The directors of teenaining programs reported that the topic is
either not included, or is included “minimally.” ®@mespondent noted that GLBT issues are
supposed to be a part of the framework, but thatdesn’'t happen.” Another director reported
that GLBT issues had been “neglected” but recentems about bullying has prompted the
inclusion of a unit about GLBT issues in an edusal psychology course.

In addition, only one-fifth of the programs ass&8T competency development in
their students, the majority of which are asse&seohe faculty member during a course in
which the topic may be discussed. Only one respanddicated that a formal competency
assessment, which includes students’ GLBT basedeawss and skills, is used on a regular
basis.

By not consistently including GLBT based knowledgean area of expected
development, faculty within programs have littlagen to include the topic in their classes

unless they have personal beliefs in the importéamckevelop awareness and skills. This is
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confirmed by the finding that only slightly moreatinone-third of the respondents reported that
program faculty are given some encouragement tadedGLBT issues in their classes.

Although those who have more positive attitudesfaetings regarding sexual
orientation issues are more likely to express ¢dirig that they should be more proactive and
supportive towards sexual minority students (Sel882), it does not guarantee changes in
actual behaviors. This seems to be true giventtinae-fourths of the respondents in this study
have observed positive changes in the attitudéscofty toward the importance of discussing
GLBT issues in school because it is becoming melevant and has grown in societal issues,
and yet little action appears to be happening.example, one director reported that the topic
has been discussed in department meetings in egalbw it can be included in the
curriculum, but that there was no follow throughtedv directors noted that new faculty in the
program, or “new blood,” has helped push the imguré of the topic, however, some programs
are more focused on other issues in education, asitihe inclusion of children with special
needs.

Based on reports, nearly three-fourths of the @ogrinclude the topic of GLBT issues
in at least one education related course. It aggéat the topic may be brought up in other
courses more often than in multicultural courséss Thay be due to the lack of a consistent
definition of what multiculturalism encompassesigiag from limited inclusion of a few factors,
such as gender, race, and ethnicity, to inclusfail aypes of differences. While it seems like
sexual orientation is being discussed in some dypaceducation programs, the discussions
focus on GLBT issues as they relate to the comtesdmilies, bullying in schools, or the use of

literature that explores GLBT topics in the classno
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Despite the small number of syllabi that were pded, a clear pattern was noted. All
syllabi stated the expectations for students tehkigvknowledge of multicultural issues and
most explicitly included diversity in the readingspics, and assignments. However, despite the
fact that these were courses believed to includedpic of GLBT related issues, less than half of
the syllabi reflected the topic of sexual orierdatand even fewer included assignments or
readings explicitly on the topic. Even among thikay that included assignments regarding
sexual orientation and identity, only one had ainement covering the topic, while the others
provided sexual orientation as one of a few posdifypics. Of the four classes that included
assignments regarding sexual orientation and igewine focused on the development of
knowledge; one focused on self-awareness; one esped the development of knowledge and
skill development; and the final encouraged thesttigyment of knowledge, skill development,
and self-awareness.

Covering the topic in one or two periods of a ceussone of a few ways in which
changes in knowledge or attitudes can be achi€@#ers include taking a complete course
dedicated to GLBT issues or attending a workshotheriopic. Despite the fact that over a half
of the institutions in the study offered at leasé @ourse dedicated to GLBT issues, less than
one-third of the participants knew that a course aailable. Not knowing about such options
can limit students’ chances at taking such coufdbgy are interested in developing their
knowledge and skills in this area. In additionslésan one-half of the participants reported that
there had been workshops or activities availabi¢heir students to attend on this topic. Overall,
the findings indicate that a teacher educationesttuts most likely to learn about GLBT related

issues in an education related course, although thilag learn on the topic may vary depending
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on the course in which it is discussed. In addjttbeir competencies on the topic are typically
not assessed in a reliable or consistent manner.

Practical experiencesRecent surveys and questionnaires have indicatBt#% to
3.5% of adults in the United States openly ideetifas GLBT (Gates & Newport, 2012; Gates,
2011). The number varies by state and districgirapfrom 1.7% in North Dakota to 10% in the
District of Columbia (Gates & Newport, 2013). Thegenbers may be an underestimation of the
true number of GLBT individuals, because over 4%espondents to a Gallup survey refused to
provide an answer or responded with neither yeoa@nswers (Gates & Newport, 2012). In
addition, data from The National Survey of Familgo@th suggests that 11% of Americans
acknowledge experiencing some same-sex sexuattaitrgChandra, Mosher & Copen, 2011).
There also appears to be a trend in which youmgkviduals are more likely to identify
themselves as GLBT, with 6.4% of individuals ag8dd 29 reporting that they are GLBT
compared to 2.6% of 50 to 64 year olds or 1.9%ndividuals 65 and older (Gates & Newport,
2012). The number of openly GLBT individuals sudgélat prospective teachers are likely to
interact with students who identify as GLBT or wieve GLBT parents at some point in their
career. Therefore knowledge and prior experientle mwdividuals who identify as GLBT may
help prepare them for future interactions and ean ko more positive attitudes and beliefs
(Waterman et al., 2001; Riggs, 2002; Athanases gdbeee, 2003).

Despite the physical presence of GLBT individualghie population, only 30% of
participants reported the presence of openly GL&Tlty or of openly GLBT students in the
teacher education programs. The invisibility of GLEculty and students may be due to a
variety of issues. For example, individuals whd-gntify as GLBT may not feel comfortable

openly discussing their sexual orientation or gemdientity in some settings, leading to the
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invisibility of their identities to others. No mattwhat the reason, however, the fact that 70% of
teacher education programs do not have openly GhBiViduals suggests that the experiences
of students attending the programs may be limitéas is compounded by the fact that only
25% of the respondents know of a student who heswenered issues related to GLBT issues
during practicum or student teaching experiences.

Half of the programs interviewed have faculty depahg professional expertise on the
topic of GLBT issues. This is generally achievedrmtuding the topic in their courses,
engaging in outreach and advocacy efforts, anetsatthing by reading or attending
conferences. Despite the fact that half are tryandevelop professional expertise, less than a
qguarter engage in research. The limited amourd@flfy engagement in research limits the
chances of students to help in such research.diti@a, only 15% of the respondents knew of
one or more students who had recently completgg larojects or independent research on the
topic.

If the majority of students are not encouragedxiae the topic, then it is likely that
only those who already have an interest in or apatien for the topics of sexual orientation and
gender identity will pursue furthering their knoage on the topic. By including class activities
and assignments that further develop knowledgereaveas and skills related to the topic of
GLBT issues in school, all prospective teachersbmhbetter prepared to work with GLBT youth
and demonstrate sensitivity to their needs. It alag strike an interest in some individuals who
did not originally have an interest in the toplogitefore increasing the frequency with which pre-
service teachers help with research or conduat tivan studies or projects on the topic.

Climate and resourcesThe physical climate of a setting can portray ataege of

diversity, specifically diversity in sexual orietitsm and gender identity. This can be done
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through noticeable actions, such as putting up %afe stickers or including posters that
portray same-sex couples, or in subtle ways likkiging books on GLBT rights on
bookshelves. Because of this, the physical surnogsdf a department should be assessed
when determining a program’s multicultural and GL&Impetencies. While almost all of the
participants reported the presence of artworkgmssthat reflect an appreciation of diversity in
general, slightly more than half reported thatdimmbols or displays depict acceptance
specifically of GLBT individuals. One-fifth of therograms have faculty who prominently
display safe-zone or pink triangle stickers, indi@athat their offices are safe-places for GLBT
individuals. This means that students in almost dfaihe programs daot see signs or symbols
in their program departments that depict acceptah@LBT issues. While the absence of such
symbols or signs does not mean a program is unacgeld GLBT students, it also does not
communicate acceptance to GLBT students who maneheto a campus or program. We must
be aware of the fact that over 80% of GLBT youtlihexperienced verbal harassment in middle
school or high school (Kosciw et al., 2008), therefit is reasonable to assume that a high
percentage of GLBT youth entering postsecondargaitn are used to environments that
condone or ignore homophobia. Providing explignsiof acceptance for GLBT students can
therefore provide a sense of safety to those stadethey start a program.

While providing a sense of safety to pre-serveghers who may identify as a sexual
minority is important, teacher preparation progranay need to broaden the exposure of some
prospective teachers to new types of diversitis likely that all teachers will encounter GLBT
related issues during their careers, thereforeyguaspective teacher, regardless of their
personal views or backgrounds, should be readyott with and accept students of all forms of

diversity. While teaching about GLBT related issureslassrooms is helpful, providing exposure
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to issues through physical surroundings and on-camaptivities can bring the issues to life and
can help prospective teachers become more comlenath the topic. In addition, prospective
teachers may learn how to provide a positive andamging climate to GLBT students if the
program and institution they attend models suchmtlaiand acceptance.

In addition, only one-fifth of the respondents télat resources related to GLBT issues
were easily accessible within the teacher educatiogram. In contrast, almost all of the
respondents felt that resources were easily addeshrough other avenues of the university,
such as the library or through support groups dumaisc While such groups and resources can be
very helpful, students asking for information mayefully choose an adult who they trust to ask
for support and may not be comfortable going talet clubs or checking material out from the
library. Students may be uncomfortable doing tle@sduse they may be worried that others will
assume they identify as GLBT, they may not be re¢adslk to others, or they may not want to
get involved with a group. Having resources avédatithin a department can provide students
with support and answers without pushing them amaincomfortable position before they are
ready. It is also important to note that GLBT claios typically social gatherings meant to
provide support and safety to GLBT youth and thad#ies. While they may also work to
advocate for GLBT needs, their primary purposeoista educate prospective teachers on the
needs of GLBT youth in elementary or secondary sisho

In regards to the institution’s climate towardsEJLperspectives, almost all of the
respondents felt that their institutions recogramd support GLBT perspectives. This tends to be
communicated to the students by providing studkititscor holding campus wide events.
Despite the widespread belief that campuses argostive of GLBT youth, only ten percent of

the respondents were certain that counseling sswviere available to youth regarding GLBT
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issues. In reality, all of the counseling centes/fale support to youth with questions and many
are willing to develop groups for students to suppae another if they have enough students
asking for help. If the faculty do not know whahés of support the counseling centers can
offer, how are the students expected to know?

Related and Influential Factors

The final interview question attempted to determwrmat factors influence the
development of coursework and research that insl@eBT issues in the education programs.
Participants generally felt that the programs’ adding bodies had little influence on whether or
not GLBT issues were included in the program. Tixengitative data was consistent with their
responses, indicating that there were no signifiddferences in the program outcomes between
programs accredited by various organizations. Fac¢hat are most likely to influence the
inclusion of GLBT issues in the program, accordimghe respondents, were program faculty
members, students enrolled in the education progaachthe community in which the institution
is located. One respondent stated that the studetite program have voiced a greater interest
in the topic, which has encouraged the facultyiscuss GLBT related issues more often, while
another respondent noted that newer faculty membehe program have taken the initiative to
include the topic in their courses because theytseaeed for prospective teachers to be aware
of the issues that can appear in schools.

The quantitative data also supported the findiiipe results suggested that as the
percent of ethnic and racial minority studentseases, especially in institutions that are
associated with a religion, the inclusion of GLBEues in the curriculum and discussions tends
to decrease. One participant responded directilyisassue, stating that the high number of

ethnic minority and religious students in the pesgrand community makes discussing the needs
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of GLBT youth difficult. The added variable of hagia religious affiliation can make

discussing such issues even more difficult becadaege number of religions teach that
homosexuality or gender identity variations areatefy wrong or sinful. However, an
institution’s religious affiliation was only a prietlor of curricular inclusion of GLBT issues

when the percentage of ethnic minority studentsaeasidered. The religious affiliation of an
institution was not a consistent predictor of GLBbgram competencies, either alone or in
combination with other factors. This may be duéhwlimited number of programs in religiously
affiliated institutions in the sample; howeversitalso possible that the degree to which each
institution adheres to the religious beliefs anegnates those beliefs into its daily workings may
have a stronger relationship with GLBT program cetepcies.

The quantitative data also indicated that prograsitis higher percentages of ethnic and
racial minority faculty and students are more hkig be in institutions with climates that are less
accepting of GLBT perspectives. For example, tiséitution may be less likely to have a GLBT
club or resource center. The school may also &dfieer workshops or sponsor fewer activities
that promote awareness and support of GLBT youtk. legative relationship between
percentage of ethnic or racial minority individuated the school climate towards GLBT
individuals may be related to the various viewsih®} cultures regarding adherence to
traditional gender roles (Dubé & Savin-Williams 989. For example, the traditional beliefs of
what constitutes masculinity and femininity, or thediefs that homosexuality is unnatural, can
lead to negative attitudes towards sexual minamiyviduals. In addition, research suggests that
family support is less available for individualsavlire of both ethnic and sexual minorities
(Dubé & Savin-Williams, 1999). This may indicatattself-identifying as a sexual minority is

less acceptable for individuals who are also anietbr racial minority than it is for European-
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Americans. A community or institution where a largenber of people have negative attitudes
or beliefs regarding GLBT issues can feel unsafgtdgh who do not identify with the norm. It
can also be very difficult in such climates forgbavho do accept GLBT individuals to speak up
or advocate for a more positive environment.

On the other hand, a factor that had a positivegiggiship with the school climate was
the level of an institution’s Carnegie Classifioati Institutions with a classification of a
Master’s College or University or of a Researchvédrsity typically reported more positive
climates towards GLBT perspectives than institigianith a Baccalaureates or Associates
College classification. Lambert et al. (2006) fouhdt students who have been in college longer
had more positive attitudes and beliefs regardib® Gissues than those who had been in
college for one or two years. If the amount of tiameindividual spends in a postsecondary
setting positively impacts their views of sexuakatation and gender identity issues, then
perhaps institutions that offer Master and Docwdegrees have a greater percentage of
students who are accepting of GLBT perspectivesetbre positively impacting the institutions
overall climate.

While the faculty members in a program have inilteeover whether or not GLBT issues
are integrated in classes and in the programgthed bf faculty interest appears to be related to
the student population of the institution. Facuttyarger institutions appear to have greater
interest in GLBT issues than those working in serahstitutions. This may be because as
institutions become larger and student populatioasase, the population of GLBT students is
also likely to increase. Having a larger populaidiGLBT students in an institution may lead to
an increase in the number of issues regarding exieatation and gender identity that the

school must discuss or deal with. In addition,itn8bns with greater numbers of openly GLBT
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students may be more likely to have GLBT studemb<€land support groups that thrive, also
increasing the likelihood of campus events thathezut to others and attempt to educate other
students as well as faculty.

Although a larger student population may bringjgbt GLBT issues that cannot be
ignored or open the door to topics to be discussethsses, it can also have a negative impact
on collaboration efforts. The larger the programe, more difficult it can be for individuals to
collaborate and work together on incorporating diitg topics, especially those regarding
GLBT issues. When more people are involved in ngkiecision it becomes more difficult to
find common ground. In such situations, decisiomsvbether or not to include GLBT issues in
classes or how to accomplish such efforts may fbe@ipeto individual faculty members.

A Missing Group

Prior to beginning each interview, the abbreviategl. BT and the ternsexual minority
were defined by the interviewers to include gagbian, bisexual, and transgender. In addition,
the termgender identityvas consistently used in conjunction wéixual orientatioruring
interview questions. Although it is not possibledttermine whether the respondents’ answers
included the topic of transgenderism, only oneipigdnt made a clear reference to gender
identity in response to one question. In addittbe, collected syllabi often mentioned gender in
the text. However, the tergender identityvas only mentioned in one syllabus as a possible
topic to focus on for two assignments, and the teamsgendervas not mentioned at all.
Gender identity and transgenderism have a histbbging grouped with sexual orientation
despite the fact that they do not involve sexuaaetion to others or sexual identity. As teacher

education programs begin to integrate the topmeaiial minority issues, it is important that care
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be taken to include transgenderism as a sepajateliecause the issues and ways to deal with
them can differ drastically from issues regardiagusl orientation.
Implications for Practice

The study provided an initial look at what teackéucation training programs are doing
to better prepare future teachers to positivelgratt with GLBT youth. By knowing how the
topic is currently being integrated, programs, aeditation units, and ethics committees can
make informed decisions for future changes.

While the majority of programs seem to be discug$ShBT issues in some respect
within teacher education related courses, few eragmifaculty to engage in discussions on the
topic, have clear expectations to increase stuttanpetencies on the topic, or use a consistent
measure to assess student knowledge on the tapiprégrams wanting to increase the
integration of GLBT issues and topics, open disamsswith and between faculty may be the
first step. It has been shown that faculty are ntikedy to integrate the topic of diversity into
their courses if they work for a department thapkasizes the importance of diversity, or have a
department chair who promotes respect for groupréiices (Mayhew & Grunwald, 2006). This
may also be true for the topic of sexual minoritidaving a department chair who promotes
respect for GLBT differences and who emphasizesnipertance of the topic may encourage
faculty to be more open about the topic and incitdetheir classes. Knowing who includes the
topic in classes, how it is included, and what kifidesources each faculty has is also helpful.
By doing this, faculty members can become more awawho they can approach when
students or other adults have questions or concEnt®uraging discourse on the topic is also
necessary to build collaboration between colleaguelsdepartments. Such collaboration can

lead to increased inclusion of the topic in mu#ipburses.
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When programs review the student based multicdlaampetencies and how those
competencies are assessed, an additional discugfsionwv GLBT based knowledge and skills
can be included should occur. Including GLBT issueder the multicultural umbrella may
reduce the stress of having to find time to coedranother topic in an already busy program.
Providing specific expectations can also help figdlidjure out how best to incorporate the topic
in courses. Again, collaboration becomes an impodapect, as faculty who are more
comfortable with GLBT issues can offer support tieens in figuring out how GLBT issues are
related to course topics and how they can be iatedr

There is also limited awareness of the types ofsasior supports available to students
who may wish to explore the topic, despite the that many of the institutions offer courses
that clearly discuss GLBT issues and counseling@ss on the topic. The most common forms
of support and resources cited included studetusglcampus-wide events typically sponsored or
run by the students clubs, and the campus libtacyeasing faculty awareness of such groups
and opportunities can be accomplished through diseoand open discussions. However,
collaborating with student associations or othgrasgnents may show students in the program
that GLBT perspectives are supported and encourdigecne thing to say we accept GLBT
issues, it is another to show acceptance througbnac On the other hand, those resources
cannot replace explicit instruction aimed at insieg knowledge of GLBT issues as they relate
to education, awareness of personal beliefs arsgbjand skills to best support GLBT
individuals in schools.

Showing acceptance is not only accomplished bytpgart in activities and events. It
can also be done by consciously showing suppohtinvé department. Taking a critical look at

the physical environment and making minor adjustsiemdisplay diversity, including same-sex
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relationships and various gender identities, ism@mended. This does not mean that every
faculty member must display signs of acceptanke,3iafe Zone stickers or posters, but those
who are comfortable doing so can be encourage, A&smmon areas where students
congregate provide opportunities for posters okkbdo be displayed that demonstrate
acceptance for all individuals, including thosevafious orientations or identities.

In order to better support and encourage chantgacher education programs, changes
in the standards set by accrediting bodies andatapens stated by ethics committees may need
to change. Although some education programs aregédke initiative to include the topics of
sexual orientation and gender identity in educatiamicula, others continue to need specific
standards to work towards. In addition, progranas tfo include GLBT issues lack consistency
in how this is done or in what context it is dissed. Having ethical standards that clearly
encourage teachers to support and be sensitive toeeds of diverse students, including GLBT
students, is a necessary step for the professiort@ forward in this area. Standards for
accreditation that include sexual orientation aeddgr identity as enumerated categories of
diversity are also important in achieving suchahstandards. Finally, teacher education
programs should reevaluate their policies to enthatethe development of pre-service teachers’
understanding and sensitivity towards sexual mipatudents, as well as students of other
diverse backgrounds, is a clearly stated goalah&hculty can strive to reach.

Limitations of this Project

Although steps were taken to maximize participatbprogram directors, including
those in institutions with religious affiliationfew directors responded. Those who responded
but declined to participate often reported thay ttiel not have time to complete the interview or

that they did not feel they had enough informatmaccurately represent the education program.
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Some directors who agreed to take part in the steplgrted that they felt the topic was gaining
importance in teacher education programs. Ovelalsample that took part in this study may
be biased towards the inclusion of GLBT issuesraag provide an overestimation of what is
currently happening in teacher education programs

In addition to the small sample size, the intendabtained the perspective of one
individual in a program. The number of years a oesignt has spent working in the same
program and the size of the program could affech garticipant’s knowledge of the specifics
within that program.

Another concern is that only eight syllabi wereeiged and analyzed, which limits the
ability to generalize the results of the analy$ise syllabi collected were also only for courses in
which the topic of GLBT issues was believed to lsewuksed. Collecting syllabi for all required
education courses may provide a clearer pictureof diversity in general is covered, and how
GLBT issues may be included. There may also besesuhat clearly cover the topic that were
unknown to the participants.

Lastly, the topic of transgenderism or gender ifgmtas rarely discussed separately
from sexual orientation. Only one student was regabas having practical experience with this
topic during student teaching, and it was not nogr@d at all in the collected syllabi. During the
interviews, transgenderism was grouped with seatahtation due to the fact that this study
was one of the first to look at the inclusion ats& diversity in teacher education programs.
The current findings may not apply specificallythe topic of transgenderism, which deserves to

be studied as an independent factor.
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Directions for Future Research

This study was an initial attempt to identify wagswvhich teacher education training
programs are preparing future teachers to work @itBT youth. While the study allowed for a
general examination of what is occurring and exgilon of possible factors, the information
gathered was limited to the knowledge of one irdiral within a program. Future research may
attempt to collect information from multiple indaals within a program who could each
provide specific information regarding the courfesy teach, the resources available to each
person, the resources each person can providéeospotind personal endeavors.

The current study was also limited to programs wittlew York State due to its
explorative nature and the time commitment necgdsazonduct the interviews. Future research
endeavors may consider using online or digital joresaires that can be completed at the
participant’s leisure in an attempt to reach atgreaumber of programs both within and outside
of New York State.

In addition, the current study collected informatregarding undergraduate level teacher
education programs due to the significant varigbbetween graduate level requirements. Future
studies may look at the differences in which praggancorporate GLBT issues in undergraduate
and graduate level programs. Differences in thtud#s, knowledge or skills of students in
undergraduate versus graduate level programs maybalan area of study. Although studies
have measured the GLBT related skills and knowledgee-service and working teachers, the
differences between educators in different levéksdaication have not been assessed. Future
studies may explore the differences in attitudesykedge, and skills of early childhood,

childhood, and middle school or adolescent edusator
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As more information is gathered, the focus of redeandeavors may move towards
assessing outcomes of skill application. For exammhe may consult with teacher education
training programs to increase GLBT program compzé=n In such cases, pre- and post-tests of
pre-service teachers’ attitudes and knowledge ddgguGLBT issues may assess the
effectiveness of such changes.

Conclusions

All people in the United States are supposed tgilzen the opportunity for an education
(Rights to Education Project, 2008); however, stisievho identify as GLBT or who others
perceive to be GLBT experience high levels of heraent in schools and are at risk for
emotional, social and academic difficulties (Koseinaal., 2008; Lewis et al., 2006; NASP, 2002;
Rivers, 2004; Rosario et al., 2002; Savin-Williah894). Although many pre-service and in-
service teachers want to help sexual minority sttgleho are being victimized, students report
that teachers often do not intervene (Kosciw e28l08). This may be because of a lack of
training and preparation for teachers to work wggtual minority students (McCabe &
Rubinson, 2007). Standards for teacher educatamiig programs lack expectations on how to
integrate GLBT issues; however, checklists and tip@saires used to assess counseling
programs’ integration of multicultural or GLBT isssi(Hills & Strozier, 1992; Ponterotto et al.,
1995; Rogers et al., 1998) were modified and usethis study.

The current findings suggest that the topic of GLiBSues is showing up in the majority
of education programs in some courses, but itisaosistent. Faculty are not often given
encouragement to include the topic, and studertaarconsistently expected to develop GLBT
related competencies. The type of school, religaftisation, and accrediting bodies are not

consistent predictors of programs meeting morecatdirs of GLBT competence, suggesting that
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this is an area in which almost all programs camtinae to grow. Ethnicity, especially in
institutions with a religious affiliation, can ledal the topic being discussed and included less
often, possibly due to the negative beliefs selidhby numerous religions regarding GLBT
issues and due to the strict gender roles heldamyncultures. Student and faculty beliefs and
interests do affect what topics are focused onanyrteacher education programs; however, if
the interest in GLBT issues is not strong enougif students and faculty are not loud enough,
the topic is easily forgotten.

At a time when multiple new initiatives are beimgroduced to the educational system
and school personnel are expected to meet incgegels on a shrinking budget, training future
teachers to be accepting and helping towards GL&ikhymay not seem to be a priority. This
was apparently true according to some of the redpais who participated in the study as well as
some who declined to participate. Current expemtatinclude the continued inclusion of
students with disabilities in general educatioyvpting individualized interventions to support
all students in general and special educationuaimy student success as a measure of teacher
accountability. So it is not surprising that soradher education training programs are more
focused on ethnicity, race, disabilities, or socm®mic status as forms of diversity than sexual
orientation or gender identity. What is often faitga, however, is that sexual orientation and
gender identity intersect with all other forms ofetsity. Silence on the topic will not make it
disappear. Discussing the current issues and emgiogrthe development of self-awareness and
knowledge, however, can help create teachers wharaterstanding and know where to turn for

resources when necessary.
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Footnotes

! The termsexual minorityrefers to individuals whose sexual identity oeotation differs from
the majority. Although the meaning is more inclestien the acrony®®LBT (which stands for

gay, lesbian, bisexual or transgender), the twasewill be used interchangeabiythis study.



Table 1

Summary of Sexual Identity Development Theories
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. Minton & , Chapman & , . McCarn &
Cass (1979) gs)algg;an (Tlrggdge)n McDonald fggg)'e (1985- Brannock (Dlg‘;f)e”' Fassinger
(1984) (1987) (1996)
Identity Pre-coming e First Same-sex Exiting
. Sensitization ! . heterosexual Awareness
confusion out awareness orientation identit
Egocentric y
interpretation .
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Identity pride
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. : Integration : mmunit nthesi
Identity Identity . egratio Choice of community Synthesis
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Table 2

Model of Parental Reactions to Children’s Disclosf Sexual Orientation

Stage Description

The initial reaction to a child’s disclosure of sakidentity. It may be the most

Shock frightening reaction to the youth.

Denial & Denial of the child’s sexual orientation. Parentsymefuse to talk about it and
Isolation feel isolated, as if they are the only ones whaogaiag through the experience.

Angry feelings can lead to rejection of the chidrents may single out an

Anger external cause (e.g., the child’s friends) to blaneé at which to be angry.

Parents might try to work out a “deal” with the Ichilf the child does not tell
Bargaining anyone and never talks about it, then the paretitsantinue to support the
child.

Sometimes parents will take on a resigned tolerandebegin to feel guilty.

Depression They will begin to acknowledge that their chilchist heterosexual.

Acceptance Acceptance occurs when the parents atdahge that their child is GLB.
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Table 3

Accreditation and Type of Participating Programs

Type of institution & religious affiliation

Accrediting unit Private Private
Public without with Total
affiliation affiliation
NCATE Count 5 2 1 8
% of Total 25.0% 10.0% 5.0% 40.0%
TEAC Count 0 5 1 6
% of Total .0% 25.0% 5.0% 30.0%
RATE Count 0 5 1 6
% of Total .0% 25.0% 5.0% 30.0%
Total Count 5 12 3 20

% of Total 25.0% 60.0% 15.0% 100.0%




Table 4

Certification Offerings of Participating Teacher #zhtion Programs
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Special Education Certifications

General Education

eral b . Childhood  Childhood  Childhood,
Certifications Childhood Adolescent & Middle Middle Childhood, None Total
Childhood  Adolescent g Adolescent
Childhood only Count 2 0 0 0 0 2 4
% of Total 10% 0% 0% 0% 0% 10% 20%
Adolescent only Count 0 1 0 0 0 1 2
% of Total 0% 5% 0% 0% 0% 5% 10%
Childhood & Count 0 0 1 0 0 0 1
Middle Childhood
% of Total 0% 0% 5% 0% 0% 0% 5%
Childhood & Count 5 0 0 1 0 6 12
Adolescent
% of Total 25% 0% 0% 5% 0% 30% 60%
Childhood, Middle Count 0 0 0 0 1 0 1
Childhood, &
Adolescent % of Total 0% 0% 0% 0% 5% 0% 5%
Total Count 7 1 1 1 1 9 20
% of Total 35% 5% 5% 5% 5% 45%  100%




Table 5

Institution Demographics

N %

Setting 20
Rural/Town 30%
Suburban 25%
City 45%

Carnegie Classification 20
Doctoral or Research Universities 5%
Master’s Colleges and Universities (larger programs 30%
Master’s Colleges and Universities (medium progjams 15%
Master’s Colleges and Universities (smaller proggam 10%
Baccalaureate Colleges — Arts & Sciences 25%
Baccalaureate Colleges — Diverse Fields 10%
Baccalaureate/Associate’s Colleges 5%
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Table 6

Summary of Participation and Response Rates

o e
o within N % of sample
group
Programs requested to participate
Agreed to participate 20 26.3
Declined to participate 10 13.2
Declined due to time constraints 4 40
Declined due to a perceived lack of
: : ) 5 50
information on the subject
Declined with no reason provided 1 10
No response 46 60.5
Total 76 100.0
Programs excluded from participant list
No longer offered an education or
P 5 20.8
certification program
Only offered certification at the graduate 18 750
level
Took part in pilot study 1 4.2

Total 24 100.0




Table 7

Competency Goals for Pre-Service Teachers
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N n %
Competencies related to diversity issues (more thamswer possible) 20
Knowledge and sensitivity 9 45%
Advocacy for social justice 8 40%
Skills to teach diverse students 11 55%
Competencies related to GLBT issues (more tharsivanpossible) 20
Not included/rarely discussed 8 40%
Seen as part of social justice 3 15%
Knowledge and awareness of personal biases 8 40%
Navigating issues or teaching about it in the field 3 15%
Cont_ext in which GLBT issues are discussed (moae thanswer 20
possible)
Family structure 5 25%
Bullying in schools 3 15%
Multicultural issues/practicum experiences 3 15%
Literacy based resources 3 15%
Ways in which GLBT competencies are assessed 20
Part of a consistent/year end assessment/rubric 1 5%
Class assignments & experiences assessed by tassruc 3 15%
Not clearly assessed 12 60%
Missing 4 20%
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Table 8

Encouragement and Importance of Including GLBTédssn Curriculum

Degree of encouragement given to program facultjmbegs to integrate sexual orientation or
gender identity issues into courses

N n %

Rating: 19
1 - 3 (Little or no encouragement) 12 63.2%
4 - 5 (A great deal of encouragement) 7 36.9%

Importance to prepare students to work with childrem culturally diverse backgrounds

N n %
Rating: 20
1 - 3 (Not important) 0 0%
4 - 5 (Very important) 20 100%
Importance to prepare students to work with GLBTt}ho
N n %
Rating: 19
1 - 3 (Not important) 7 36.8%
4 - 5 (Very important) 12 63.2%
Importance to prepare students to work with youllo lwave same-sex parents
N n %
Rating: 19
1 - 3 (Not important) 10 52.6%
4 - 5 (Very important) 9 47.3%

Question 5: In the past 5 years have you seenlamge in the attitudes of faculty about the
importance of discussing GLBT issues in the culue?

N n %
20
Yes, seen as more important 15 75%

No changes in attitude 5 25%




Table 9

Course Offerings and Inclusion of GLBT Issues
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N n %

The program offers a specific multicultural or disigy course 20

Yes 11 55%

No 9 45%
A multicultural or diversity course is required 20

Yes 12 60%

No 8 40%
GLBT issues are addressed in multicultural courses 20

Yes 10 50%

No 9 45%

Do not know 1 5%
GLBT issues are addressed in other education course 20

Yes 14 70%

No 6 30%
The institution offers a course devoted to GLBT&ss 20

Yes 6 30%

No 6 30%

Do not know 8 40%
The program has offered a seminar or vyorkshopethdjtessed 20
GLBT issues as they relate to teaching in thetlagtyears

Yes 4 20%

No 16 80%




Table 10

Research Activities and Faculty Competency Devetopm

N n %
Number of program faculty developing expertise @pid 20
0 10 50%
1 5 25%
2-5 3 15%
All faculty 2 10%
How program faculty are developing expertise onctop 8
Self-teaching 4 50%
Including topic in course 2 25%
Experience and engaging in outreach and advocéagtsef 4 50%
Is it a primary area of interest for research foy &aculty 20
Yes 3 15%
No 17 85%
Do program faculty occasionally help with research 20
Yes 2 10%
No 17 85%
Do not know 1 5%
Have faculty published articles or conducted pregems 20
Yes 5 25%
No 15 75%
Have students helped faculty conduct research etottic 20
Yes 2 10%
No/Do not know 18 90%
Have students completed large projects on the topic 20
Yes 3 15%
No 17 85%
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Table 11

Practical Experiences and GLBT Population

N n %
Students have encountered issues related to gieleaeity or 20
sexual orientation while completing field experiesc
Yes 5 25%
No 15 75%
There are openly GLBT faculty in the program 20
Yes 6 30%
No 13  65%
Do not know 1 5%
There are openly GLBT students in the program 20
Yes 6 30%
No 4 20%
Do not know 9 45%
Missing 1 5%
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Table 12

Program and School Climate Toward GLBT Perspectives

N n %
The physical surroundings of the education departmedlect 20
an appreciation of diversity that includes GLBTuss
Yes 11 55%
No 9 45%
Ways in which physical surroundings reflect appagon of 20
GLBT perspectives
Safe Space or pink triangle stickers on doors 4 20%
Books or posters 3 15%
Reflect diversity in general 8 40%
GLBT resources are easily accessible 20
Yes 18 90%
No 1 5%
Do not know 1 5%
Types of GLBT resources available (more than 1 answ 20
possible)
Class materials in education department 4 20%
Main institution library 5 25%
GLBT faculty members 5 25%
Resource centers/support groups/student clubs 12 60%
Does the school have a GLBT club 20
Yes 16  80%
No 3 15%
Do not know 1 5%
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Does the counseling center have a GLBT supportpgrou 20
Yes 2 10%
No 0 0%
Do not know/maybe 18 90%
Does the institution recognize and support GLBTspectives 20
Yes 18 90%
No 2 10%
Ways in which institution demonstrates support 6B®& 20
perspectives (more than 1 answer possible)
Clubs or support groups 7 35%
Activities and workshops 12 60%
High number of GLBT faculty 2 10%
General presence of support/willingness to dis@sges 7 35%
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Table 13

Ratings of Influence Various Groups have on GLETukion

No A great deal
Ratings Influence of influence

1 2 3 4 5 Total Missing
Accrediting n 12 4 3 0 0 19 1
body %  63.2% 21.1% 15.8% .0%  .0% 100%
The n 9 2 6 1 1 19 1
university %  47.4% 10.5% 31.6% 5.3% 5.3% 100%
Program n 4 3 1 4 4 19 1
faculty %  21.1% 15.8% 5.3% 21.1% 21.1% 100%
Program n 4 7 2 4 1 18 2
students %  22.2% 38.9% 11.1% 22.2% 5.6% 100%
Community n 9 2 3 4 1 19 1

% 47.4% 10.5% 15.8% 21.1% 5.3% 100%

Professional " S 4 5 4 0 18 2

Associalions o, 57,806 2220 27.8% 222%  .0% 100%
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Table 14
Factors from Principal Component Factor Analysidsafucation Training Program Diversity

Questionnaire Items

Eigenvalue % of Variance  Cumulative %

Explained
Factor 1 Faculty interest 7.813 26.043 26.043
Faculty expertise (.572)
Faculty research (.900)
Faculty publications and/or presentations (.741)
Student support on research (.819)
Physical surroundings of offices (.602)
Factor 2 Collegiality and 3.436 11.452 37.496

collaborative atmosphere

Change in attitudes of faculty (.415)

Influence of program faculty on coursework (.850)
Influence of students on coursework (.557)
Influence of institution on coursework (.833)

Influence of community on coursework (.708)

Factor 3 Ways to develop 2.843 9.476 46.972
student GLBT competencies

Encouragement to faculty to include topic (.499)
Importance to work with GLBT students (.852)

Importance to work with students with same-sex mar&906)
Address GLBT issues through other courses (.637)
Seminar or workshop addressing GLBT issues (.582)

Resources available on campus (.419)
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Factor 4 School climate 2.450 8.166 55.138

GLBT student organization or club on campus (.806)

University recognizes and is supportive of GLBTgperctive (.699)

Note.Factor loadings for each item in parentheses.
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Table 15

One-Way ANOVA Results for Program Accrediting Bodifactors

df F ;72 p
Factor 1 Faculty interest 2,19 .881 .094 433
Factor 2 Collegiality and collaboration 2,18 .847 .096 447

Factor 3 Development of student competencies 2, 19502 .056 .614

Factor 4 School climate 2,19 .167 .019 .847




Table 16

One-Way ANOVA Results for Type of Institution bgt®izs

df F

n p
Factor 1 Faculty interest 2,19 .138 .016 .872
Factor 2 Collegiality and collaboration 2,18 .767 .087 481
Factor 3 Development of student competencies 2,19.983 104 .394
Factor 4 School climate 2,18 .752 .081 486
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Table 17

One-Way ANOVA Results for Setting (Rural, SuburBéy) by Factors

df F ;72 p
Factor 1 Faculty interest 2,19 .550 .061 .587
Factor 2 Collegiality and collaboration 2,18 1.778 .182 201

Factor 3 Development of student competencies 2,19321 .036 .729

Factor 4 School climate 2,18 .070 .008 .933




Table 18

T-Test Results for Factors by Carnegie Classifarati

119

Baccalaureate Masters
Colleges Universities or
Higher
N M (SD) N M (SD) 95% ClI t
Factor 1 Faculty 8 2.00(1.34) 12 2.27 (1.34) [-1.55,1.02] -.436
interest
Factor 2 Collegiality 8 2.33 (.98) 11  2.58(1.32) [-1.43,.91] -.460
and collaboration
Factor 3 Student 8 3.23 (.94) 12 3.51(1.21) [-1.35,.79] -.559
competencies
Factor 4 School 8 3.50(1.77) 12 5.00 (.00) [-2.98, -.02] -2.39*
climate

Note.Scores range from 1 to 5. Factqp 4 .048, 2-tailed. p <.05
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Table 19

Statistically Significant Relationships Betweenivias Independent Variables and Factors

R B SEB S p

IV = school population

Factor 1 .308 .000 .000 .555 .011

IV = % of student population enrolled in the edimajprogram

Factor 2 .270 -.105 .043 -.519 .027

IV = % of education faculty identified as an ethmaority

Factor 4 .264 -.034 .013 -.514 .021

IV = % of education program student identified asethnic minority

Factor 4 331 -.038 .014 -.576 .020
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Table 20

Multiple Regression of All Variables Found to HavRelationship with a Factor, Regressed on

Factor 3
B Adjusted R F p

Model 567 2.962 121
Population of school .041 .887
Percent of ethnic 1.543 .034
minority faculty in
program
Carnegie classification 293 .345
of bachelors or masters
Are there openly LGBT 257 491
faculty in the program
Percent of ethnic -1.050 .063
minority students
Percent of student .812 128
population enrolled in
education program
Type of School -1.235 .031
Religious Affiliation -3.132 .026
Accrediting body -.079 .807
dummy variable —
TEAC
Accrediting body .339 432
dummy variable —
RATE

Note.Variables in bold denote statistically significafitects.
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Table 21

Percent of Ethnic Minority Students, Religiouslsfion, and Type of School as Predictor
Variables for Factor 3

B Adjusted R F p

Model .366 3.881 .038
Type of School =277 231
Religious Affiliation -.502 .040

% of ethnic minority -.541 .032

students
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Appendix A

Education Training Program Diversity Questionnaire

Demographics

1.

6.

7.

Is the program in a public or private school?
[_]Public []Private [ ]Other, please explain:

. Does the school have a religious affiliation?

[ ]No

[ _]Yes - What is the school’s religious affiliation?

In what setting is the school located?
[ JRural [ ]JTown [ ]Suburban [_]City

Approximately how many students attend the ingaonhit

What is the institution’s Carnegie classification?
[ JRU/VH Research Universities (very high research)
[ JRUMH Research Universities (high research aciivity
[ IDRU Doctoral/Research Universities
[ IMaster’'s/L Master’s Colleges and Universities (&rgrograms)
[ |Master's/M Master’s Colleges and Universities (nuediprograms)
[ IMaster’'s/S Master’s Colleges and Universities ($angrograms)
[ |Bac/A&S Baccalaureate Colleges — Arts & Sciences
[ |Bac/Diverse Baccalaureate Colleges — Diverse Fields
[ |Bac/Assoc: Baccalaureate/Associate’s Colleges
[ ]Other:

What degrees are offered by the program? (E.ghdbac master, doctorate)
(If they offer master degrees) Are the masters anog for “already practicing teachers”
or for individuals seeking their initial teacherrtifecation?

What NYS recognized certification levels are oftelbs the program at tHeachelor degree
level? (Check all that apply.)

[ JRegular Education Childhood (from Kindergarten 'fbgﬁade)

[ ISpecial Education Childhood (from Kindergarten foggade)

[ ]Regular Education Middle Childhood"{o 9" grade, generalist and/or subject areas)

[ ]Special Education Middle Childhood" (%o 9" grade, generalist and/or subject areas)
[ ]Regular Education Adolescent(io 12" grade)
[ ISpecial Education Adolescenf(#o 12" grade)
[ |Regular Education General (K-12)
[_|Special Education General (K-12)

[_]Other, please specify/explain:
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8. Through which accrediting body is the program aditeel or seeking to become accredited?
[ INCATE [ JTEAC [ INYS Regents[ |Other:

9. How long have you worked in the program in any cégdas director or a faculty member)?

10.How many full-time faculty members are in the te&xobducation program?
11. Approximately how many adjunct professors teactheprogram each year?
12.How many faculty working in the program are male? _ female?
13.How many of the program’s faculty self-identify @s ethnic minority?
14.Do any of the faculty members associated with ¢élaghier education program openly
identify as GLBTY_|No [ ]Yes [_]Don’t Know
If “yes,” approximately how many openly identify & BT?
15.How many students are currently enrolled in thgpam?__
16.How many of the enrolled students self-identifyaasethnic minority?
17.Do any of the students in the program openly idgat GLBT? [ INo [lyes []

Don’t Know
If “yes,” approximately how many openly identify & BT?

Faculty and Student Competencies

1. a. What kinds of knowledge and abilities relat@dultural diversity or multicultural issues
does your program aim to develop in its students?

b. Could you say a little about how sexual aaéinn and gender identity issues fit in that
framework?

2. a. Going back to the broader multicultural fravoek within the program, how are students
assessed on their knowledge and abilities relatedltural diversity?

b. And within that, is their knowledge and abilitiedated to sexual orientation and gender
identity assessed in any way? In what ways?

3. On ascale of 1 to 5, what degree of encouragersgen to faculty members in your
program to integrate sexual orientation or gendentity issues into their courses? 1
indicating no encouragement and 5 indicating atgteal of encouragement.

1 2 3 4 5
O o 0o oo 4
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4. The following three items use a rating scale tonemghe questions. On a scale from 1 to 5,
how important does the program feel it is to prepaur students to be competent in the
following areas? 1 indicates that the area is mgtirtant at all and 5 indicates that it is very

important:
a. Working with children from culturally diverse badkginds:
not important very important

1 2 3 4 5
O O O O 0O
b. Working with GLBT students:
not important very important

1 2 3 4 5

O O O O 0O
c. Working with students who have same-sex parents:
not important very important

1 2 3 4 5
1 O 0O 0O O
Additional Comments:

5. Inthe past 5 years (or “Since you have joinedpiftggram”) have you seen any change in the
attitudes of faculty about the importance of distng GLBT issues in the curriculum?
[ INo
[lYes (ask the following):
a. Do faculty members seem to be finding issues muopoitant or less important?

b. Why do you think this change has occurred?

6. %e any faculty members in the program developiragjgssional expertise in this area?
No
[ ]Yes (ask the following):
a. Approximately how many faculty?
b. How are they going about doing this (provide exaspf attending conference
presentations or looking up research if necessary)?
c. Is faculty expertise in these areas recognizedusiided by other faculty or students?

d. Are these individuals recognized or rewarded feirtbfforts?

[ INo

[_]Yes. In what ways are they recognized or rewarded?
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Curriculum Content and Training Experiences

1. Does your teacher education program offer a speotiurse devoted to multicultural or
diversity issues?
[ ]No: additional notes:
[ ]Yes (ask following questions):
How many multicultural or diversity courses areeo&d?
What are the course titles?

2. Are any multicultural or diversity coursegquiredfor the completion of the bachelor’s
degree? (This includes multicultural or diversigngral education courses that may be
offered through a different program — such as #ylpology department.)

[ JNo [ ]Yes

Additional notes:
*If answers to questionsdnd 2 in this section are “No,” skip number 3 and gatém 4.

3. As far as you are aware, are GLBT issues addressed of the multicultural courses
offered?
[ ]No
[]Yes (ask following question if answer to questiois 2Yes”):
Are they addressed in the required multiculturairse?d_|No [ ]Yes [ ]Don’t Know
Additional notes:

4. To the best of your knowledge, does ymstitution offer a specific course devoted to
covering GLBT issues? JNo [ JYes [ |Don’t Know

(Information found online: )

5. Does your teacher education program address GL&IEssthrough any other courses (for
example, in human development, exceptionality,sta@m management, or special topics
classes)?

[ ]No

[]Yes (ask following question):
What are the course titles in which you think GLB3ues are discussed?
Due to the exploratory nature of this project, wauld like to collect syllabi for courses
that you feel may discuss sexual orientation amdigeidentity topics. Can the primary
investigator contact you through e-mail with a 6éthe courses you mentioned in order
to get copies of those syllalliZNo [ ]Yes

6. In the past 2 years, has the program offered arseror workshop for students to attend that
specifically addressed GLBT issues as they retateaching?
[ INo
[ lYes (ask following question):
Can you tell me a bit about it?
Additional notes:
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7. Over the past 5 years, have any students enrolldteiprogram encountered issues related to
gender identity or sexual orientation while comiplgtstudent teaching or any other field
placement experiences?

[ ]No

[_]Yes — Ask respondent to describe the issues amdpiraith follow questions as needed:
a. How did you or the other faculty members learn dhloe experiences?
b. Approximately how many students encounter issuesaeto gender expression or
sexual orientation each year?
Can you describe the general nature of the ishi@otcurred?
When these issues come up, are they highlightedised as teaching
opportunities?

oo

Student and Faculty Research Activities

“l understand that the amount of research condueted the range of research topics within
divisions can depend on the size of the programt@sumber of faculty members. | will take
into consideration the size of each program whealyaing the information; however, | would
like to gain an understanding of the prevalenc&bBT issues in research from various post-
secondary institutions.”

1. Are there faculty members whose primary researnshest is in sexual orientation or gender
identity issues? [ |No
[ ]Yes, how many?

2. Are there faculty members who occasionally helpa&e part in research regarding sexual
orientation or gender identity issues?[_|No
[lYes, how many?

3. To the best of your knowledge, have any faculty ioers in your program published articles
or conducted presentations regarding sexual otientar gender identity?
[ ]No
[_]Yes (ask following questions):
a. Approximately how many publications have been catgal in the past 5 years?

b. Approximately how many presentations have been tetegbin the past 5 years?

4. Inthe past 5 years (or “Since you have joinedpttogram”), have any students helped
faculty conduct research on this topic?

[ ]No

[_]Yes. How many students have been involved?
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5. Inthe past 5 years (or “Since you have joinedapitogiram”), have any students completed
large projects or conducted their own researchimtopic?

[ INo

[_]Yes. Approximately how many?

Institutional Climate & Resources

“The following questions address the overall schdwhate and resources available on the
campus on the topic of GLBT issues and for divgrsaps of students. If you do not know the
answer to any of the questions, please feel freaycso.”

1. Do the physical surroundings of the education depamt reflect an appreciation of diversity
that includes GLBT issues, such as through artworhosters?

[ ]No

[ ]Yes. How is this appreciation visible in the pragfa

2. Are GLBT resources easily accessible within theadgpent or through the university to
students enrolled in your program (such as thdahiaty of library resources, information
available from professors)?

[ ]No
[_]Yes. What types of resources are available?
[ ]Don’t know

3. Does your college or university have an active GldIdent organization or club?
[ INo [_]Yes []Don’t Know (Website information: )

4. Does your institution’s counseling center have @8Glsupport group?
[ INo [ ]Yes [ |Dont Know [ ]Maybe (Website information: )

5. Do you feel the university recognizes and is sufiyp®iof GLBT perspectives?

[ ]No

[]Yes (ask following question):

How does the university reflect and communicatsuggport to students? (In other words,

what activities or projects are coordinated throtighuniversity, such as colloquia, internal
grant funding for relevant research projects, sgumograms, workshops, events, affirmative
action policies);

Final Question

“The final question is a 6 part question. Some paogs that prepare people for school-related
professions are being encouraged by various sourdgsvelop coursework and research in the
area of GLBT issues. On a scale from 1 to 5, Icethg no influence at all and 5 indicating a
great deal of influence, how much influence are gxperiencing from the following sources?”
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No A great deal

Influence of influence

2 3 4 S
Program’s ] ] ] ] ]

accrediting body

Program faculty [ ] [] [] [] [l
Students [] [] [] [] []
Community ] ] [] [] []

T ﬁ_ - _f _____ ST T | _________________________________________________________________
assocaions 0O 0O O O

Would you like to receive a summary of the studultg, which will include a checklist based on
information in the interview that programs can tgeelf-monitor changes they may make in the
integration of GLBT issueg?|No [ ]Yes

Would you like your program to be included in adam draw for resources and programs
regarding sexual orientation and gender identitysahnools? JNo [ ]Yes

End Time:



130

Appendix B

E-Mail to Program Directors
Dear ,

| am a graduate student in the School Psychologytddal Program at Alfred University, and am
currently conducting research for my dissertatiboud the level of integration of gay, lesbian,
bisexual, and transgender (GLBT) topics in bacts¢lerel teacher education training programs.
| will be collecting data through structured telepk interviews with program directors from
teacher education training programs around New Y&tdte. Although it is a sensitive and
controversial topic, | feel it is important to aatt information from numerous programs that
have various views. | hope you will consider pdpiting.

The study looks at the current level of integratdliversity issues in teacher education
programs, with a focus on how gender identity asdial orientation are present in program
curricula, faculty and student interests, field ex@nces, and in the availability of resources
through the institution. The topic of sexual anddgr identity is the focus because there is a
lack of research in this specific area of diversity

The interview is fairly structured and takes appmately 30 minutes to complete. The answers
programs provide will remain confidential. A unigdentification number will be recorded on
the interview forms, and a separate key will batzé in which the schools are listed with their
respective I.D.s. If at any point during the intew, you decide that you do not want to be a part
of the study, | will end the interview and all afyr answers up to that point will not be included
in the results.

Each program that takes part has the option tawvee@esummary of the study results and can be
entered in a random draw at the completion of thdys The program’s hame who is drawn will
receive a collection of helpful resources and niateregarding sexual orientation and gender
identity in elementary, middle, and high schoolkjck can be shared with pre-service teachers
in the training program.

| will contact you by telephone within a week tcserer any questions you may have regarding
the study and to schedule a time that is convemntou to complete the interview if you
choose to participate. Agreeing to take part initierview will be considered informed consent
and the information collected will be included retresults of the study unless you withdraw
from participation prior to its completion. If ydwave any questions you would like answered
prior to the telephone call, please feel free tatact me through e-mail asi7 @alfred.edwr by
telephone at (585) 610-6673.

Thank you for your time and consideration.

Sincerely,
Nancy Issa, MA/CAS, NCSP
School Psychology Doctoral Candidate



Appendix C

Education Training Program GLBT Competency Chetklis
Items on the following checklist were modified fr@urveys and checklists used to assess

multicultural competencies in graduate level pragga

Indicator:

Met

Not Met

1. The program has a required multicultural course.

2. GLBT issues are covered in a multicultural course.

3. GLBT issues are covered in a course other thanlacuodtural
course.

4. GLBT issues are integrated into all coursework.

a. All program faculty can specify how this is dondlieir
courses.
b. Syllabi clearly reflect GLBT inclusion.

5. Students are exposed to GLBT individuals durintylfexperiences.

6. GLBT issues are addressed in field experiencesparsision.

7. The program has a faculty member whose primaryarebanterest
is in GLBT issues.

8. There is clear faculty research productivity in GLBsues,
evidenced by faculty journal publications and coarfiee
presentations on GLBT issues.

9. The program has a faculty member who, although GlsBUies are
not a primary research interest, contributes inemtly to the
GLBT literature or concerns.
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10. Students are actively mentored in GLBT research.

11.0ne component of a student’s yearly and/or endajnam
evaluation include their sensitivity to and knowgedf GLBT
issues. Your program has a mechanism for assetbging
competency.

12.0ne component of faculty teaching evaluations esatility to
integrate GLBT issues into the course. Facultyaasessed on their
ability to make all students, regardless of cultorasexual identity
background, feel equally comfortable in class. plegram has a
mechanism to assess this competency (e.g., questiostudent
evaluations of professors).

13.The physical surroundings of the program areactéla
appreciation of diversity that includes GLBT iss@esg. posters,
reading materials that are GLBT in nature and tgaasible to
students, staff, faculty and visitors upon entethngprogram area,
faculty offices, etc.).

14.There is a physical area that incorporates GLBouees of some
form in the program (or within the department cad@mic unit)
where students can convene. Diversity is refleatetde décor of
the room and in the resources available (e.g. hgousnals, films,
etc.).

15.The institution has an active GLBT student orgatnira

16.The institution’s Counseling Center has a GLBT supgroup.

17.There are faculty in the program who self-identiyGLBT.

18.There are students in the program who self-idelisi{cLBT.

19.There are support staff in the program who selfvifg as GLBT.
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Certificate of Advanced Study (2009)
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PROFESSIONAL EXPERIENCE
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Hornell City School District — Hornell, NY
. Participate in pre-referral teams and student sss€¢eams
Consult with parents, teachers, and administratorsieeds of students
Consult with building and district level teams oistdict needs
Conduct academic, cognitive, social-emotional aetidvioral evaluations
Collaborate with teachers, parents and studenthéndevelopment of individual behavior plans
Assist in developing IEPS and 504 plans

Adjunct Instructor — Cultural Diversity PSYC 601 & 602 01/2011-12/2012

Alfred University — Alfred, NY

. In PSYC 601, introduced school psychology, schamlreseling, and mental health counseling
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In PSYC 602, introduced school psychology doctataldents to the intersection of diversity and
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School Psychologist Intern 06/2008-06/2009
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Consulted with general and special education teeghgarents, and administrators

Promoted a positive school climate by helping tganize a variety of school activities

Designed and implemented a Safe Space workshohifdr school faculty and staff

Instructor — Research Techniques: Child PsychologiPSYC 352 01/2008-05/2008
Alfred University — Alfred, NY
Developed syllabus and overall course structure
Supported students in the development and compleadforesearch studies at a local preschool
Introduced students to statistics most commonlydusesocial science research
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Graduate Clinician 08/2006-05/2008
Alfred University Child & Family Services CenterAlfred, NY
. Engaged in play therapy with toddlers to facilitatevelopment of communication skills
Provided family counseling services
Collaborated with professionals at local schoold agencies when appropriate
Assessed cognitive abilities and academic skillstafdents in local colleges and universities
Supervised graduate clinicians in counseling sessind college assessments

School Psychology Lab Coordinator 08/2006-05/2007
Alfred University — Alfred, NY
Instructed first year graduate students in the afsa variety of norm-referenced tests
Traveled to practicum sites to observe implemeptabof tests and rapport building skills with
children

High School History & Literature Teacher 03/2005-06/2005

Yap Seventh-Day Adventist School — Yap, FederatateS of Micronesia

. Participated in administrative meetings regardimgciblinary actions for student behaviors
Taught a variety of high school history classegliding American History, Micronesian History,
World History, and U.S. Government
Improved class participation and increased studeitiative in homeroom class

Behavioral Science Department Lab Instructor 09/2003-12/2004
Pacific Union College — Angwin, CA
Child Development Lab: Supervised students throtighprocess of implementing research
Social Psychology Lab: Facilitated the developmefhtesearch studies; graded research reports
Research Design Lab: Taught undergraduate psyclalmgjors how to navigate and use SPSS
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Presentations
“School Psychology’s Responsibility to Promote Adacy for GLBTQ Youth” at the annual
National Association of School Psychologists copfeze in Boston, Massachusetts, 2009
“Get it, got it, go! Progress monitoring using klié&ey measures in a preschool setting” at the annual
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