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Abstract
Utilizing Boyer’s (1990) four scholarship functions of professorial engagéend
Wilber’s (1998) four frames of organizational context, this inquiry examinedtyaaf
color’'s experiences at a primarily White urban research universityimptiwsuit of
facilitating students’ intercultural competence. Specifically, thnaugyrative inquiry,
the study examined institutional factors associated with faculty of sability to
integrate an intercultural competence focus in their scholarship of discegbojarship
of integration, scholarship of engagement, and scholarship of teaching. Rescéteindi
that research participants are strongly committed to the teachingngazommunity
engagement, and scholarship of intercultural competence. However, institutional
emphasis on the scholarship of discovery has forced them to invest most heavily in the
scholarship of discovery rather than the other three functions of the professoriate
Moreover, while intercultural competence appears to be an institutional value, ific spec
definition exists and no intercultural performance criteria are outlinedmgiron and
tenure policies. Recommendations for supporting faculty of color’s interdultura
endeavors across the four functions of scholarship are framed in explicit otigawaiza
policies that affect implicit organizational norms, including: formal men¢prequitable
teaching and committee loads, and integration of intercultural competendaeinto t

institutional mission with attendant promotion and tenure criteria.
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CHAPTER ONE
INTRODUCTION

American society and the world beyond are drastically changing due tocte dbr
domestic diversity and international globalization. The world we inhabit taday i
becoming increasingly small and more interdependent than ever as a resultaof gl
interconnectedness across national and cultural boundaries. “Global trar@mportati
communication, commerce, and migration have transformed our world into a politically
economically, and environmentally interdependent web” (Olson & Kroeger, 2001, p.
116). In the context of a global economy, clear communication across cultural lines
among an international workforce is of fundamental importance (Spring, 1995). In
America, the U. S. Census Bureau (2008) predicts that our nation will become more
racially and ethnically diverse by mid-century, and minorities are eaghéatbecome the
majority in 2042 with the nation projected to be 54 percent minority in 2050. This
demographic shift is increasingly reflected in the makeup of student populations on
American college and university campuses. As Susan Hockfield (2010), that curre
president of Massachusetts Institute of Technology, points out, “[a] richly divers
America does not await us, it is upon us; it is our present and our future” (p.Hug, T
diversity and globalization have rendered the education of intercwtomtipetent
citizens as one of the most urgent tasks facing American higher education.

The realities of today’s world have brought a heightened awareness optitaime
of understanding cross-cultural perspectives at both national and global Tewralsr(

Gonzalez, & Wood, 2008). In its national report entitlédllege Learning for the New
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Global Centurythe Association of American Colleges and Universities (2007) urges
higher education institutions and American society at large to reetijrarz global
interdependence and cross-cultural encounters are reshaping the world, Hilgimer
education must affirm the critical relationship between educationallerce and the
teaching and learning of knowledge and practices focused on diversity andzgkidral
that address the social, cultural, economic, and political realities in sodayfd.
Anderson (2008) argues that the readiness of American higher education to canfront it
responsibilities is directly correlated with the degree to which it haeeéded diversity
and global concerns into its basic educational philosophy and academic curridida. Or
(2000) states that the relationship between cultures and worldviews detewhaiese
value and how we perceive the world in both concrete and abstract ways. When diversity
and global concerns are strategically linked to teaching and learning outcomes
(Anderson, 2008), students will have opportunities to develop intercultural competence
with enriched perspectives, expanded horizons, greater degree of serisitiaty,
greater understanding of ambiguity and paradox, and skills critical for parfakand
personal successes. In sum, “the image adeal graduate [is one] who possesses a
high degree of world-mindedness and who is perfectly suited to live and work inrdiffere
places on the globe as a socially responsible and interculturally knowledgéabt€ c
(Schuerholz-Lehr, 2007, p. 181).

As the term implies, the prefix “inter” in intercultural competence encaapas

domestic as well as international contexts and emphasizes cultures imgefidictg &

Baxter Magolda, 2005). Intercultural competence can be defined as the urdiegstd
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one’s own cultural conditioning that affects personal beliefs, values and attitudes
knowledge of the worldviews of culturally different individuals and groups; and the
ability to use culturally appropriate communication skills (Sue et al., 1982)tipret,
relate, interact, and work effectively with people who are from differeturaligroups
in both domestic and international environments.

In their three-dimensional developmental trajectory of interculturairityatking
and Baxter Magolda (2005) link the cognitive, intrapersonal, and interpersonahdomai
of development with the initial, intermediate, and mature levels of interalltur
development. They explain that, in the cognitive domain, an individual at the mature
level of intercultural competence demonstrates his or her ability to us@leualiitural
frames, and his or her skills to consciously shift perspectives to an altertdtural
worldview. They state that, in the intrapersonal domain, an individual with aematur
level of intercultural competence has the courage to openly challenge hisoamhe
views and beliefs, and has the skills to consider social identities such asasseaict!
gender in both national and global contexts. They point out that, in the interpersonal
domain, a mature level of intercultural competence demonstrates both an intividual
willingness to work for the rights of others, as well as his or her ability tagenig
meaningful and interdependent relationships with diverse others that are grounded in the
understanding and appreciation of human differences.

Despite the recognition that American higher education institutions have a
responsibility to prepare all students for life in an increasingly inpergent world

(Schuerholz-Lehr, 2007), American colleges and universities have not been alyequat



preparing their students to function effectively as interculturally coenpetorld
citizens. Deardorff (2004) points out that few colleges and universities haveedleva
students’ development of intercultural competence as an output of their educational
initiatives. Green (2000) asserts that few American college graduatedeaculturally
competent enough to function in different cultures, or have any deeper understanding of
the rest of the world. Hence, “[i]n times of increased global interdependeadacioy
interculturally competent citizens who can engage in informed, ethical@eomking
when confronted with problems that involve a diversity of perspectives is becoming an
urgent educational priority” (Gurin, Dey, Hurtado, & Gurin as cited in King & Baxte
Magolda, 2005, p. 571).

Teaching intercultural competence is directly linked with the roles of yaol#
Ernest Boyer (1990), the former president of The Carnegie Foundation for the
Advancement of Teaching, argues in his seminal reBoholarship Reconsidered:
Priorities of the Professoriatghe role of the scholar should “be defined in ways that not
only affirm the past but also reflect the present and adequately antitipdteure”
(p.-75). He argues that “if the nation’s higher learning institutions are totausg/’'s
urgent academic and social mandates, their missions must be carefully cedatirtbe
meaning of scholarship creatively reconsidered” (p. 13). He states thasityiv®ings
with it important new obligations”, “greater attention to students, to teachirngg to t
curriculum, is bic| being demanded”, and faculty need to “extend beyond the classroom”
to embrace “both the academic and civic dimensions of collegiate lifsétoe the new

constituencies” (p. 76). He also points out that “our world has undergone immense
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transformations”, and “the human community is increasingly interdependénérefore,
the time has come “to build bridges across the disciplines, and connect the tathpus
larger world”, because “[s]ociety itself has a great stake in how sshglds defined”
(p- 77). He reminds us that if the nation’s higher education institutions “cannot help
students see beyond themselves and better understand the interdependent nature of our
world, each new generation’s capacity to live responsibly will be dangerously
diminished” (p. 77).

As such, Boyer (1990) asserts that the meaning of scholarship must be redefined if
American higher education institutions are to remain vital and relevant tcathieseof
our contemporary life. He proposes that the meaning of scholarship should be expanded
to a set of four separate yet overlapping functions: “the scholarstipaoivery the
scholarship ointegration the scholarship dapplication and the scholarship of
teaching (p. 16).

The scholarship of discovery refers to the vigorous investigative researtie and t
pursuit of knowledge and intellectual discovery in the form of scholarly pulolsatilt
is the scholarship of discovery that is largely valued and rewarded in mostamer
higher education institutions.

The scholarship of integration means “making connections across the discipline
placing the specialties in larger context, illuminating data in a liegeaay” by “giving
meaning to isolated facts” and “putting them in perspective” (Boyer, 1990, p. 18), for

is through ‘connectedness’ that research ultimately is made auth@gnti®).



The scholarship of application means service and engagement to the larger
community that is directly linked with faculty’s “special field of knowletigBoyer,
1990, p. 22) so that “theory and practice vitally interact, and one renews the other” (p.
23). In a separate speech he made several years later, Boyer (1996hsnfmudhe
meaning of the scholarship of application by stating that “the academy nocostéa
more vigorous partner in the search for answers to our most pressing social, civic
economic, and moral problems — and must reaffirm its historic commitment to the
scholarship of engagemérfp. 18), a term that has been widely adopted in academe.

Last, but not least, Boyer (1990) elevates teaching as the fourth function of
scholarship, since “teaching, at its best, means not only transmitting knowledge, but
[also]transformingandextending knowledge (p. 24), the foundation for developing
interculturally competent graduates.

Concurrently, a diverse faculty body is essential for representing tles \anid
perspectives of our diverse world. Engaging with diverse faculty allawermsts to learn
to function as interculturally competent global citizens, meet newecttak, and seize
new opportunities in an increasingly complex and interdependent world. Bect#use o
divergent cultural backgrounds and life experiences, faculty of color are uniquely
endowed to make important contributions to American higher education in general, and
to educate students for intercultural competence in particular.

In itsRevisions to the Standards for the Classification of Federal Data on Race and
Ethnicity, the U. S. Office of Management and Budget (1997) states that the revised

standards include five categories for data on race: American Indiaaska®Native,
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Asian, Black or African American, Native Hawaiian or other Pacifimid#a, and White;
as well as two categories for data on ethnicity: Hispanic or Latino and isjawditic or
Latino. This revision notice further states that “[t]he racial and ethtegcaes set forth
in the standards should not be interpreted as being primarily biological or ganetic i
reference. Race and ethnicity may be thought of in terms of social and cultural
characteristics as well as ancestry” (p. 2). Hence, in this reseadgh ‘$aculty of
color” refers to faculty members in the academy coming from these aaciadthnic
backgrounds as identified in this revision notice by the federal government. Anttyfa
of color” in this research study is indeed thought of in terms of social andatultur
characteristics when examining faculty of color’s professional expegs in the
academy.

Anderson (2008) makes the argument that, while the intellectual discourse on
diversity in higher education has focused a lot of attention on issues of demographics,
recruitment and retention, and the results of climate scans and survegs gugbation
institutions must also recognize, value and utilize the intellectualsitiyd¢inat faculty of
color embody --- new knowledge, different perspectives, competing ideas, andtaléee
claims of truth. Caroline Turner (2003) adds that contributions of a diverse faculty
enhance teaching and learning as well as the development of scholarship; apdfacult
color bring new knowledge, different perspectives, and competing ideas to dieengca
that expand and enrich teaching and learning as well as scholarship. Citing ElIma
Gonzalez, a UCLA science professor, Turner (2003) also states that thefraeggarch

subjects expands in proportion to the diversity of the faculty pursuing researclmgiesti
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that interest them; therefore, the expansion of scholarship in the academy depends
higher education institutions’ ability to value and utilize the intellectuardity of
faculty of color.

Higher education institutions need to make efforts to fully utilize the irtedlec
diversity of faculty of color in the pursuit of educational excellence. Reif (2G5@)ta
that a more diverse faculty is a stronger faculty in all academic diomsnsince our
differences enrich our lives as well as our thinking. In its newly reteReport on the
Initiative for Faculty Race and DiversjtiMassachusetts Institute of Technology (2010)
states that faculty diversity is central to educational excellensei@ral reasons:

e ltis intrinsic in the mission of excellence ... that we engage a truly diverse
faculty; we must diversify our faculty or we lose in competitive advardaagen
mission.

e A part of MIT’s mission is to be of service to humanity — to hope to accomplish
such a bold endeavor, one must also be inclusive of humanity.

e Adiverse faculty is key to communal scholarship and intellectual scope.

e If we do not succeed in the diversification of faculty across the nation, we
constrain ourselves and limit our success in all fields of endeavor. (p. 3)

MIT’s president Susan Hockfield (2010) sums up wisely that “[a] productively diverse
community... will make us better at what we do: broader and deeper as thinkers; more
effective as collaborators; more creative as teachers; and more undagstendi

colleagues and friends” (p. ).
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Over the past several decades, a large number of books and journal articlesxgxamini
the educational experiences of faculty of color have been published. According to
Turner, Gonzalez and Wood (2008), in the past twenty years between 1988 and 2007,
more than 300 authors have written 252 journal articles, dissertations, reports, books and
book chapters about the status and experiences of faculty of color in acadenopiasth t
mainly focused on mentorship, job satisfaction, “isms” with regard to rass, gander
and sexual orientation, tenure and promotion, isolation and marginalization, and lack of
diversity in the academy. However, except for the journal article enfitexlilty of
Color Reconsidered: Reassessing Contributioriscmolarship written by Anthony
Antonio (2002) based on his analysis of a database developed from the 1995 Faculty
Survey conducted by the Higher Education Research Institute at UCLA, lyirtoal
research studies have examined faculty of color’'s experiences ofiagebet four
functions of scholarship in their academic pursuit: the scholarship of discovery, the
scholarship of integration, the scholarship of engagement, and the scholarship of
teaching.
To date, Boyer’s (1990) redefinition of scholarship has brought about certain degrees

of modifications to the traditional reward system in many higher educationirstg
across the nation. As O’Meara (2002) reports, 62% of chief academic officets-in f
year institutions stated that Boyer’s report had played a role in discus$i@asilty
roles and rewards. Since faculty of color can potentially play a tntigain the
teaching and learning of intercultural competence both personally as asiextef their

cultural backgrounds and professionally as an extension of their scholarshipya close
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examination of the academic experiences of faculty of color in their pofgtg four
functions of scholarship is clearly warranted.

Hence, this study sought to fill this research gap by making a narrafiugyito
examine the experiences of faculty of color pursuing the scholarship of disctreery, t
scholarship of integration, the scholarship of engagement, and the scholarship of
teaching. The goal is that this research study can provide useful ititorrabout
faculty of color’s pursuits of the four functions of scholarship so that policy-malket
administrators can offer appropriate support to the scholarly endeavorslof €dc
color, understand the tremendous values they bring to higher education, and better utilize
their intellectual diversity in the teaching and learning of intercultuapetence in a
world that is being reshaped rapidly by diversity and globalization. Although this
research study focuses on the experiences of faculty of color in the ac@adsemy
important to note that many mainstream faculty have been successfully pgepari
students for our interdependent world, and they are playing an equally imporant rol
the pursuit of educational excellence and the development of students’ intercultural

competence.
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CHAPTER TWO
CONCEPTUAL FRAMEWORK
AND DISCUSSION OF RELATED LITERATURE

American society and the world beyond are drastically changing adtafes
increasing domestic diversity and globalization. The social, culturalpegonand
political realities have rendered the education of culturally and globatipet@nt
citizens as one of the most important tasks facing American higher educatra@rican
higher education institutions have an obligation to provide students with the opportunities
to experience all aspects of diversity as part of the foundation for ledying
interweaving diversity into the academic curricula and creating an uadeirsg of how
diversity and globalization are impacting our lives and the world at (Afg@hamson,
20009).

A diverse faculty body is vital for higher education institutions to suctlyssarry
out this educational task so that American college students can develop th®skill
function as interculturally competent global citizens who can analyaesfrom
multiple perspectives, and have the capacity to interact and work effeatiniely
culturally diverse people in both domestic and international settings. Equippeteaiuith t
intellectual diversity of new knowledge, different perspectives, ctingpaleas, and
alternative claims of truth (Anderson, 2008), faculty of color are uniquely pased f
meeting this educational need both personally as an extension of their cultural

backgrounds and professionally as an extension of their scholarship.
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With the adaptation of Wilber’'s (1998) organizational model as its conceptual
framework, this chapter examines faculty of color’'s professionalriexmes and the
special challenges they face in the academy. Faculty of color’'s ¢ulmigal and the
values they bring to American higher education are presented. Multiculfuct®n as
the pathway towards intercultural competence is discussed. Faculty o§color’
contributions to broadening the four functions of scholarship is analyzed. And the
research gap on the four functions of scholarship is addressed.

The Goals and Purposes of American Higher Education

American higher education is one of the best education systems in the world,
renowned for its diversity, innovation, and accessibility. With more than four thousand
colleges and universities, this system employs 1.3 million faculty memteedacates
17.5 million domestic students as well as international students from around ttie worl
(U. S. Department of Education, 2008). Besides “its role in preparing students for
emerging industries that drive the global economy,” what makes Ameriglaer hi
education truly unique is the fact that it “strongly affirms... knowledge, gsakilells,
and social relations required for producing individual and social agents capable of
addressing the political, economic, and social injustices that diminish thyg el
promise of a substantive democracy at home and abroad” (Giroux, 2006, p. 2). This
affirmation reflects the long-cherished goals and purposes of American hilyfoattien,
and helps to explain why America is not only the biggest economy but also one of the

most vibrant democracies in the world.
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The most consistent theme in the goal literature of American higher edusdtie
education of the “whole person.” Education should be directed toward the growth of the
“whole person” through the cultivation not only of the mind and the intellect but also of
the heart and affective dispositions, including the moral, emotional, and socidsagpec
the personality (Bowen, 1977). Education of the “whole person” through higher learning
strives to create conditions which stimulate students’ intellectual, moralpasttbeal
growth, so that they may ground their skills in a more mature and humanevbrdnod
values. Such an education intentionally tries to stimulate students to referthelat
goals, their cognitive maps of the world, the way they think, and their views of their ow
roles in society, with the purpose to nurture the development of their standard of value,
their sense of civic responsibility, the capacity for religious recatiah, skills,
understanding, a sense of purpose, and all the rest required to be well-integrated
individuals (Bowen, 1977).

The importance of the education of the “whole person” is evidenced by this
unbreakable linkage between higher education and the society it serves. Higher
education is perpetually intertwined with the fabrics of society, guided lgtgeanoral
codes and strongly influenced by society’s social, cultural, and politeabulises.

Bowen (1977) depicts an accurate picture of this unavoidable nexus among higher
education, society and individuals by pointing out that:

When millions of college-educated people are inducted into a society, they are bound

to affect that society. Similarly, when the ideas derived from the intedileartistic

pursuits of the academy make their way into a society, these ideas aredound t
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influence the course of social development. Higher education thus sets in motion a

dynamic process leading to changes in society, which in turn will lead berfurt

changes in both individuals and society. (p. 50)

Education of the “whole person” is also an education about civic responsibilities and
the roles of social agents students need to consciously assume as a seshltaof
education. Without these social, moral, and civic objectives, higher education would be
an incomplete and insufficient education. The most demanding and significant
educational objective of our time is to help students to become better-integratd wor
citizens with a sense of command over their own destinies and a sense of how they fi
into their complicated social and political environment (Bowen, 1977). Higher education
not only reflects the values of the larger society, but also has the potential to act
intentionally in fostering the moral and civic learning of its students (Cé&lbslich,
Beaumont, & Stephens, 2003). Colby, Ehrlich, Beaumont, and Stephens (2003) believe
that the need to educate the “whole person” is even greater than ever, since global
interdependence is continuously insistent, and the country’s increasingaratiethnic
diversity has brought tensions, dilemmas, as well as the enrichment ofute cllhey
point out that if students are to become involved and responsible world citizens, higher
education’s goals must go beyond the development of intellectual and technisddskill
including a full account of competence, such as intercultural competence.

Faculty of Color’s Cultural Capital

and Values to American Higher Education
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To be able to teach for intercultural competence among students, faculty of color
must be interculturally knowledgeable citizens themselves. Faculty of coigrdmique
perspectives from their personal experiences and socio-cultural histonigher
education, and their bicultural life experiences are their greateggttiarcarrying out
this educational task.

Culture is defined as the cumulative deposit of knowledge, experience, beliefs,
values, attitudes, meanings, hierarchies, religion, notions of time, spatiedns)
concepts of the universe, and material objects and possessions acquired®yeolgy
of people in the course of generations through both individual and group striving
(Hofstede & Hofstede, 2004). Therefore, biculturalism refers to the tapadearn and
absorb two different kinds of experiences and two different sets of belief,aradue
meaning systems that define two different cultures. Contrary to accultutzion
involves learning a new culture while diminishing one’s identification with theique
culture, biculturalism, on the other hand, is the achievement of adapting to the dominant
culture well enough to function effectively in it without sacrificing thedfediystems of
one’s ethnic culture (Sadao, 2003). The daily lives of faculty of color are a constant
juxtaposition between the past and the present, between their primary culture and the
dominant mainstream culture. And this constant struggle between two worlds, two
cultures, and two realities gives them deep insights, rich world view and diverse
perspectives on life that can help broaden students’ range of viewpoints, an@create
learning environment that is conducive to students’ critical reflection andystesing

of students’ intercultural competence and worldview.
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While conducting his research on the relationship between intercultural expgrienc
and the interdisciplinary work of university faculty, Vincenti (2001) concludedfteat
literature review shows substantive overlap between the benefits of interdcultura
experiences and qualities needed for intercultural effectiveness amtiscifgmary
work. In their discussion of the relationship between faculty’s personal aresgimfal
situatedness and their pedagogical approaches, Clandinin and Connelly (1998attate
faculty’s identities, past experiences, present minds, and future planssarenaftifested
in their work. In their research on teacher thinking, Clark and Yinger (1977 udencl
that educators’ practices are often the results of the interpretatioginlife experiences
and their sense making of the world around them.
The identities and perspectives of faculty of color are largely informéely

bicultural life experiences that often have enormous impact on their aliditeekicate
students for intercultural competence. Their social, political, and cultafale® afford
them a unique and important voice in American higher education, since the past and the
present intersect in people’s voices, infuse pedagogy, and sculpt the conditions and
processes involved in coming to know (Walsh, 1991). It is important that we “consider
past experience, language, and culture as strengths to be respected and wolen int
fabric of knowledge production and dissemination, not as deficits that must be devalue
silenced and overcome” ( Rendon, 1992, p.62). Furthermore, “[their] mastery of
different languages, [their] ability to cross racial and ethnic boundands general

resilience associated with the ability to endure hardships and overcome shsthcle
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clearly be recognized as a new cultural capital” ( Trueba, 2002, p.24) thathsneeded
in the teaching and learning of intercultural competence.

Faculty of color bring diverse perspectives and variety of viewpoints to higher
education institutions; and this intellectual diversity allows higher edurcatstitutions
to understand, function, and respond to the changing society and the world beyond more
effectively. According to Weick’s (1979) application of the theory of requisitetyar
the success of higher education institutions depends on obtaining diversity within the
institutions that is as great as the diversity in the larger society; ac#l afldiversity
prohibits institutions from having different perspectives and often resultsurefar
inability to adapt to a diverse society. Furthermore, institutional divéeségs higher
education institutions congruent with the diverse larger society and maingines hi
education institutions’ relevance in a fast changing world.

Gurin (1999) states that students who have experienced the most diversity both inside
and outside of the classroom settings show the greatest development and growth in
critical thinking skills as well as in intellectual and academicskilh their detailed
study on campus diversity and civic engagement, Hurtado, Ponjuan, and Smith (2007)
report that faculty of color play significant roles in increasing dit\eesivareness on
campuses and in students’ learning outcomes, because diverse faculty carstnoesdt
learning outcomes as a result of distinctive pedagogical practices sadiseple
models for students of color on campuses. These faculty members represent hope and
possibilities for minority students who are still struggling and searchinipéir own

identities and voices in their educational journey. Hurtado et al. (2007) alsdhatate t
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faculty of color’s distinctive pedagogical practices and their intellediuarsity enrich
the knowledge base of mainstream students, enhance their learning experidnces a
broaden their perspectives on life and the world around them; and mainstream students
who have been exposed to such experiences tend to be more open-minded and less
prejudiced, and they are highly motivated and actively engage in diversityvand ¢
activities after four years in college.

Faculty of color bring tremendous value to American higher education. Drawing
from the literature (de la Luz Reyes & Halcon, 1991; Green, 1989; Mickelson & QOliver
1991; Washington & Harvey, 1989), Antonio (2002) contends that faculty of color make
unique contributions to American higher education because they provide diverse role
models for all students in higher education, provide more effective mentoring to students
of color, bring new perspectives to higher education by engaging in mindatgdand
other areas of nontraditional scholarship, and give minorities a greater vdiee in t
governance of the nation’s colleges and universities. Furthermore, facultpof col
contribute to what is taught, how it is taught, and what is important to learn in higher
education institutions (Smith, 1989). A diverse faculty body is essential to the qdiality
higher education; colleges and universities should make efforts to attracttthadése
most qualified scholars who can explore in their teaching and research thergrohti
knowledge and approach their work with creativity, with dedication and with a sense of

hope (Torres, 1998) for a brighter future in a diverse democratic society.
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Conceptual Framework
Wilber (1998) believes that both individuals and organizations’ existence

fundamentally depends on their extensive networks of relationships; thesevextensi
networks of relationships are both internal as well as external with gsgEblogical
and behavioral/procedural aspects. As illustrated by figure 1, theseiextegisvorks of
relationships include the following four dimensions: 1) internal individual belielisesa
attitudes, and feelings; 2) external individual behaviors; 3) internal group itutios@al
beliefs, values, and attitudes known as organizational cultural norms; andragakexte
group or institutional processes and practices. While external behaviors spsy@exl
practices are observable; internal beliefs, values, attitudes, and $esdimtpe known yet

are unobservable.

An Interactive Organizational Model

Internal External Larger purposes & outcomes
Individual Beliefs, values, attitudes, Behaviors Interculturally competanhers
feelings
Group or  Organizational Processes, Interculturally competent institutions,
Institution  cultural norms practices interculturally competent students

Figure 1, Adapted from Wilber (1998)

During the past several decades, policies such as affirmative actiocend ra
conscious admissions practices have helped to enhance the structural diveighei
education by increasing the numbers of minority faculty and students on campuses. A
campus with a diverse student body and diverse faculty promotes positiveaadcia

intellectual interactions among people from different racial and ethnigbmokds,
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broadens the range of students’ viewpoints, and creates a learning environment that
essential to the quality of higher education.

Yet, structural diversity alone can no longer address the complex natuweltyf$a
academic work environment, since “[a]n organization’s culture is not internakéyeah
to all individuals” (Tierney, 1997, p. 14). As Tierney (1997) points out that people are
not all the same, and each individual brings his or her own unique background and
insights to an organization; the challenge is how to use these individual attribbtelsl t
an organizational culture that is nurturing and supportive to all its membenseifie
1993).

Cress and Hart (2005) assert that “if we want to fully understand the nature of the
academic environment, we must examine the entire complement of régfities3).
When we attempt to understand faculty of color’s professional experiences and the
challenges they face in the academy, we need to take the social/pgyiaad
behavioral/procedural dimensions of their realities into consideration, bese t
dimensions “are all profoundly interrelated and deeply connected, in what look like
intrinsically necessary ways” (Wilber, 1998, p. 66). As Susan Hockfield (2010) points
out, “[u]ltimately, a community reaps the benefits of diversity only wh&yoks beyond
the numbers alone and actively creates a culture where everyone feets asadi
included — an environment in which everyone can do their very best work” ( p. lll) by
becoming interculturally competent students and faculty in an intercultamatipetent

institution.
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Faculty of Color's Professional
Experiences and their Challenges in the Academy

In order to create an institutional culture and environment that can best support
faculty of color’'s academic work and their pursuit of scholarship, we must first
understand faculty of color’'s experiences and the challenges they taessicademy;
since campus climate is the lived experiences of faculty lives that in tutmaga an
impact on the academic excellence of the entire institutional communitys(&fdart,
2005). In this section, faculty of color's experiences and challengesacddemy are
grouped together according to Wilber’s (1998) four-dimensional organizatiaulm
and are presented as follows: 1) external group or institutional processeacitd gy 2)
internal group or institutional beliefs, values, and attitudes known as organizational
cultural norms; 3) internal individual beliefs, values, attitudes, and feeangs4)
external individual behaviors.
External institutional processes and practices

“One of the great challenges faced by U.S. institutions of higher learnjngthe
engagement and full utilization of the population’s talent” (Massachusettsii@sif
Technology, 2010, p.1). Despite years of diversity policies and practices,dhe lea
successful of all the diversity initiatives on campuses are those in thef daealty
diversity (Smith, Turner, Osei-Kofi & Richards, 2004). The increase of themqpre®f
faculty of color on college and university campuses continues to be slow (Antonio,
2003); and a thorough examination of both quantitative and qualitative data by Turner,

Myers and Creswell (1999) reveals continued underrepresentation of factiiyioin
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the nation’s colleges and universities. The following statistics refleahadequate
institutional processes and practices in the area of faculty divergitpénican higher
education.

According to the statistics recently released by the U. S. Departmeducétion
(2008), faculty of color make up only 17 percent of the 1.3 million faculty members in
the nation’s degree-granting colleges and universities. The lategtcgtdtsm the U. S.
Department of Education (2008) also indicate that about four fifths of the facuifty i
nation’s degree-granting colleges and universities are White, with 43% being Whit
males and 36% being White females. Of thel7% faculty of color in the acaderaye 7%
Asian, 6% are Black, 4% are Hispanic, and about 1% are American Indian. The more
prestigious institutions often have the smallest percentage of facultyoof(Befnal &
Villalpando, 2002); for example, the percentage of under-represented minority ftcult
Massachusetts Institute of Technology stands at 6.4% (Massachus#ttteloét
Technology, 2010).

Representation rates for faculty of color among tenure-track and tenurey fackst
continue to be low, and the disparities have remained relatively unchanged igeaey
(Bernal & Villalpando, 2002). As evidenced by the 2007 survey in Table 1 below, the
proportionate representation of both White males and females in faculty ranksascre
as they ascend the academic ladder from assistant professor to profegedhewn
proportionate representation of minority males and females in faculty iraotkases as
they descend the academic ladder from professor to assistant professome(Z9a00).

Furthermore, according to the same 2007 survey in Table 1 below, faculty of color
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comprise 37% of all lecturers and instructors in the academy, and both academic ranks

are less prestigious and non-tenure track positions.

Table 1 Full-time instructional faculty in degree-granting institutions, by race/ethnicity, sex, and academic rank: Fall 2007
Minority
American
Asian/Pacific Indian/Alaska| Race/ethnicity| Nonresident
Academic rank Total| White| Number|Percent! | Black|Hispanic Islander Native unknown alien?
1 2 3 4 5 6 7 8 9 10 11
2007
Total 703,463 (540,460 (119,906 17.3|37,930| 24,975 53,661 3,340 11,875 31,222
Professors 173,395|147,867| 22,734 13.2| 5,839 4,128 12,239 528 1,309 1,485
Associate
professors 143,692|115,274| 24,255 17.1| 7,855| 4,714 11,082 604 1,628 2,535
Assistant
professors 168,508(117,618| 34,940 21.2(10,642| 6,329 17,290 679 3,593 12,357
Instructors 101,429| 77,609| 19,470 19.7| 7,480| 5,800 5,225 965 2,350 2,000
Lecturers 31,264| 23,470| 5,326 17.4| 1,602 1,492 2,081 151 661 1,807
Other faculty 85,175| 58,622| 13,181 15.9| 4,512| 2,512 5,744 413 2,334 11,038

SOURCE:Digest of Education Statisti¢2008), U. S. Department of Education.

Chang, Altbach and Lomotey (2005) report that the efforts for recruitment and
retention of underrepresented faculty have generally met with littlessioger the past
several decades, and faculty of color are still severely underre@eésenhe academy.
Research indicates that there are many factors involved for the sucoessfitinent and
retention of faculty of color in higher education. Turner, Myers, and Creswell (1999)
state that faculty of color’s love for teaching and their sense of accomphshm
supportive administrative leadership, mentoring relationships, collegetitiinteraction
with other faculty of color all positively contribute to the successful recemtrand
retention of faculty of color in higher education institutions.

Internal institutional beliefs, attitudes, and values (organizationatultural norms)
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In its 2010Report on the Initiative for Faculty Race and Diversiflassachusetts
Institute of Technology’s provost Rafael Reif states that:

for many of our faculty from URM (underrepresented minority) groups, their

experience at MIT is distinctly and sometimes painfully different frotmotttheir

majority peers. We are not succeeding in making all members of our faeulty fe

equally welcome and valued as scholars — and this distressing dispaxjigroéece

Is a reality we must recognize and address. (p.V)

Many scholars have cited the persistent negative and chilly work environmbat as t
major factor for the failure of recruitment, retention and development otyaafutolor
in American higher education. In his study of women and minority faculty in the
academic workplace, Aquirre (2000) describes an entrenched culture thadregues
minority faculty’s rightful place in the academy and often considers #getaffirmative
action hires”. Nieto (2006) adds that these are among some of the questions that many
faculty of color contend with while faculty of European descent never have to aonside

Once entering the academy, faculty of color are often expected to present the
“minority viewpoint” in their committee work, and are often overcommitted on servic
related projects in their departments and universities; as a resulteesrch and
academic work may suffer (Nieto, 2006). Many faculty of color reveal thatidnee
received very little or no mentoring from senior faculty colleagues whitgyls®cialized
into the academy (Stanley, 2006). The lack of mentoring relationships with senior
faculty is often cited as one of the major reasons in the attrition of women aitgl &c

color (Rausch, Ortiz, Douthitt, & Reed, 1989). Many faculty of color have reported that
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mentoring relationships not only help to foster their professional development, but also
help to facilitate their emotional and social adjustment within the institlinotare
where they often face social alienation and professional isolation (TilkOad,).

Stanley (2006) also reports that mentoring has strong impact on faculty o§color’
professional lives, and it helps faculty of color with their teaching androksaad
enables them to develop a presence of leadership in their fields.

Racial and ethnic diversity influences an entire institution, including tterepits
values and its ethos (Antonio, 2003). Susan Hockfield (2010) asserts that “[c]reating a
culture of inclusion is not an optional exercise; it is the indispensable precondition tha
enables us to capitalize on our diverse skills, perspectives and experigndis” (
Morgan (2006) points out that organizati@me cultures because organizations are mini-
societies that have their own distinctive patterns of culture and subculture. ikés def
cultures as ongoing and proactive processes of reality construction thrbiodhai
organizational members jointly create and re-create the world in whichitkey |
Building organizational culture means building communities based on inclusive
relationships characterized by trust, support, encouragement and mutuetl, iasgpé
also means transforming the mind-sets, paradigms and beliefs, and requires the
participation and efforts of people at every level of the organization (Morgan, 2006).
Tierney (1997) also reminds us that, when people from different racial and ethnic
backgrounds join the academy, they are involved in the creation — not the duplication — of
organizational culture; and we need to strive to create academic commilatieenor

excellence and differences rather than similarities.
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Internal individual beliefs, values, attitudes, and feelings

Jayakumar, Howard, Allen, and Han (2009) point out that feelings of “otherness” and
experiences of racial and ethnic bias are often identified as majoisftabishape
faculty of color's commitment to higher education. Faculty of color statehkeir race
and ethnicity influence the reception they receive in the academy (Bower, 20@3). T
often feel voiceless and invisible since their ideas are often easily skishdse to subtle
and overt discrimination (Cress & Hart, 2005). They report that they have fewe
opportunities to develop any meaningful working relationships with majoritytfacul
(Elmore & Blackburn, 1983); and they find that understanding, empathy and warmth are
often lacking among their colleagues (Harvey & Scott-James, 1985). Sdenthata
they are so isolated among their colleagues that they feel more talnidanteracting
socially with their students of color (Turner & Myers, 1999). For many faoditplor,
their experiences with their majority colleagues comprise eithejar riactor for their
academic success or a deciding factor for them to leave and move on to another
institution (Stanley, 2006).

Elsa Valdez (2006), a professor of Sociology at California State University, Sa
Bernardino, describes her early years as a professor at a small cavisdibextal arts
university by stating that “... | found it difficult to get to know many of theufty.

Some of the faculty were very uncomfortable around me, and | especially degised t
discomfort in the faculty dining room” (p. 225).
Amanda Kim (2006), a postdoctoral scholar at the Center for the Study of Higher and

Postsecondary Education, University of Michigan, states that “[w]hat Idibe the
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most difficult in my interaction with others in the majority culture is whervoige is
dismissed or silenced” (p. 135). She describes her agony over her inabgieakoup
by asking the following poignant questions:

| acknowledge my complicity in silencing myself, but | also know the costéved

in refusing to be silent. That is the place of my struggle. What will | risk? H

much will I risk to have a voice in the dominant culture? (P. 136)

Intercultural competence among all institutional employees is the kesate an
inclusive and supportive working environment where all members of the institutional
community, regardless of their cultural and ethnic backgrounds and their positions and
ranks within these institutions, can treat each other with mutual respect, crom @eass
dignity. Faculty of color need to be treated as competent and deserving meirtheir
institutions instead of mere affirmative action token hires. They also need to be
encouraged to have meaningful involvement and professional interactions with their
White majority colleagues and become closely involved with departmentairsnas
well as issues at the institutional level so that they will no longer feateshl
marginalized, invisible, and voiceless. These approaches will help to alléagate
feelings of isolation and rejection felt by faculty of color, give them aesehbelonging,
solidarity, and community, and further strengthen their devotion and commitmaatrto t
institutions.

External individual behaviors
The difficulties and challenges faculty of color experience in the agaatenalso

reflected in their academic behaviors and their pursuit of the scholarshazbinig, the
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scholarship of integration, the scholarship of engagement, and the scholarship of
discovery. Although Colby, Ehrlich, Beaumont, and Stephens (2003) state that
multicultural education is of institutional concern on many campuses that supgort t
kind of academic work, faculty of color who teach courses with multicultural cosueint
perspectives often face resistance from White students (Stanley28108), as
evidenced by student evaluations of courses and teachers (McGowan, 2000; Delgado-
Romero et al., 2007). Chang, Altbach and Lomotey (2005) report that the demands for a
meaningful integration of multicultural perspectives into the curriculum to praseiue
range of ideas reflecting the diverse social, cultural and economicaealiAmerican
society have been met with opposition from faculty who favor the traditional @wumic
and from administrators who worry about the costs for the creation of new gaiwab
and courses.

Stanley (2006) states that research and scholarship focused on ethnic and
multicultural issues by faculty of color are often considered non-mainsaedrare not
always rewarded in the academy; this practice has put faculty of coldisaidvantage
in the tenure and promotion process wherein mainstream research is oftenlusakst va
and rewarded. Promotion and tenure are opportunities to advance through the academic
ranks and are often considered as indicators of career success in academé& (Laden
Hagedorn, 2000). Yet, “successful promotion and tenure has been one of the most
contentious issues facing faculty of color” (Jayakumar et al., 2009, p. 541), especially
when their teaching and scholarship are focused on diversity and multicultural issue

And faculty of color's knowledge and research interests can work against them whe
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they pursue tenure and promotion (Diggs et al, 2009). According to a qualitative study
done by Baez (1998), faculty of color are often promised institutional acceptance of
alternative research methods and scholarship before accepting acadetoics) et
their research and scholarship are not rewarded during the tenure and promotion
processes since they are not considered as valued mainstream reseachblarshmp.

On the other hand, “even when faculty of color are not satisfied with their jobs pverall
they are likely to be retained if they perceive their scholarship to be vatued b
departmental colleagues, or if they are given autonomy and independena&utiay et
al., 2009, p. 551).

Inquiry, teaching, and learning at a multicultural university flouristitbye of an
interactive and interdependent diversity of cultural differences (Antonio, 2003).
Therefore, teaching, learning, and scholarship with multicultural content need to be
supported at both the departmental and the institutional level. Scholarship on ethnic and
multicultural issues needs to be recognized as true and worthy scholarshipearel rec
support and encouragement from mainstream majority faculty and people in the position
of decision-making. The best way to achieve such a goal is to adjust the restand s
to value teaching and research focused on diversity and multicultural i€sass &

Hart, 2005). When faculty of color realize that their scholarly work is validaigdheir
contributions are valued, they will choose to commit themselves to their chosen

profession and continue to be retained in higher education.



30
Multicultural Education as the Pathway to Intercultural Competence
In her highly acclaimed bookultivating Humanity philosopher Martha Nussbaum
(1997), drawing heavily from the Western philosophical tradition, argues that three
specific capacities are essential to the cultivation of humanity negéssaeate
interculturally competent citizens in today’s world: the first is the c#péor critical
examination of oneself and one’s traditions by living a life that questions iefisbahd
accepts only those that survive reason’s demand for consistency and justifitei
second capacity demands citizens to have the ability to see themselves ntizgust of
local region or group but human beings bound to all other human beings in the world by
ties of recognition and concern; the third capacity is called the narratigenatian, an
ability to think what it might be like to be in the shoes of a person different from Hnesel
to be an intelligent reader of that person’s story, and understand the emotionshesd wis
and desires that person might have.
Then, what would an education for intercultural competence look like in a

contemporary university curriculum? Nussbaum (1997) asserts that this educast
be a multicultural education that insists on the importance of teaching that the
imagination can cross cultural boundaries, and that cross-cultural understastsnor
the acknowledgement of common human needs and goals amid many local differences
that divide us. She calls on educators to show students the beauty of a life that is open to
the whole world, the joy of the citizenship that questions rather than simply appladids, a

the fascination in the study of human beings in all their variety and compiattigr
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than in the zealous pursuit of superficial stereotypes; otherwise, the futureaxrdeyn
in this nation and in the world will be bleak.

Born in the Civil Rights struggles of 1960s, the movement of multicultural education
focused on the lack of equality of educational opportunity for minority students (Spring,
1995). Today, multiculturalism permeates the discourse of many disciplatemne is
so profoundly affected as the field of education (Phillion, 1999). “[I]n a world of
multiple and conflicting perspectives, experiencing and learning fronrefiifes is a
crucial part of the educational process” (Colby, Ehrlich, Beaumont, & Stephens, p. 44,
2003). Students must develop multicultural literacy and intercultural competéneg |
are to become knowledgeable, caring, and effective citizens in today’s warkg,B
2007).

Banks and Banks (2004) define multicultural education irHaedbook of Research
on Multicultural Educationas “a field of study designed to increase educational equity
for all students that incorporates, ..., content, concepts, principles, theories, and
paradigms from history, the social and behavioral sciences, and partictdarlgthnic
studies and women'’s studies” (p. xii).

Banks (2004) identifies the five dimensions of multicultural education as: (1) content
integration, (2) the knowledge construction process, (3) prejudice reduction, (4) an equity
pedagogy, and (5) an empowering school culture and social structure. ChristiredtB
(2001) also states that multicultural education encompasses four broad principles

(a) the theory of cultural pluralism; (b) ideals of social justice and the end of racism

sexism, and other forms of prejudice and discrimination; (c) affirmations ofecult
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in the teaching and learning process; and (d) visions of educational equity and

excellence leading to high levels of academic learning for all ahi&dré youth.

(p. 173)

The primary objective of multicultural education is to increase students’atultur
repertoire in their private culture by helping them to abandon the belief thaighaarly
one single style of living or there is only one single way of thinking that lefitsyone,
and help them to learn that their own modes of behavior and belief are as important and
functional to them as other patterns are to others (Pai, 1990). One of the important goals
of multicultural education is to help all students acquire the knowledge, attitudes, and
skills needed to participate in intercultural interactions and in personal, sodalve
actions that will help make our world more democratic and just (Banks, 2007). To
achieve these objectives, students need to develop critically refldatikeng skills that
will lead to more inclusive and integrating perspectives about the diversk soltiaal
and political realities in American society and the larger world beyond. Those
transformed perspectives will enable students to embrace, appreciate aisthadder
wider range of cultural patterns and diverse experiences. Their transforrapegtiges
will also liberate their minds from the bondage of habit and custom, and allow them to
function with sensitivity, alertness and intercultural competence asrgtof the whole
world (Nussbaum, 1997).

The positive impact of multicultural education on students and their learning has bee
firmly established through many published research and studies. In a natiopaifstud

15,600 students from 365 colleges and universities over a period of four years, all
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students surveyed, regardless of their race and ethnicity, state thaw#raif level of
satisfaction with their college experience is positively influencedtending cultural
awareness workshops, by socializing with students from different racialtamd et
backgrounds, by taking courses from faculty who use instructional methodology with
content on ethnic and racial issues, and by campus policies and practices that promote
diversity initiatives (Villalpando, 2002).

Faculty of Color's Contributions
to Broadening the Four Functions of Scholarship

Faculty of color in higher education have been at the forefront of multicultural
education and have been taking the leadership role in educating students for um&krcult
competence by making special contributions to the broadening of scholarship of
discovery, the scholarship of integration, the scholarship of engagement, and the
scholarship of teaching (Antonio, 2010).

“Multicultural research ... makes explicit the wide range of views, values,
perspectives, and experiences within ethnic, racial, and cultural groups” (pabks
2007) and produces “concepts, paradigms, and theories that challenge mainstream
academic knowledge and expand and substantially revise established caraahgnsar
theories, and explanations (Banks, p. 8, 1993). Critical race theory has its roots in the
work of Derrick Bell and Alan Freeman (Diggs, Garrison-Wade, Estrada li@dea
2009), and the adaptation of this theory into the education field is one of the significant
contributions which faculty of color have made to the scholarship of discovery in

educational research in recent years.
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Ladson-Billings and Tate (1995), who are largely responsible for this adapsaéite
that critical race theory stems from the race-based critique ofitlvaldegal studies
movement in the early 1980s and the lack of attention paid to race in critical legal
scholarship (cited in Lynn et al., 2002). For faculty of color who are seeking to do
transformative work that addresses issues of race and racism in eductiahyace
theory provides the necessary tools to create a discourse that engagepiEstiens of
racial inequality and its impact on education and society (Lynn et al., 2002). Lincoln
(1993) further points out that critical race theory differs from traditionghaa®logies in
that it helps educators to develop theories of social transformation wherein #gevge
generated specifically for the purpose of addressing and amelioratingj@osof
oppression, poverty, or deprivation. Thus, critical race theory is committed tb socia
justice by emphasizing a transformative response to racial, genddass@gpression
(Matsuda, 1991). Critical race theory also recognizes that the expefkaatrdedge of
people of color is legitimate, appropriate and critical to understanding, axgpérd
teaching about racial inequalities in education and society (Solorzano & Yosso, 2002).
Furthermore, critical race theory mandates that social activism be @ past critical
race theory project (Dixson & Rousseau, 2005).

With the adaptation of critical race theory in educational research comes the
innovation of “critical race methodology” (Solorzano & Yosso, 2005) that focuses on the
stories and experiences of students of color and faculty of color in education. These
stories and narratives give voice to the educational experiences of mgtodénts and

faculty, and reflect critical race theory’s emphasis on the importance pktisonal and



35
community experiences of people of color as sources of knowledge (Dixson & Rousseau,
2005). Narratives and storytelling have been employed in educational heise@acious
ways, including Solorzano’s (1998) study on Chicana/Chicano graduate students and
Delgado Bernal and Villalpando’s (2002) examination of the experiences of scbblar
color (Dixson & Rousseau, 2005). Tate (1994) contends that the experiences and voices
of people of color need to be heard in academic discourse, since they help othaks to thi
in different ways about complex, context-dependent domains like schools and
communities. These narratives and stories of minority students and facultyesieolaic
experiences put a human face to educational theory and practice, and provid&taaonte
understand and transform established belief systems and practices in education
(Solorzano & Yosso, 2002).

Interdisciplinary inquiry encourages diversity of thoughts and creatiarthj and
intercultural experiences facilitate the development of interdisapliwork and enhance
its effectiveness (Vincenti, 2001). Faculty of color are associatbadhwiting holistic
teaching and learning goals and teaching interdisciplinary coursemn{@n2002).

Antonio (2010) points out that over 21 percent of faculty of color have taught an ethnic
studies course, thus contributing to the expansion of the scholarship of integration. He
also reports that over 21 percent of faculty of color have taught an ethnic studlies,
compared to 7 percent of their White colleagues who have taught such a course.

One of the consistent central goals of American higher education is toeeducat

students to be productive citizens and civic leaders in a democratic socigtgonie

recent studies have found that many college students share a trend thatdsé&diva
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interest and away from attitudes and values reflecting social respopgiiltbnio,
Astin & Cress, 2000). “Goals of personal advancement and gratification too often take
precedence over social, moral, or spiritual meaning” (Colby, Ehrlich, Baayga
Stephens, p. 7, 2003). To combat this trend, many colleges and universities have
renewed their commitment to civic education and are refocusing theii@ttent
teaching and learning of democratic citizenship on campuses. One of thegealag
reforms aimed at strengthening this new commitment to the education of deamocr
citizenship is the development of service learning that has featured prominemtyny
faculty of color’s scholarship of engagement.

Service learning is a course-based service experience in which studecifsapain
an organized service activity that meets identified community needs asxct weflthat
service activity in order to gain further understanding of course contertaden
appreciation of the discipline, and an enhanced sense of civic responsibiligl¢B&:i
Hatcher,1996). And service learning applies existing knowledge in a plaetitag
that can also lead to the creation of new knowledge about practice (O’'Meara, 2002).
Antonio (2010) states that, in the area of scholarship of engagement, faculty ofeolor a
63 percent more likely than their White colleagues to make a connection between their
profession and the ability to affect change in society.

The success of service learning requires broad faculty support and pashdipati
developing the courses, teaching the classes and promoting students’ involvement in
community service (Antonio, Astin & Cress, 2000). Based on the data collected for a

triennial national survey of college faculty in 403 colleges and universitiessaitre
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country conducted by the Higher Education Research Institute at UCLA, Antonim, Ast
and Cress (2000) find that the involvement in and commitment to community service of
faculty of color are higher than those of White faculty in four areas: (a) inmelewith
student groups engaged in service (faculty of color are higher by 13 poin®)pfort
of goals for providing services to the community (10 point difference); (c) conamit
to instilling an ethic of service in students (11point difference); and (d) bedief t
community service should be a graduation requirement (12 point difference). Tteey sta
that the high level of commitment to and engagement in community serviceulty fafc
color occur because the discrimination experienced by faculty of color fietes
issues of inequality and injustice in society more personally salient, condgquent
motivating them to work toward social change through community service.

Faculty of color give high priority to the teaching and learning of interclltura
competence and other affective and moral development in their pursuit of the $gpolars
of teaching. Antonio (2010) points out that, in the area of scholarship of teaching, faculty
of color are 30 percent more likely than their White colleagues to value duoéi\adf
moral and civic development of students as well as experiences outsidessineastzs.

After conducting analysis on a database developed from the 1995 Faculty Survey
conducted by the Higher Education Research Institute at UCLA, Antonio (2002) posits
that faculty of color are much more likely than their White colleagues te pigh

importance on the affective, moral and civic development of students, and they are more
oriented toward the application of their work for social change, since facudttmfare

75% more likely than White faculty to pursue a position in the academy because they
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draw a connection between the profession and the ability to affect change in. societ
Cress and Hart (2005), based on their study on the 1999 National Survey of College and
University Faculty conducted by the Higher Education Research Insttw€LA,
report that 67% of faculty of color, as compared to 45% of White faculty, believe tha
teaching to enhance students’ knowledge and appreciation of racialfgtbups is
essential; and over two-thirds of faculty of color assert that promoting aaciaultural
understanding in their classrooms is very important and failure to do so undermines
students success and the academic integrity of the institution.

Research Gap and Conclusion

Our contemporary life is driven by diversity and global interdependence, the impetus
to Boyer’s (1990) redefinitions of the scholarship of discovery, the scholarship of
integration, the scholarship of engagement, and the scholarship of teachiegsitii
and globalization have brought about enormous social, cultural, economic, and political
changes that are impacting higher education in an unprecedented manner. Hence
traditional scholarship with its sole emphasis on research and publication can mo longe
fulfill American higher learning institutions’ educational responsibkgitand their social
obligations. If American higher education is to continue to remain vital éechre,
higher education institutions must be more proactive in rethinking the meanings of
scholarship and its implementations into both the academic curricular attgt fagvard
system.

Boyer’'s (19905cholarship Reconsideréds “formulated a powerful rationale for

broadening what counts as scholarship,” and has stimulated “a national coomersati
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about the ‘scholarships of teaching, application, and integration in addition to the more
familiar ‘scholarship of discovery” (Colby, Ehrlich, Beaumont, & Stehe&2003, p.

46). In the first decade after the publication of Boyer’'s (18Bplarship Reconsidergd

a considerable literature was developed (Kreber & Cranton, 2000) with its masndioc
the scholarship of teaching (Edgerton, Hutchings, & Quinlan, 1991; Rice, 1991; Weimer,
1992; Boileau, 1993; Diamond & Adam, 1993; Richlin, 1993; Ronkowski, 1993; Taylor,
1993; Paulsen & Feldman, 1995; Menges & Weimer, 1996; Morehead & Shedd, 1996;
Cunsolo, Elrick, Middleton, & Yoy, 1996; Glassick, Huber, & Maeroff, 1997; Kreber &
Cranton, 1997; Berberet, 1999; Kreber, 1999; Kreber, 2000; Kreber & Cranton, 2000).
Yet, virtually no study has been done to examine faculty of color’'s experiences of
pursuing the four functions of scholarship. In the last decade, the debate omtiegsie
and redefinitions of scholarship has ebbed; and the paucity of research on the four
functions of scholarship has become quite noticeable.

Hence, this study sought to fill this research gap by making a narreguiry to
examine the experiences of faculty of color pursuing the scholarship of discteery, t
scholarship of integration, the scholarship of engagement, and the scholarship of
teaching. The goal is that this research study can provide useful infarrabtat
faculty of color’s pursuits of the four functions of scholarship so that policy-rsakel
administrators can offer appropriate support to the scholarly endeavorslof €dc
color, understand the tremendous values they bring to higher education, and better utilize
their intellectual diversity in the teaching and learning of interculttoaipetence in a

world that is being reshaped rapidly by diversity and globalization.
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CHAPTER THREE
METHODOLOGY
This chapter focuses on various aspects of the methodology for this reseaych stud
The research questions are restated; the rationale for using quealigsgearch method
and narrative research design in this study is explained; strategiedid¢otiag,
analyzing, and interpreting data is discussed; the validity and limitatidhe oésearch
study is addressed; and the implications of the research study is ado stat
Research Questions and Research Purpose Restated
This research study investigates faculty of color’'s experiences ofngutisa

scholarship of discovery, the scholarship of integration, the scholarship of engageme
and the scholarship of teaching with the hope to encourage higher educationanstituti
to better support faculty of color’'s scholarly endeavors and to better utidize t
intellectual diversity of faculty of color in the teaching and learning ofcnteural
competence. The specific questions for this research study are: (a)ré/tie a
experiences of faculty of color in their pursuit of the scholarship of discovery, the
scholarship of integration, the scholarship of engagement, and the scholarship nfjteachi
in American higher education institutions? (b) How do faculty of color purposefully
incorporate the teaching and learning of intercultural competence intet¢helarship of
discovery, scholarship of integration, scholarship of engagement, and scholarship of

teaching?
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Qualitative Research as the Method for the Study

Qualitative research is inherently multi-method in focus and the combination of
multiple methodological practices, empirical materials and perspgsetdds rigor,
breadth, complexity, richness, and depth to educational inquiry (Flick, 2002). Qualitative
research is a situated activity that involves an interpretive and natarafiptoach to the
world; and qualitative researchers use various empirical materi@sasyzersonal
experiences, introspection, life stories, cultural texts, and productions (Delnnico#,
2005) to interpret and make sense of human experience in order to transform the world
itself.

This examination of faculty of color’'s experiences of pursuing the sshipaf
discovery, the scholarship of integration, the scholarship of engagement, and the
scholarship of teaching sought to interpret and understand faculty of color’s personal
professional, and scholarly experiences with the aim to affect change aodempr
educational practice in American higher education institutions. The impetus to
broadening the meanings and functions of scholarship is largely informed by the rapi
changes and new challenges we are facing in a world driven by diverdity a
globalization. This close association with the world and strong emphasis on human
experience made the inquiry of the experiences of faculty of color pursuing the four
functions of scholarship fall mainly into the realm of qualitative research.

Narrative Inquiry Informs the Research Design for This Study
Narrative inquiry is a subtype of qualitative research that is embedded in pad sha

by broad social and historical currents, an amalgam of interdisciplinalytiarienses,
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diverse disciplinary approaches, and both traditional and innovative methods revolving
around an interest in biographical particulars as narrated by the ones who live them
(Chase, 2005). In his defense of narrative’s virtues, Arthur Bochner (2001) pasgionate
states that narrative inquiry

moves away from a singular, monolithic conception of social science toward a

pluralism that promotes multiple forms of representation and research;away f

facts and toward meanings; away from master narratives and toward loiesl; stor

away from idolizing categorical thought and abstracted theory and towardoamgbra
the values of irony, emotionality, and activism; away from assuming the statiee of
disinterested spectator and toward assuming the posture of a feeling, esmnbaodi

vulnerable observer; away from writing essays and toward tellingstofpp. 134-

135)

Narrative inquiry is increasingly being used in studies of educational @x@es|
because the educational importance of narrative inquiry is that it briegstical ideas
about the nature of human life as lived to bear on educational experiences as lived
(Connelly & Clandinin, 1990). Narrative inquiry as a way of knowing helps educational
researchers to understand the meaning, social significance, and purpose of aonadlucati
phenomenon or experience rather than to formulate a logical or scienpifamation
(Kramp, 2004). As Bochner (2001) points out, we narrate to make sense of ourselves and
our experiences over the course of time; hence, narrative is our way ofatogliibe

meanings of past experiences and disclosing to us the truth in our experiences.



43
American higher education is deeply rooted within the society it serves; and the
social, cultural, and political realities in our daily lives are constaetlgated in the
educational missions of higher education. The experiences of faculty of colongursui
the four functions of scholarship are socially and culturally constructedranotivities
that are deeply influenced by and closely connected with the fabrics of our society
Therefore, the research design for this study was informed by nairejiiey with the
purpose to investigate the experiences of faculty of color pursuing the stinolair
discovery, the scholarship of integration, the scholarship of engagement, the sgholarshi
of teaching, and the teaching for intercultural competence. Through comsjrarati
reconstructing the experiences of the research participants in thysrsanchtive inquiry
not only helped us to understand their academic experiences, but also offdegttgui
for future educational practices regarding the meanings and functions of dulpcdacs
the teaching and learning of intercultural competence in American redbeation.
Creswell (2008) has outlined seven steps in conducting narrative inquiry, which

served as the guideline for conducting this research study. This reseaohietfirst
step to identify a phenomenon to explore that addressed an educational problem
(Creswell, 2008). Guided by Creswell’s outline in conducting narrative inghisy, t
researcher purposefully selected individuals from whom she could learn about the
phenomenon; collected stories from these individuals; retold these individoalsss
collaborated with the participants during the narrative inquiry; and wrdtgyaabout

the participants’ experiences.
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Although the interview questions were framed around Boyer’s (1990) definitions of
scholarship and Wilber’s (1998) four dimensional model for organizational change in
order to seek answers for the two research questions, all research pasticgely
shared their personal and professional experiences without being constrained by the
interview questions during the interviews.

Strategies for Collecting Data

Research Site

Pacific Metro University was purposefully selected as the resatadbrghis study.
PMU is a comprehensive public university located in Oregon’s major metropoitan a
With a student enrollment of 27,972 for the school year of 2009 — 2010, PMU remains
the largest university of the state university system. The university’albression is to
provide students with an excellent education based in the real world (Presidént’s fal
symposium speech, 2005). In his fall symposium speech, the university president point
out that

[i]f we are to continue to be true to our mission, then we must focus on the global

community. As the world has become more interconnected, as our nation’s economic

stability increasingly depends on global partners, and as peace haslzeayn

elusive goal, our nation’s future depends on each of us being culturally competent

from a global perspective. (p. 2)

PMU also boasts a nationally recognized University Studies generatieduca
program. One of the four goals for the general education at PMU is for studeats to g

awareness of the diversity of human experience by enhancing their apprefor and
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understanding of the rich complexity of the human experience through the study of
differences in ethnic and cultural perspectives, class, race, gendet,@eatation, and
ability.

At PMU, Boyer’s (1990) four functions of scholarship have been incorporated into
the university’s promotion and tenure guidelines. While defining the four exqumessi
scholarship, PMU’s (2009) promotion and tenure guidelines state that “[d]isdevbey
rigorous testing of researchable questions suggested by theory or models of how
phenomena may operate”; “[ijntegration places isolated knowledge or olhses\at
perspective”; “[iinterpretation is the process of revealing, explaining, akthm
knowledge and creative processes clear to others or of interpreting tineoneaks of
others” (p. 5); and “[a]pplication involves asking how state-of-the-art knowledgkeca
responsibly applied to significant problems” (p. 6). PMU’s (2009) promotion and tenure
guidelines declare that faculty’s scholarly accomplishments can be deatetsbrough
activities of research, teaching, and community outreach.

Creswell (2008) advises that in qualitative research, researchers putpaseful
intentionally select sites that can best help them to understand their ckatraimenon;
and the sites that researchers select should also provide greater aceessssarchers
will need to go to the sites to conduct interviews and observations. The selection of PMU
as the research site provided this researcher with a rich ground to investigake both t
experiences of faculty of color pursuing the four functions of scholarship and the
teaching and learning of intercultural competence, since the universigply de

committed to a worldwide understanding of cultures, customs, economics, and political
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processes necessary for success in work, relationships, and life (Presadlent
symposium speech, 2005). At PMU, students develop their intercultural congpetenc
through coursework that emphasizes an international perspective, and working with
faculty who have a passion for connecting theory to the world (President’s fall
symposium speech, 2005). Hence, this research study at PMU has direct iomglifati
PMU'’s policy-makers, administrators, and faculty regarding the mesaimg) functions
of scholarship and the teaching and learning of intercultural competencey &Bei
doctoral student at PMU also afforded this researcher easier acdessdsdarch site to
conduct interviews with the research participants.

Participants and Sampling Strategy

One of the characteristics of qualitative research is that qualitaseanchers value
and listen to the views of the participants in their exploration of an issue or phenomenon.
The central perspective of qualitative research in education emphasirepohn@nce of
participants’ views of educational issues, stresses the settings extdanwvhich they
express their views, and highlights the meanings participants persooidiigdout these
issues (Creswell, 2008). Because of this characteristic in qualitasigarch, sampling
strategies for selecting research participants are espeaigibytant in the research
process. Researchers identify their research participants byrsgef@mbple who can best
help them understand the research question and lead them to an understanding of the
research question (Creswell, 2008).

This researcher used purposeful sampling to intentionally select partieybants

could help her to learn and understand the experiences of faculty of color pursuing the
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scholarship of discovery, the scholarship of integration, the scholarship of ersgagem
and the scholarship of teaching at PMU. To ensure purposeful sampling in selexting t
research participants, this researcher used the strategy of theoryeptcampling and
homogeneous sampling.

Theory or concept sampling is a purposeful sampling strategy in which thehesea
samples individuals because they can help the researcher generate or disiteory or
specific concepts within the theory (Creswell, 2008). Although this stratdgyotihelp
this researcher to generate a specific theory, the selectedchepaticipants did help
generate the salient concepts for this research study that diversgiobatization are
the impetus to the redefinition of scholarship and the teaching and learning of
intercultural competence; that there is an urgent need for teaching and leérning
intercultural competence on college campuses; and that faculty of colohlegyaéntial
to play an important role in the efforts to ensure the vitality and relevakaaerican
higher education in today’s world.

Homogeneous sampling is a purposeful sampling strategy in which researchers
sample individuals based on membership in a subgroup that has similar traits or defining
characteristics (Creswell, 2008). This sampling strategy wassaggder this research
study because this researcher must explore the experiences of faculoy plicsuing
the four functions of scholarship and the teaching and learning of intercultural
competence in order to find answers for the two research questions. Thishesearc
acknowledges that faculty members from different racial and ethnic gnawpdifferent

and nuanced cultural traits and characteristics. Yet faculty of color’'siexpeiin the
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academy as a whole is fundamentally different from that of mainsteearty. Because
of faculty of color population issues, this researcher chose to emphasizg édcalior's
shared experience in the academy and their biculturalism as their conaneartd
defining characteristics in this research study.

Sample size

Creswell (2008) states that, in qualitative research, it is typical toafedy
individuals or a few cases because the overall ability of a researchevitbepan in-
depth picture diminishes with the addition of each new individual. He also points out that
one of the main objectives of qualitative research is to present the complexity of the
central issue instead of the quantity of the information provided by reseaticippats.
Patton (2002), on the other hand, asserts that there are no rules for sample size in
gualitative research, and sample size depends on what the researcher wants tleeknow
purpose of the inquiry, what is at stake, what will be useful, what will have cradibili
and what can be done with available time and resources.

The sample size for this research study included six tenured and tenurectrgk fa
of color at PMU who were the main research informants and participated asdsch
interviews. Introductory letters inviting participation to this reseattatlyswere sent out
to twenty-eight tenured or tenure track faculty of color at Pacific Metigdusity at the
beginning of February, 2011. Half of the recipients’ names were provided by this
researcher’s colleagues, the other half were obtained through the Institsgaior

Studies and the Black Studies Department at PMU. Six faculty of color attleete
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invitation and agreed to participate in the research study by grantimgskercher one-
on-one interviews at their respective offices.

All research participants were faculty of color because this study sowggarine
the experiences of faculty of color pursuing the four functions of scholarship and the
teaching and learning of intercultural competence. Although all sixrobsparticipants
were foreign born, three of them left their respective birth countries dineirgearly
childhood so that they do not believe the cultures of their birthplaces bear afigangni
influences on their belief and value systems both as individuals and academicsh,As suc
these three research participants were treated as U. S. born insteadyofldoreifaculty
in this study. Foreign born faculty of color often face different langaadecultural
challenges in the academy since most of them spent their formatigeoyrside
mainstream American culture. The inclusion of the three foreign bornyfa@aue this
researcher a richer and fuller understanding of not only the make-up of the whole
academy, but also the academic and professional experiences of facolyr @fs a
whole.

All research participants are tenured or tenure track faculty who providedl usef
information about their experiences pursuing the scholarship of discovery in the form of
publication, an activity that is often not the top professional priority for non-téraaie
faculty with very heavy teaching loads. This research study is not a taigenational
survey; instead, it focused on the experiences of faculty of color at one astglgion. All
six research participants were able to provide enough information tha¢pvasentative of

the experiences of faculty of color in this institution. With limited resayrites
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researcher’s ability to provide an in-depth picture would be diminished with theadufi
more research participants (Creswell, 2008). Since faculty of color are bagidgntrated
in the fields of humanities and social sciences because of opportunity structuressandlpe
choices (Bernal & Villapando, 2002), all six research participants weéreted from these
fields to participate in this research study.

Interview Preparations

After the human subjects research application proposal was approved by the revie
committee, this researcher started the process to prepare for themseivicollect data.
The first step this researcher took was to identify the research partcippansing the
theory or concept sampling strategy and homogeneous sampling strategythénce
potential research participants were identified, this researcher @ahthetn by letter to
invite them to participate in the research study with follow-up emails to oottiir
participation. In the letter, this researcher explained the purpose asdfjtiad research
study and how their input and perspectives would help this researcher bettetamaders
the experiences of faculty of color pursuing the four functions of scholastithe
teaching and learning of intercultural competence.

After having garnered their consent to be the research participants, thishresset
up specific times to conduct interviews. Interviews were conducted ottlg atrte
when it was most convenient for the informants. To make the interview process more
comfortable and convenient for the research participants, all interviews evehected at
the research participants’ respective offices. Clandinin and Connelly (20@@elbat

the conditions under which the interview takes place, such as place and time of day,
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shape the interview. This researcher achieved her ultimate goal by agrémi
interviews at the times and places that were most convenient for the reseacghapés.

When meeting with the research participants to conduct the interviews, ¢aiches
first asked them to read and sign the informed consent forms before the wédveigan.
This researcher also asked for their permissions to audio-tape tteecentrersations
during the interview. Audio-taping interviews is highly recommended sincel iy
researcher an accurate record of the conversation and free intervawené difficult
task of having to listen and write down answers at the same time (Creswell, 2008).
However, Patton (2002) also recommends note-taking during interviews, believing that
note-taking helps interviewer to formulate new questions as the intervievs ralovey.
When interviewing the research participants, this researcher audubitap
conversations to safeguard the accuracy of the data being collected. Anhé&nse,
this researcher also took brief notes to highlight important thoughts and points pleat hel
to generate new questions that led to new information and new understandings of the
central issue.

Creswell (2008) also reminds researchers to be flexible during a planneewtey
following the conversation of interviewees. He also suggests the use of roisin
additional information from informants. Probes are subquestions under each question
that researcher asks to elicit more information, clarify points or to havetémeiewee
expand on ideas (Creswell, 2008). Based on past experiences of conducting interviews
this researcher believes that probes are useful tools to successfully catetustws

and obtain rich information from informants. During the interviews, this reseaxeise
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able to ask the right probe questions by listening closely and seeking cluestfabiie
research participants were talking about. By asking some good spontaneous probe
guestions, this researcher had the opportunity to encourage the research partipa
share their deeper and richer insights about their professional experienceaderdia
lives. Some of the probes for the research study interviews are included inmiewnte
protocol that can be found in Appendix D.

Clandinin and Connelly (2000) remind us that the way an interviewer acts, questions,
and responds in an interview shapes the relationship and therefore the waysaptstic
respond and give accounts of their experiences. Throughout the whole duration of data
collection, this researcher strove to be professional and courteous toward trehresea
participants during all interviews. This researcher gave them sinceies thoa
participating in the research study at the end of each interview, assuredfthe
confidentiality regarding the information they provided for the study, and provajeesc
of the interview transcript to those who wished to have one.

Interviews

A qualitative interview occurs when interviews are conducted betweencheseand
research participant, transcripts are made, meetings are madblaviait further
discussion, and they become part of the ongoing narrative record (Connellndin@ia
1990). Glesne and Peshkin (1992) and Merriam (1998) all assert that interview has
become the most commonly used qualitative tool in educational researcheyTaed

Dilley (2002) point out that qualitative interview can be used to gather information tha
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can not be obtained using other methods; surveys might offer mass data about armarticul
issue, but they lack the depth of understanding that interviews provide.

There are several types of interviews that can be conducted to collgatigealata.
This researcher chose one-on-one interview as the primary method to colldot tata
research study. Creswell (2008) defines one-on-one interview as aliatian
process in which the researcher asks questions and records answers from only one
participant in the study at a time. He also points out that one-on-one interviadsahre
for interviewing participants who are articulate, not hesitant to speak, and carnd&zes
comfortably.

One-on-one interviews proved to be ideal for the research participants indkis st
since they are all tenured or tenure track professors in the fields of hwsamiti social
sciences who by nature and occupation are articulate and can share ideasblymfort
Since time is often the most precious commodity for faculty members, thisclesea
conducted one session of a two-hour interview with each research participant. All
research participants except one were able to complete the interviewssittiogeoy
answering all questions and no one opted to take a break during the interview. A second
interview was arranged with the research participant who was unablener aais
guestions in the first meeting because of time constraint. A two-hour intarvave
sitting also helped research participants to maintain their train of tteowdlen reflecting
on their experiences of pursuing the four functions of scholarship and the teaching and
learning of intercultural competence. This researcher also heeded the cfd®ltase

(2005) who posits that qualitative researchers whose studies are based on in-depth
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interviews aim specifically at transforming the interviewer-intmee relationship into
one of narrator and listener so that they can understand how people create meanings out
of events in their lives.

Patton (2002) asserts that qualitative inquiry strategically, philosopracally
methodologically aims to minimize the imposition of predetermined respoinss w
gathering data. Therefore, when conducting interviews with the reseaticippats,
this researcher asked open-ended questions so that they could use their owa words t
express what they needed to say to make sense of their experiences. A trdgpdgzen
guestion does not presuppose which dimension of feeling or thought is salient for the
interviewee and allows the interviewee to select the most salient resframsédss or
her own full repertoire (Patton, 2002). This approach is what Chase (2005) terms as
“inviting stories” during interviews by encouraging interviewees toeskpecific and
particular stories of their experiences that are especially ngfahto them. The
purpose for asking open-ended questions is that researchers can look for overlapping
themes in the open-ended data by counting the number of themes or the number of times
participants mention the themes (Creswell, 2008). During interviews withsibaroh
participants, this researcher adopted Patton’s format of open-ended quesasksg
guestions such as How do you feel about __ ? What is your opinion of _____?, or What
do you think of _ ? These open-ended questions helped to encourage the research
participants to share stories that were most important and meaningful to theheiand t

responses in turn helped this researcher to generate themes during gata. anal
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When conducting open-ended interviews, this researcher also asked pngoise si
guestions, because the wording used in asking questions could make a significant
difference in the quality of responses elicited (Patton, 2002). When asking singula
guestions, no more than one idea should be contained in any given singular question;
otherwise, interviewee is free to go off in any direction and can become confused,
uncomfortable and sometimes hostile when he or she is given multiple stimidi and
unsure of the focus of the question (Patton, 2002).

All interview questions for this proposed research study were developed by using
Boyer’s (1990) definitions of the four functions of scholarship and Wilber’s (1998)
model as a framework for organizational change with the purpose to examiniethe ef
of implicit and explicit implications of organizational culture on the roles of
professoriate.

In sum, this researcher conducted one-on-one interviews with the research
participants and asked singular and open-ended questions with the aim to invite the
participants to share their specific and particular stories that wenaimgéul to them and
insightful for this researcher’s understanding of the central issue of #ackstudy.
Interview Protocol

An interview protocol is a form designed by the researcher that contdrostings
for the process of the interview, questions to be asked, and spaces provided for note-
taking during the interview (Creswell, 2008). An interview protocol helps to remind the
researcher the questions he or she needs to ask, provides a means for the researcher

take notes, and ensures that the interview goes as smoothly as possibtesédiher
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designed an interview protocol to provide structure and guidelines for the interview
process when she interviewed her research participants. For details comtieed i
interview protocol for this study, please see the attached Appendix D on pages 159 t
162. The interview protocol served as a helpful guide during the interviews with the
research participants. However, this researcher was mindful that tresdsevahe need
to remain flexible when unexpected yet important themes emerged during thewse
This researcher was guided by the interview protocol, but was not rigithigtess by it.
After all, an interview is a conversation between two thinking individuals about alcentr
phenomenon that is meaningful for both of them as a researcher and a research
participant.

Building Rapport and Collaboration with Research Participants

Collaboration in qualitative research, especially in narrative inquiry, nieatribe
researcher actively involves research participants in the inquiry as itdsii€@leswell,
2008). Collaboration involves negotiating relationships between researcher anchresea
participants in order to minimize the potential gap between the narrative told and the
narrative reported (Clandinin & Connelly, 2000). Noddings (1986) sees the collaborative
research relationship as one equal and caring community that benefitsdaaticher and
participants; hence, equality between participants and researchgoncoéa caring
community, and shared purpose and goals all serve as important factors irsafalicce
research relationship.

In order to develop and build rapport and collaborative research relationshigsewith t

research participants, this researcher explained the research sfuolseptiearly to the
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participants at the beginning of their collaboration; kept them informed of the da
collection process; made sure their voices were heard and valued; and reatehiat
they were equal partners in the research study, not merely passive inforiAatite end
of each interview, this researcher presented each research partgibaanbox of fine
chocolates to show her appreciation of his or her contributions to this reseaych stud
Ethical Issues

In qualitative research, researchers seek to understand a central gri@néom
research participants who may be asked to disclose details of theipkieesces.
Hence, this research process requires a great degree of trust beseaechers and
research participants. Because of this revealing nature in qualiedr@rch, ethical
issues may arise during research processes. Patton (2002) offers amsstiesa
checklist which includes nine areas that need to be considered by qualitaareess
when conducting interviews: explaining research purpose; promises and regjpisicit
assessment; confidentiality; informed consent; data access and opnatsiviewee
mental health; data collection boundaries; and ethical versus legal issues

This researcher clearly and truthfully explained her research purpbserésearch
participants when she made the initial contacts with them by letter to thgiteto
participate in the research study so they had the opportunity to make informeongecisi
about their participation.

This researcher pointed out to them that their participation in the researctvetldy

contribute to the well-being of the institution, its faculty, staff, and studentshelp to
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inform and improve educational practices at PMU. And this researcher alsamade
offer of reciprocity to be helpful to their teaching and future researclyipassible way.

This researcher informed the research participants that she would tedaegsary
precaution measures to make sure that there was no risk for them to participate i
research study. To safeguard their confidentiality, this researchdrtoptenceal all
research participants’ true identities by referring them as “@®areh participant,” “the
other research participant,” “a male research participant,” or “a faesdarch
participant.” The conversations between this researcher and the reseacghapss
during the interviews were absolutely confidential. And the audio-taped intsraie
locked away in a safe place and will be destroyed after the study is caimplete

When meeting the research participants individually for a one-on-one intehigew, t
researcher gave them the informed consent forms and asked them to regd #malrsi
names on the forms before she began to conduct the interviews. This resesocher al
explained to the research participants that the interview audio-tapsd e in her
possession and she would be the only one to have access to these tapes.

Since all research participants are tenured or tenure track facultyerseahBPMU,
this researcher did not encounter any mental health problems from themsealiafe
participants were articulate and thoughtful about their answers to all questiomgstdar
interviews. Their involvement by being responsible research partisipastired the
successful completion of this research study.

This researcher observed data collection boundaries by maintaining a profesglona

ethical working relationship with the research participants. This resealsbaespected
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their personal boundaries and did not pry into private information that was not related t
this research study.

The approval of the human subjects research application proposal this researche
submitted to the campus Human Subjects Research Review Committee sigaiatlerd t
research study was both ethical and legal. During the research procaeseaharcher
kept the consul of her doctoral advisor and the campus Human Subjects Research Review
Committee to make sure all aspects and all steps of the research stedythezthical
and legal.

Strategies for Analyzing and Interpreting Data
Transcribing Data

Transcription is the process of converting audiotape recordings made during
interviews into text data (Creswell, 2008), and transcripts are the typedems that
are the main data of interview studies (Bogdan & Biklen, 2007). According torOlive
Serovich, and Mason (2005), there are two main types of transcription, naturalized
transcription and denaturalized transcription. In naturalized transcripuiery, @terance
or nonverbal cue is transcribed in detail and the result is a full and faithfulripinsc
denaturalized transcription, on the other hand, has less to do with transcribing nonverbal
parts; interview noise, such as pause or laughter, is removed, grammagasechrand
the result is a polished and revised transcript (Oliver, Serovich, & Mason, 2005).

This researcher began the process of transcribing data once she had canepleted t
interviews with all research participants. The denaturalized tipisarapproach was

adopted by this researcher, since a polished transcript ensures more mafieptetation
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of the data. A heading was put at the start of each interview and helpexséascher
organize the data; and the heading included the person interviewed, time and site of the
interview, and subtitles that summarized the material covered in each et of
interview (Bogdan & Biklen, 2007). Bogdan and Biklen (2007) also recommend that
enough room be left in the left-hand margin for coding and comments, and long
monologues need to be broken into frequent paragraphs to facilitate coding and
comments. This researcher left enough room in both the left-hand margin andthe rig
hand margin so she could insert codes in the left-hand margin and emerging thémaes i
right-hand margin.
Organizing Data

Once the process of data transcription has been completed, researchers need to
organize the data before they code and analyze it. Data organizatiocas icrit
gualitative research not only because of the large amount of information gathengd duri
a study (Creswell, 2008), but also because of the direction it can give tachess
post-fieldwork efforts (Bogdan & Biklen, 2007). Creswell recommends thearesers
organize data into file folders by participant, site or location, while BogaamBelen
(2007) mention that most researchers like to file their files chronolbgiclhis
researcher organized and filed her data into folders by participant so thatkhkezp
track of all the data collected from different individual research paaints. Before she
began to code and analyze the data, this researcher made clean copies oftalktie da

kept these copies as the originals for future reference.
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Coding Data

Data analysis in qualitative research is the process of syst@iyagarching and
arranging interview transcripts, field notes and other materials thableawe
accumulated to enable researchers to come up with findings (Bogdan &,BRQ@7). A
preliminary exploratory analysis requires researchers to obtain eafjseese of the data
by reading the transcripts in their entirety several times and writingogieontaining
ideas, concepts and hunches during the readings of the transcripts (Creswell, 2008)

Further process of data analysis in qualitative research begins whechersestart
to code data (Creswell, 2008). Creswell defines coding as the process of sagaraht
labeling text to form descriptions and broad themes in the data; and codes are é&bels us
to describe a segment of text. He further states that the objective oflthg pmcess is
to make sense out of text data, divide it into text segments, label the segntiectsdes,
and collapse these codes into broad themes.

Bogdan and Biklen (2007) explain that it takes several steps to develop a coding
system: researchers first need to comb through data for regularittesngahnd topics
covered in their data, then write down words and phrases to represent these topics and
patterns; these words and phrases will become coding categories that parmadas of
sorting the descriptive data researchers have collected.

Before starting to code the data, this researcher read each transaiighti ahigh
several times in order to get a clear sense of the data and to see whetirefimmary
ideas and concepts emerged. Then, this researcher began to code eagbt transcri

individually by consulting Bogdan and Biklen’s (2007) list of coding categories for
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sorting and analyzing descriptive data in qualitative research. Thef teding
categories includes setting/context codes pertaining to the generaiatifln on setting
and topic, definition of the situation codes, codes for perspectives held by sulgéess, c
for subjects’ ways of thinking about people and objects, process codes identifying
sequences of events and changes over time, activity codes, event coegy, sbdes,
relationship and social structure codes, and narrative codes describing¢heesrwith
which informants choose to tell their stories.

Bogdan and Biklen’s (2007) list was helpful for this researcher, but itrd il
not exhaust all possible coding categories. This researcher developed manyai he
coding categories as she made progress with her data coding. Once haylagetbm
coding all interview transcripts, this researcher made a list and edsgeh coding
category a number, and this list served as a glossary when she entelagd the
interpretation stage.

In sum, this researcher began the data coding process by initiallygr&daoiugh the
transcripts, dividing the transcripts into segments, labeling the segm#ntOvio 15
codes, removing overlapping and redundant codes, then collapsing the codes into 3 to 5
themes for each part of the interview protocol that the research partidipandsscussed
most frequently and had the most evidence of support, since it was best to write a
gualitative report providing detailed information about a few themes rather thamalgene
information about many themes (Creswell, 2008). During the coding processnfreque
notes writing proved to be very useful in sorting out the themes as well as in hkeging t

researcher organize the writing of her report.
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Describing and Developing Themes from Data

In order to answer major research questions and form an in-depth understanding of
the central phenomenon, researchers need to describe and develop themes fr@an the dat
through description and thematic development (Creswell, 2008). Creswell offers sound
advice on how to analyze qualitative data to form answers to research quitsbagh
description and thematic development. In his opinion, developing details through
description is important, because researchers need to analyze datd saumncals to
build a portrait of individuals or events, and detailed description can transportteader
research site and help him or her to visualize people and understand the central
phenomenon that is being analyzed.

Themes are similar codes aggregated together to form a major idea in theedataba
and they form a core element in qualitative data analysis (Creswell, 20@&wellr
identifies four types of themes: ordinary themes that a researchetstqfod during a
study, unexpected themes, hard-to-classify themes, and major and minor themes.

Creswell (2008) suggests that researchers can add rigor and insight tedtaeahre
study by layering or interconnecting themes during qualitative datasaaklte explains
that layering themes builds on the idea of major and minor themes but organizes the
themes into layers from basic elementary themes to more sophisticateg ones b
subsuming minor themes within major themes and including major themes within
broader themes; thus, the entire analysis becomes more and more complearakeEes

work upward toward broader and broader levels of abstraction. The other thematic
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analysis approach researchers use is to interconnect themes in order tcadisplay
chronology or sequence of events during data analysis (Creswell, 2008).

To answer the research questions and obtain a deeper understanding of the central
phenomenon in the study, this researcher first created the context in whiehttiad¢ c
phenomenon occurred by describing in detail the backgrounds and life experienees of th
research participants involved in the research study. To create ac@adsauthentic
context, this researcher also used many facts and quotes directih&aata source as
well as action verbs and movement-oriented modifiers and adjectives to alloradee
to enter into the situation and thoughts of the people represented in the report (Patton,
2002). However, this researcher was also mindful about the use of description, since
endless description could become its own muddle (Patton, 2002), especially when the
research participants in this study demonstrated such analytical emogpat dissecting
their professional experiences and academic lives with sharp observations aht thoug
provoking reflections. The frequent use of the facts and quotes directly fromithese s
different data sources was in itself an act of triangulation.

For thematic development, this researcher applied the application oidaypemes
and interconnecting themes to add rigor and insight to the research study. To convey the
complexity of the central phenomenon in the study, this researcher provided viewpoints
from six different research participants and data sources as evidenog single theme
(Creswell, 2008). This researcher also analyzed the data for contrary euidaindid

not support the themes and provided contradictory information about them, since contrary
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evidence also added complexity to central phenomenon in research study [[Creswe
2008).

Reporting Findings

After researchers have coded and analyzed data for themes, they need to report
findings to their research questions. The primary form for reporting findings in
gualitative research is a narrative discussion in the form of written gasssaghich
researchers summarize in detail the findings from their data analyssygl, 2008).

When writing the narrative discussion to report findings, this researcher fllowe
Creswell’'s (2008) advice by including dialogues that provided support for thereés; us
metaphors, analogies, and quotes from interview data to capture feelioggensmand
ways the research participants talked about their experiences; wrotaiimdeut an
individual, event or activity when necessary; and emphasized multiple perspecti
contrary evidence, and tension and contradictions in the research partidipdinidual
experiences with the hope to produce a complex yet substantive written reyeorbba
the data analysis.
Interpreting Findings

Qualitative research is interpretive research (Creswell, 2008), andetd&gor
involves explaining and framing ideas in relation to theory, other scholarship, astion, a
well as showing why the findings are important and making them understandable
(Bogdan & Biklen, 2007). Denzin and Lincoln (2005) concur that qualitative resesarch i
endlessly creative and interpretive, and qualitative interpretationsrstucted. They

further explain that the researcher first creates a field texistiogsof field notes and
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documents from the field; then the researcher-as-interpreter moves fsaextto a
research text of notes and interpretations based on the field text; and ttaghertrie-
created as an interpretive document that contains the researcher'ssaattemake sense
of what he or she has learned.

Interpretation is often found in a final section of a study under headings such as
“Discussion”, “Conclusion”, “Interpretations”, or “Implications” (Creswe&lD08).
According to Creswell, this section should include a review of major findings and how
research questions have been answered, researcher’s personansfédaut the
meanings of the data, personal views compared to or contrasted with therétera
limitations of the study, and suggestions for future research.

Since the interpretation of data involves framing ideas in relation to theorgea(Bo
& Biklen, 2007), this researcher interpreted her data for this resedadshasound
Boyer’s (1990) definitions of the four functions of scholarship and Wilber’s (1998)
model as a framework for organizational change with the aim to understantptiog
and explicit implications of organizational culture on the roles of professoriat

This researcher began her interpretation of the data by first providing an ovarview
the findings and addressed briefly how research questions were answexetl fraet of
the four sections of the interview protocol. The purpose of this passage wasptamec
summarize the major findings after the detailed description and themegqsasad been
completed.

This researcher was very cautious about her personal reflections on the snefaning

the data, since social values, world views, and different theoretical pérspect
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researchers hold shape how they approach, interpret and make sense of thegdata (B
& Biklen, 2007). This researcher strove to let the facts, her insight, and hertodsér
objective guide her interpretation and reflection of the data.

This researcher interpreted the data against the background of reldies! and
literature to see how her findings would support or contrast with previousaieseal
the views expressed in related literature. This researcher also offidnedest
assessment of the limitations of her research study and suggestions for fetarehres
Validating Findings for Accuracy and Credibility

Validating findings means that researchers determine the acemchcyedibility of
their findings through specific strategies (Creswell, 2008). To ensureaag@and
credibility of the study, this researcher collected data from multgsearch participants
about the same research questions; these multiple research particijgmatsratiltiple
perspectives and multiple interpretations of their life experiencesth&t b fuller
understanding of the central phenomenon in the research study.

Another primary strategy to ensure accuracy and credibility in givaitasearch is
conducting an external audit. External audit is the process in which a resaaicher
hires a person outside the project to conduct a thorough review of the study and report
back in writing the strengths and weaknesses of the research study (C 230).
Although this researcher did not hire a person outside the project to do an exteral
her doctoral advisor and her dissertation committee members essentialtynee

function of the external auditor. They have and will continue to review all taspiethe
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research and let her know the strengths and weaknesses of the resegyeimdtatier
help and guidance for improvement.

Limitations

Qualitative researchers suggest limitations and weaknesses in thes,sdndithese
limitations may address problems in data collection, unanswered questiosgedrgine
participants, or better selection of informants or sites for their studiesN€lte2008).

For this research study, this researcher interviewed six tenured or teckifaculty
of color at PMU; therefore, instead of a large scale national survey, thasateséudy
focused only on the experiences of faculty of color at PMU pursuing the fourdiuscti
scholarship and the teaching and learning of intercultural competence.

Secondly, because of faculty of color population issues in the academy, faculty of
color from different racial and ethnic backgrounds were grouped together as a subgroup
for this research study. As such, the sample for this research study daobesity in
representing different racial and ethnic groups in the academy; and the nuangadl cult
traits of the racially and ethnically different groups may have been ovedook

Thirdly, qualitative research is interpretive research and reséangesonal views
can never be kept separate from interpretations (Creswell, 2008). To avoid bias in he
study, this researcher strove to be mindful about how she interpreted the findings a
how her social values, world views, and theoretical perspectives influenced her

interpretation of the data.
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The Positionality of the Researcher

The teaching and learning of intercultural competence is of great intatest a
importance for me both personally as well as professionally. My lived experizness
Asian American inform me of the need of the teaching and learning of inteetul
competence in an increasingly integrated society; and my teachingemqasras a
faculty of color convince me of the power of the teaching and learning of intestult
competence in an increasingly complex world. This inquiry is built upon my past
teaching and research and will serve as an extension of my continuing gaplofahe

four functions of scholarship in teaching and learning of intercultural competence.
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CHAPTER FOUR
FINDINGS
This chapter is organized according to the results from the data collected and the
themes emerged from the data analysis in relationship to the two researabngubsti
have guided this study: (a) What are the experiences of faculty of coloiripubsuit of
the scholarship of discovery, the scholarship of integration, the scholarship of
engagement, and the scholarship of teaching in American higher education omstRuti
(b) How do faculty of color purposefully incorporate the teaching and learning of
intercultural competence into their scholarship of discovery, scholarship gifatita,
scholarship of engagement, and scholarship of teaching?
To seek answers for these two research questions, a four-part interviegopiot
created with all interview questions developed by using Boyer’s (1990) definitidhs
four functions of scholarship and Wilber's (1998) model as a framework for
organizational change with the purpose to examine the effect of implicit andiexpli
implications of organizational culture on the roles of professoriate. Findinggtieom
data collection and themes that emerged from the data analysis are groefieel tog
under the four separate parts of questions of the interview protocol.
Part One

General Questions regarding research participants’ personal and professional
backgrounds:

e What are the areas of your expertise?
e What is your academic rank?

e How long have you been teaching in higher education?
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e What is your racial and ethnic background?

e Where do you come from? Please share some information about your personal

background and life experience as a person of color.

¢ What influenced your decision to pursue an academic career?

e How have your personal background and life experience informed your belief and

value systems as an academic?

e Why did you decide to participate in this research study?

e What aspects of this research study interest you the most?

Data solicited from above interview questions offer a general composite of the
research participants’ personal and professional backgrounds, their belief and value
systems as academics, and their expectations for this research stusky.siXhhesearch
participants come from three different schools and colleges and represefiesexd
academic disciplines at Pacific Metro University. All six reskegarticipants received
their master’s and doctoral degrees from American higher educationtiosstu And
Among them, three are full professors, two are associate professors, and one is an
assistant professor; and four of the research participants also play lgadaesheither
in their academic units or on campus wide committees. Their affiliation wiifidPa
Metro University ranges from five years to twenty years.

Two of the research participants are male and the other four are femalke ofTthee
six research participants are of Asian decent, and two are of African dacenhe other
one is of Hispanic ethnicity. Although all six research participants aregfobeirn, three

of them left their respective birth countries during their early childhoodhagtdo not
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believe the cultures of their birthplaces bear any significant inflsemrcé¢heir belief and
value systems both as individuals and academics. As such, these three research
participants were treated as U. S. born instead of foreign born faculty in this stud
When asked what influenced their decisions to pursue an academic career, the
majority of the research participants stated that they ended up in aadukrause of the
caring and supportive professors who mentored them and encouraged them to pursue the
academic path during their years as graduate students. One reseatigfaptstiated
that
personally for me, at an earlier age, if | had not met the professors who looked like
me, who were interested in the same things, and who could direct me in things | might
be interested in instead of wandering around, that would have changed a lot. Asiitis, |
am so grateful that | ended up where | did at Berkley and met faculty who did work
within Asian American Studies and who did say that this is important stuff you should
explore.
Another research participant pointed out that he “came away from that with the
importance of mentoring; having people who care about you [and believe] that you
matter, just how that alone can mean the world to someone.” The theme of the
importance of mentoring was repeated again and again throughout alesixemns and
is discussed in detail later in this chapter and in the following chapter as well
All research participants asserted that their personal backgrounds argdiiereces
have informed their belief and value systems as academics. As one resdaniplama

explained eloquently that
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all those things I learned and I struggled with informed my early conscioudness
have done a lot of meditations on those things and understand the experiences of
others who are having similar kinds of experiences if we live in a country like the U.
S. My experiences are not new experiences, but quintessential Amepeaieeses.
So getting the chance to focus on and think about something that is so relevant in this
country has been a joy. |think that it is partly self-serving in one sense, [alsdt'a
representative struggle of many here and abroad.

Antonio (2002) posits that faculty of color are 75% more likely than mainstream
faculty to pursue a position in the academy because they draw a connectieanbittgy
profession and the ability to affect change in society. In their discussion of the
relationship between faculty’s personal and professional situatedness and thei
pedagogical approaches, Clandinin and Connelly (1999) state that faculty’sedenti
past experiences, present minds, and future plans are often manifested in thelnwork.
their research on teacher thinking, Clark and Yinger (1977) conclude that educators’
practices are often the results of the interpretation of their life iexpeis and their sense
making of the world around them. Their research findings are best illustyatied b
statement of another research participant when she revealed that, comifig Wem
working-class first-generation immigrant family”, she had

grown up where there was not necessarily a vocabulary to talk about [raceiam] ra
or | did not know how to understand what was happening. Going to graduate school
and learning a kind of analytical vocabulary and framework to give shape to my

experiences and other people’s experiences make me feel that was sorhathiragt
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important for me to do and to share with students a vocabulary that they can use to
understand these hidden processes.

She feels strongly that
those kinds of experiences of seeing the struggles of my parents and other first-
generation immigrants going through racism and bigotry definitely have shaped m
desires to bring those issues to light because I think people are not talking atmout the
enough.
She believes that what “we are doing in the ivory tower has relevance beyond the ivory
tower”, and she is “not simply working in a vacuum, and that there is an ultimatefgoal
social change and social justice.”
One of the foreign born research participants observed that “[i]Jt became vasnappa
to me that the way American society is structured is not a level playldgafgeople
tend to typically think of as a land of opportunity and everybody can make it.” She
continued by stating that
in some curious ways, | would have advantages that African-Americans would not
have. That was very obvious to me. Being an outsider, the dominant society was
willing to engage with me in a way that was very different from what andtheyv
would be willing to engage with their own native minority and under represented
populations. And | say that being very concise of the advantages | have been afforded
that they do not have. Part of my work as an academic is to understand what is

happening and why it happens that way.
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Each of the research participants gave a couple of reasons for his otitigapan
in this research study. Some of them said that they wanted to give back and see it a
requisite of their job. Some wanted to take this opportunity to reflect upon the four
functions of scholarship, which is something that they usually do not think about. Yet the
common reason for their participation in this research study among most of the
participants is their belief that this kind of qualitative research studiels he®e done
because PMU “as an institution has challenges about working with under repregsented a
first-generation students. We also have challenges of retaining facultypof ¢&o a
research that is trying to understand the factors that contribute to understaeding
experiences, the challenges, and the struggles of faculty of color ig, timpbrtant, and
relevant.” They hope that qualitative research studies such as this willlighieon
some of the experiences we are having at P[M]U” and on “the particular demaiads hi
labor and hidden costs of being a faculty of color.”

One research participant's comment on the term of “person of color” as azsalitic
term instead of a descriptive term both highlights the need as well as undiadines
difficulty of conducting research studies on “faculty of color” when they have to be
grouped under such a problematic term because of population issues. When asked to
elaborate on the term of “person of color” as a politicized term instead stapdire
term, this research participant stated that

[h]low African Americans encounter race and racism is very different from rspanA

Americans do and how they are represented in mainstream media. When | talk about

“people of color” as a politicized term, | think of that as a coalitional urdabrel
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category that recognizes perhaps both the individual experiences of vaaops;gr

but also even within the [same] group, there are different classes, backgrounds,

religious beliefs. It is a just very heterogeneous [term]. There are sodifi@nences

within these so called racial groups. To think about it in an even broader umbrella
term like “people of color”, | feel it is often times animated by a shareonvier

equality in relation to racial injustices. That is what | mean by a poétdierm,

because it is not descriptive in a sense that it really accurately desehheit means

to be African American, or Asian American, or Native American, becausd waval

such different histories.

Besides their desires to have their experiences highlighted and heard seersthre
participants expressed their wish and expectations for institutional charigen asked
what aspects of this study interest them the most, one research partegiedtthat she

would want to particularly know the areas of commonality you found across the

interviews, especially how people talk about their personalized experiences aid how
moves into academia and how it influences the academic life. Because theiompres

is that academia is the elitist institution where people are more lcaitidanore

thoughtful; so the problems we would see in the wider society about inequities, we

would not find it in academia, yet it is very persistent. So | want to know what
explains it. There is a lot of quantitative data, but I think you are doing qualitative
research. So | am interested to see how people talk about their experiences and how

the process gets developed.
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Ultimately, as another research participant pointed out that “[d]Jown the ftlaekd is
something that can be done, or policies and systematic structural chahges thea
developed in response to this research, that will be great!”

In summary, in answering the questions in part one of the interview protocol, the
research participants shared information about their personal and professional
backgrounds, stated their belief and value systems as academics, andheiced
expectations for this research study. All research participantsemst®at their personal
backgrounds and life experiences have greatly informed their belief and ystleims as
academics; and they believe their academic work has relevance t@#renarld and
can bring about social change and social justice in society. They also belteve tha
gualitative research studies such as this one need to be done because PMU as an
institution still has challenges about working with under represented stuaewell as
retaining faculty of color. Besides their desires to have their equers highlighted and
heard, the research participants expressed their wishes and expettatstngtural and
procedural changes at both departmental and institutional levels regarding thiegburs
the four functions of scholarship and the teaching and learning of intercultural
competence at PMU.

Part Two
Questions regarding the research participants’ experiences of pursuing the scholarship
of discovery, the scholarship of integration, the scholarship of engagement, and the

scholarship of teaching:
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e What are your definitions of the scholarship of discovery, the scholarship of

integration, the scholarship of engagement, and the scholarship of teaching?

e Do you think these four functions of scholarship are important?

e If yes, how have your personal background and life experience informed your

conviction?

e What do you do to apply the four functions of scholarship in your academic

pursuits? Would you please give me specific examples?

e How have your personal background and life experience informed your practice

of the four functions of scholarship in your academic pursuits?

e Are the four functions of scholarship valued equally in your organization?

e What are some of the existing polices and practices that either hinder or facilitate

faculty’s pursuit of the four functions of scholarship in your organization?

e How has the organizational culture influenced your practice of the four functions

of scholarship in your academic pursuit?

Questions in part two of the interview protocol are designed to seek answees for th
research question d¥hat are the experiences of faculty of color in their pursuit of the
scholarship of discovery, the scholarship of integration, the scholarship of engagement,
and the scholarship of teaching in American higher education institutidims8ugh data
analysis, the following themes emerged: 1) the lack of familiarity witfeBs (1990)
definitions of the four functions of scholarship among most of the research participants
2) the research participants’ strong commitment to the scholarship of engagechent

students’ moral and affective development; and 3) the privileging of the s¢hiplafs
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discovery and its effect on the research participants’ practice of thufaitions of
scholarship.

The Lack of Familiarity with Boyer’s Definitions of the Four Functions
of Scholarship among Most of the Research Participants

Boyer (1990) defines the scholarship of discovery as the vigorous investigative
research and the pursuit of knowledge and intellectual discovery in the form @frgchol
publications; the scholarship of integration means “making connections across the
disciplines” [by] “placing the specialties in larger context” (p. 18); ttekrship of
engagement means service and engagement to the larger community thetlys dire
linked with faculty’s “special field of knowledge” (p. 22); and Boyer elesdeaching as
the fourth function of scholarship, since teaching ensures the continuity, expansion and
transformation of human knowledge.

Among these six research participants, only two of them demonstrated clear
knowledge of Boyer’'s (1990) definitions of the four functions of scholarship during the
interviews. The other four research participants were all very aw#ne stholarship of
discovery and the scholarship of engagement, yet showed confusion over the definitions
of the scholarship of integration and the scholarship of teaching. One reseacobapért
thought “the scholarship of teaching is about publishing on how | teach”, and another
research participant also stated that “[s]cholarship of teaching isghaibout the
philosophy of teaching and making it into a scholarship.”

The confusion was more profound over the definition of the scholarship of integration.

One research participant believed that “[t|he scholarship of integration, nmotioy, is
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that teaching should not be just teaching activity, publication should not be just
publication activity, and service should not be just service, they have to be overlapping,
each activity informs each other”; while another research participaptysput the
definition of the scholarship of integration as “how we provide a safe environment for
knowledge to be expressed and reinvented.”

The reason for the research participants’ confusion over the definitions of the
scholarship of integration and the scholarship of teaching can be explained &gt the f
that these two functions of the scholarship are less valued and thus less emph#sized at
institutional level; while the scholarship of discovery, as one researactigent pointed
out, carries “the greatest currency” for all tenured or tenure teamthty members. And
all research participants’ affinity to the scholarship of engagement isusthyidriven by
PMU’s commitment to community engagement.

The interesting reality is that, despite this confusion, all six reseatahpaants,
knowingly or unknowingly, are carrying out the four functions of the scholarship
diligently. For example, the research participant who thought “the sdmiplafs
teaching is about publishing on how | teach” has been recognized several tiimes for
excellence in teaching not only by her students but also by the institution. Another
research participant has a profound understanding of the importance of the sghofarshi
integration. He believes that the scholarship of integration “does lead to new kpewled
and | do not think that was recognized as much”; and he further explained his convicti

by stating that
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work that is relevant in business and psychology, they come together, and by

combining them, they are able to do much more work than when they exist

independently in their fields. The integration piece forces interdisciplirsitizat

insights from independent disciplines, when brought together, could shed even greater

light on social issues and problems which we try to solve. So | really value that.

The Research Participants’ Strong Commitment

to the Scholarship of Engagement and Students’ Moral and Affective Development

After conducting analysis on a database developed from the 1995 Faculty Survey
conducted by the Higher Education Research Institute at UCLA, Antonio (20@&3) stat
that, in the area of the scholarship of teaching, faculty of color are mucHiketyehan
their White colleagues to place high importance on the affective, moral,\and ci
development of students, and they are more oriented toward the application of their work
for social change.

The data analysis of this research study supports Antonio’s (2002) statement; and the
research participants expressed their strong commitment to studentishntbedfective
development during the interviews. One of them said that teaching

is getting students to more than learn the academics and understand the concepts, but

to encourage them to bridge from that point to think about how they can be better

citizens and make a difference in the world that they exist in. So for neeri} just

to go to school and get a degree, but what you would do with it and how it would be

useful for you in whatever you choose to do once you are done.

She further explained by stating that
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| think of teaching and the materials | teach not just in terms of the substantive

content, understanding the theoretical and conceptual ideas within a particular

subfield. | also see the way | teach as an opportunity to create good ¢itizens

whenever there is an opportunity for us to have discussions that go beyond just the

theoretical, [but] how it could be applied, how it is used, who would use it and why, to

whose advantage and whose disadvantage.

Another research participant pointed out that, because of his personal background and
life experiences,

there is definitely a conviction for social justice. If all that | do here madduce

scholarship, is to just to write papers that ten people read them in my discipling, tha

an incredible waste of time and not a good use of the opportunity given by academia,

which is [that] you have the potential to connect with so many minds.

One of the female research participants also echoed his desire to connect with
students’ minds by stating that

part of the teaching that | have found very rewarding is the mentorship aspect. So |

feel | have responsibilities to reach out to students who do not feel what they are

studying at school has any relevance to what they experience outside of ddkebl

| have responsibility to make that connection.

Based on the data collected for a triennial national survey of collegey fiactit3

colleges and universities across the country conducted by the Higher EducadarcRes
Institute at UCLA, Antonio, Astin and Cress (2000) find that, in the area of the

scholarship of engagement, the involvement in and commitment to community service of
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faculty of color are higher than those of White faculty in four areas: (a) inmelewith
student groups engaged in service (faculty of color are higher by 13 poin®)pfort
of goals for providing services to the community (10 point difference); (c) conamit
to instilling an ethic of service in students (11point difference); and (d) bedief t
community service should be a graduation requirement (12 point difference).

The data analysis of this research study reveals that all six repadticipants are
strongly committed to the scholarship of engagement. One of the reseaicpgrdas
stated that

[wlhen | was a GA, P[M]U was going through service learning. | gdtyrenmersed

into it, having conversations about community-based learning. It was not a really

strange thing for me, | was totally socialized into it. All my teachirggtbdave some
community engagement component. | grew up at P[M]U, P[M]U has trained me well
in doing these things [of scholarship of engagement].

The following two examples represent the research participants’ agplicathe
scholarship of engagement in their academic work and demonstrate how the Bigholars
of engagement can help the academy “become a more vigorous partner indinéosear
answers to our most pressing social, civic, economic, and moral problems” (Boyer, 1996,
p. 18). One of the research participants described her collaboration with the city of
Portland by explaining that

| also work with the city of Portland. For two and a half years, they wereogeveg!

mandatory training for the managers [of the city of Portland]. | was hyréaebcity

of Portland to develop this curriculum to train the managers for cultural campete
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is called Culturally Competent Managing Training. We had five modules, eadf one
them was four hours. The city of Portland recruited about 20 people who were
volunteers to become cultural competence trainers. They are a mixture otyninori
people and White people, some are gays and some are not. We tried to train these
people so they could teach the curriculum we developed. The manual had a lot of
exercises and the learning came from the interaction. The traineyshaHtio
understand the concept so we co-taught and did the training together. That is how we
trained the managers because | did not feel comfortable to just give them the manual
and say my job is done. ltis really commendable on the part of the city of Portland,
yet the outcome is still difficult to assess. The symbolic message of thistorgnda
training is important.
Another research participant works with local high schools with the aim tosacrea
high school students’ access to higher education. He stated that
One of my projects is | work in high schools. |teach at the high schools. | try to
connect the universities, high schools, and middle schools. | have taught a class at
high school for a number of years for lots of reasons. It keeps you current and humble
because what works at the universities does not necessarily work in high schimols wit
high school students. So you have to innovate in your teaching, because they are
much less forgiving of you giving them lecturing. But also it is to understand the
challenges that students at that level face and what they bring with thieen to t
university. So part of what | am trying to do is, within my own scholarship, to make

conceptual bridge between those two institutions. But now | am working with a range
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of high schools. We have five high schools in the city. We have a project, a program
that teaches the first-year hygienic program at those high schools. &stheange
of activities to really bridge the culture of those two institutions, the wityeand the
high school. | am meeting with someone at St. Helens, they have a middle school and
they want to do something, because 18% of their adults ever go to college. Tlsere are
lot of places within the region where the access to education is really not 8eere
try to figure out where access is limited and to create opportunities and create
collaborations to increase access to higher education.
The Privileging of the Scholarship of Discovery and its Effect
on the Research Participants’ Practice of the Four Functions of Scholarship
Promotion and tenure are opportunities to advance through the academic ranks and are
often considered as indicators of career success in academe (Laden & Hagedorn, 2000)
Yet for almost a century, the scholarship of discovery has always been theyprima
criterion for faculty’s promotion and tenure in American higher educatiortutistis.
As in almost all higher education institutions across the nation, the culture aégingil
the scholarship of discovery over the other three functions is also the norm at PMU.
When asked whether the four functions of scholarship are valued equally at PMU, a
unanimous “No” was given by all research participants. One researclipaautticluntly
pointed out that “[t]hey are definitely valued, but not necessarily valued equally. |
have to rank them, the scholarship of discovery is the main goal for tenure track facult
then scholarship of integration, then scholarship of teaching, then scholarship of

engagement.”
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What is more alarming is the monetary value associated with the privitg#ding
scholarship of discovery. Another research participant put it this way byggagin

the scholarship of discovery is more profitable, and teaching, too. The community is

our laboratory [because of what we do], so scholarships of engagement and integration

are also important, yet they are less profitable. [When | say the sthptaof

discovery and teaching are profitable, | mean] you can get grant moneydoeaxglv

knowledge and discovery. If you get money, | get to hire more adjunct faculty and

then we have more classes and sections, and more students come through the system.

As a consequence, a dichotomy has developed between the long cherished
institutional tradition of community engagement and the dire need to publish in order not
to “perish.” One research participant explained this dichotomy in greay dg stating
that

[w]ith respect to pursuing those four [functions of scholarship], there are a couple of

forces that are operating, and they are both present and strongly feltratitéon.

On one hand, you have this hyper-privileging of the scholarship of discovery, of

publishing. On the other hand, you also have this great concern for the scholarship of

engagement and the scholarship of teaching and learning; and there is [aBs0] som

focus on the scholarship of integration in the interdisciplinary area.

To solve this dilemma, all research participants strive to convert their stinolaf
engagement into the scholarship of discovery, if their scholarship of engagement
publishable material. The research participant who grew up at PMU ampdetely

committed to her pursuit of the scholarship of engagement is clearly datre t
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[t]he activity of the scholarship of discovery is definitely valued the most. But once

the activities of integration, engagement and teaching are turned into the traditiona

scholarship, meaning journals and books, then it is valued. For me, | have to be very
conscious about that, making sure that the engagement and self-supporting activity do
not stay just as activity, but [are] turned into a traditionally recognizealaship.

The institutional culture of privileging the scholarship of discovery has $frong
influenced all research participants’ practice of the four functions of sshgda One
research participant reflected on her awakening to this institutionatebly stating that

[tlhey put so much emphasis on publication and paper presentation in conferences, so

| become more selective about what kind of conference and project | should start. At

the beginning of my career here, when a school teacher approached me forga writi

test for third-graders, | would spent hours to make one, but it did not turn out to be a

publishable material. Later on, | became more savvy and would refer them to

somebody else.

Another research participant also voiced her conformity to the institutionalecotur
stating that

[the institutional culture] has had a serious influence because | take oy icye

indication from what the institution requires of me. In terms of being promoted, | do

have to pay attention and respond appropriately because that is how | am evaluated.

From a professional level, | have been very much guided by that. | do attempt to find

spaces to do some of the teaching and building citizens; and | think the admamistrati

appreciates it, but does not yet have a system to evaluate and reward it.
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A male research participant agonized over the pull of the four functions of scholarship
by stating that
| would say the organization’s ethos has not been very supportive in that way. | think
| along with lots of other faculty have valued those other components and have gone
after them. Sometimes it works, we were able to get publications in the pr&cdss
sometimes it does not and it gets in the way of getting as many publicatdesnasd
appropriate. So it has been at great cost in some ways.
In summary, data analysis of the research questions in part two of the interview
protocol reveals that, despite the fact that all research participac@gniag out the
four functions of scholarship diligently, most of them had confusion over the definitions
of the scholarship of integration and the scholarship of teaching because these tw
functions of the scholarship are less valued and thus less emphasized at themastitut
level. The data analysis also reveals that all six research partscgra strongly
committed to the scholarship of engagement by partnering with the commanitsede
of the campus and to students’ moral, civic, and affective development by énmghas
the importance of good citizenry in their teaching. The data analysisdlsates that
the culture of privileging the scholarship of discovery over the other threednsct
scholarship is strongly present at PMU; and this institutional culture hasncdideall
research participants’ practice of the four functions of scholarship aretifdrem to
invest their time and energy heavily on the scholarship of discovery in order teerecei

promotion and tenure.
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Part Three

Questions regarding the research participants’ experiences of teaching fauiteal

competence:

What is your definition of intercultural competence?

In your opinion, what skills, knowledge, and abilities an interculturally competent
individual should possess?

Do you think you are an interculturally competent individual and scholar?
Please explain.

Do you believe that teaching intercultural competence is one of the most urgent
tasks facing higher education in today’s world?

If you do, how have your personal background and life experience informed your
conviction?

How do you teach and prepare your students for intercultural competence?
Would you please give me an example of your best practice in teaching
intercultural competence?

How have your beliefs and values informed your teaching of intercultural
competence?

Does the teaching and learning of intercultural competence feature prominently
in your organization?

If it does, how does your organization define intercultural competence?

How does the organizational culture influence the teaching and leaning of

intercultural competence in your organization?
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e Is the teaching of intercultural competence rewarded during the tenure and

promotion process in your organization?

Questions in part three of the interview protocol are designed to seek answers for the
research question éfow do faculty of color purposefully incorporate the teaching and
learning of intercultural competence into their scholarship of discovery, scholarship of
integration, scholarship of engagement, and scholarship of teachiihg@ugh data
analysis, the following themes emerged: 1) research participants stouieg
interculturally competent individuals and scholars; 2) supportive organizatiohaiecul
for the teaching and learning of intercultural competence; 3) researidipaats
strongly committed to the teaching and learning of intercultural competand 4) the
lack of formal criteria of evaluating and rewarding the teaching of interallt
competence.

Research Participants Striving
to Be Interculturally Competent Individuals and Scholars

Intercultural competence can be defined as the understanding of one’s own cultural
conditioning that affects personal beliefs, values and attitudes; knowledge of t
worldviews of culturally different individuals and groups; and the ability to ukerally
appropriate communication skills (Sue et al., 1982) to interpret, relate, intexhetpek
effectively with people who are from different cultural groups in both domestic and
international environments.

To be able to teach for intercultural competence among students, faculty of ustor m

be interculturally knowledgeable citizens and scholars themselves. Thelktted for
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this research study suggest that all research participants place higramaparh both
the concept and the teaching of intercultural competence. Clearly they haae a de
understanding of what constitutes intercultural competence with one repaaticipant
explaining that

[iintercultural competence is having a set of skills, awareness, attribatks
dispositions to understand and work and collaborate with people who do not
necessarily share your perspective, do not share your experiences, and danot shar
your points of view; [and] those differences, rather than being a liability,llgotnal
up being an asset to your interaction in your collaboration.
Another research participant added that
[intercultural competence] is the ability to be able to value other cultures and
differences between different cultures, and also the ability to objectnelyze
culturally diverse situations and identify any sources that causing cemfticting out
of different cultures. And it is also the ability to use multiple approaches and
strategies to maintain harmony and solve conflicting situations.
In addition, most of the research participants believe that intercultural campetiso
includes the ability to understand issues related with gender, class, sesmiztam,
homelessness, and people with metal iliness.
All research participants believe that teaching intercultural comgeete one of the
most urgent tasks facing higher education in today’s world. One of the research

participants who heads an academic unit pointed out that
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part of [the reason] is that we are not as monolithic as we used to be. If you are

interested in properly training, recruiting, and retaining people from multijteres,

you have to make an active effort to include intercultural competence in higher

education for staff, faculty and students.

Another research participant who heads a different academic unit statiechgi@bg that

| do think [it is important], especially for higher education. As we have an

increasingly integrated global environment and increasing problems of htvareo s

the resources we have, it is most important that people who are most skilledsin term

of academic skills and professional skills should have intercultural competeace a

fundamental part of their training. It makes for a more peaceful world,ld afor

great understanding!

The research participants’ conviction of the importance of teaching intercultura
competence in higher education is informed and reinforced by their personal backgrounds
and life experiences. One research participant stated that

as a graduate student, [I had] contact with people from very different cudnaes

people whose languages | could not speak, and whose countries went into civil war

and were in conflict with each other. Meeting people on a very personal levehtakes

conflict or problem that seems global and insolvable and puts you in human contact in

a way that transcends the idea that people are fundamentally different. Nzaitreza

things we worry about, our families, our children, our parents and housing and so on,

we are so similar on a basic level. It becomes incomprehensible why we have so
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many conflicts. The flip side is that if we knew each other better, if we had
opportunities for more contact, we would have less conflict.

Another research participant shared his conviction by stating that
| think the experience of being “Othered” and discriminated against, feelipgime
of it for yourself and for those you care about and when you see other people
experience discrimination on the basis of something that is completely uncdholla
the basis of some social category that this belongs to, you feel a passion ofiomotiva
For at the very least, [you] want to understand it. But more importantly [you] avant t
be an ally or to be in the struggle and in the fight against discrimination, oppression,
and inequality.

A female research participant even suggested that
in some cases | would redefine the term itself to talk about inter-racmetence. |
make the distinction between cultural and racial because discussions about culture
sometimes actually sidestep the question of race. It is easier to talk abamet, cu
because then you are just talking about different rituals, or different wageiofy, or
different religious practices without thinking about the ways we talk about those
things are shaped by our understandings of race. | also think that by not talking about
race, then we do not talk about the problems of racism. [Then a problem can be
construed as only] a cultural misunderstanding as opposed to an example of racism.
All research participants are acutely aware that the acquisition ofiitueat

competence is a continuous learning process and becoming interculturally campete
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individuals and scholars requires constant efforts and work. One researdpardrtic
stated eloquently that

what we are talking about is very dynamic because the issues arenghangigroups
are changing, the constructs are changing, our sensibilities aggrdna®o we must
always be in the becoming. So | think it requires certain amount of vigilance and
paying attention to who | am and what is happening to the world around me once
changing and not letting go of that vigilance. In as much as | make it acpract |
can keep up my vigilance, then yes. But recognizing that | am not alwayslastvigi
as | should be, and | am always finding out ways in which | can be more vigilant.
Another research participant shared the same belief by stating that
maybe | am interculturally competent, but it is how | continue to seek being
interculturally competent that really matters. Things change, etbmweur own
cultures, things change. Culture is very dynamic and not stagnant. You do have to
make a constant effort to keep up.
One of the female research participants also realized that
[i]t takes a lot of humility, willingness to be wrong and openness and not afraioko |
foolish. But I think | can talk about issues, given my background and what | have
been doing in terms of training. | feel | can talk about a broad range of issues
somewhat competently. | am aspired to be interculturally competent.
Supportive Organizational Culture

for the Teaching and Learning of Intercultural Competence
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Supportive organizational culture in higher education institutions means building
teaching and learning communities based on relationships characterizestpsupport,
encouragement and mutual respect among people at all levels of the institution; and
teaching and learning can only flourish in such an environment where thoughts and
exchange of ideas can be freely expressed. All research participnssstudy stated
that their academic units have been very open to new ideas and very supportive of their
teaching of intercultural competence and other diversity related contentriodheses.
And this open and supportive organizational culture has given them the freedom to
pursue their academic interests; and their teaching and other acadéentiesaat PMU
have been positively enhanced by this supportive organizational culture. One research
participant contended that
[w]e have a lot of freedom in how we teach our courses. | do not have anybody
monitoring my syllabus to make sure | do it in this particular way. It givaessesise
of independence and trust that we know what we are doing with respect to what we are
teaching. There is a lot of support in that respect.
Another research participant pointed out that
[w]e as an academic unit tries to embrace those notions, encourages tlye facult
members to be inclusive and address intercultural competence. One of our faculty
members led this effort advocating that we need to have a specialization feitgiver
management. It is good that people are taking initiatives.

A male research participant also stated that
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| do not think | have encountered any obstacles to the teaching of intercultural

communications or intercultural competence. | think there is encouragements there

receptivity to it. Clearly the need is there. Let’s say if | want to dgvalnew course

on the impact of classism on [something], | think people will be very supportive, |

think my department will be supportive. | find ways to cross list it and so on so forth.
| think there is great openness at the university to develop that competency iégaculti
provide the initiative and the energy behind it.

Despite the organizational openness and receptivity to diversity relatedatogitse
supportive organizational culture for the teaching and learning of interdultura
competence at PMU, data analysis also reveals that the actual implemeoitéhe
teaching of intercultural competence is completely left to each individoalty to
interpret and execute in his or her courses without any organized effort to prohote a
endorse it at the departmental level or at the institutional level. Onedlepaaticipant
stated that

[w]e talk about it, but | am not sure it has really internalized in everybodyhitea

Also there are different ideas of what constitutes intercultural comgesentc

diversity. We never had those discussions, it is a politically correct gung

everybody espouses it.

She continued by stating that
the culture is a little bit passive. For example, right now the sustainabiétpig

scholarly agenda for the university and for whatever we do. There is afyurgler
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culture that pushes people to actively do something that is related to sustainability
do not see that kind of energy behind the intercultural competence.

Another research participant related the situation at her departmentity gtat

[a]t the department level, [the support] is obvious... [and we are] intercultural

communication friendly. But it is more like language and literature. Wewaye,

but culture is being put in the back corner. [S]o | am not sure if intercultural

competence receives prominent attention. Intercultural communication and

competence do not get as much attention as they should be within the department.
Research Participants Strongly Committed to
the Teaching and Learning of Intercultural Competence

While conducting his research on the relationship between intercultural expgrienc
and the interdisciplinary work of university faculty, Vincenti (2001) concludeghieat
literature review shows substantive overlap between the benefits of inteatcultur
experiences and qualities needed for intercultural effectiveness amtisicifgmary
work.

All six research participants in this study speak two or three languadjbs\ze had
experiences of living in other cultures. Their personal backgrounds and liféeexpsr
have informed them of the importance of the teaching and learning of intercultural
competence. They are strongly committed to the teaching and learning of tatatcul
competence in their pursuit of the four functions of scholarship. In their pursuit of the
scholarship of engagement, they often engage the community to solve problésas rela

with minority issues and issues of diversity and social justice with the b@itett
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social change. Because of the pressure to publish on tenured and tenure track facult
they also strive to convert their scholarship of engagement to scholarship of disnover
the form of journal articles and books. Several of the research participantsakis
efforts to move “beyond [their] narrow disciplinary perspectives to work weifleagues
in other disciplines” and engage in “more comprehensive and holistic” research methods

The following examples illustrate how the research participants incarpbeat
scholarships of engagement, discovery, and integration into their scholarship ofgeachin
to teach intercultural competence among their students in their respestiygdiues
whenever they deem appropriate. These examples might provide insights and
inspirations to other faculty who seek to incorporate the teaching of intercultural
competence in their academic pursuits.

One research participant, who is African American, teaches intercutiturpbtence
by laying the ground work for his students. He stated that

[llaying the ground work for me has been a very useful place to start with. The

recognition of how difference has affected your life, how has your differerether

it be your gender, your culture, the place where you come from, how has thegdaffec

your life and how people treat you? Getting students to tap into the consequence of
difference, whether these are positive or negative consequences, just théiogcog

that difference equals positive consequences or negative consequencas, also t

recognition that those differences are not controllable differences [afalhelln

another word, you did not earn your gender, you did not earn your class or your status,

you did not earn where you grew up, yet they have consequences, positive or negative.
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Recognizing that for oneself and recognizing that significance for athene of the
ground principles so that from there you can start talking about the importance of
recognizing everyone’s voice, the importance of everyone counting and everyone
counting equally. 1think you can start talking about equality; but I think it isday
that foundation, because very often in the U. S., it boils down to the Other. Issues of
social justice have to deal with people of color. In this country there is a prigledi
African Americans, so racial and social justice issues tended to be seBlaek a
thing. And I do not think that has been a very useful part of the discussion. So
anything that undermines that is helpful.
Another research participant teaches students intercultural competestadiby

with something that they have already known. She stated that

[i]n terms of preparing them for [the courses] as a pedagogical lessomlli/start
with something that they already know, and then move toward something that they do
not know. For example, stuff that is really easy to start with is stereotyijey
might not say “No” a lot about Asian people, but they have been exposed to popular
culture, and they have seen the same kinds of stereotypes over and over about Asians
or Asian Americans. That gives me traction to move beyond looking at how they have
been represented and then what Asian-Americans say about these rejivaseartd
challenge these representations, and then move to the kind of experiences that are not
represented. Given the popularity of these stereotypes, perhaps it miglouedg

alternative experiences, stories and histories.
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Martha Nussbaum (1997) asserts that narrative imagination is one of th@éuite s
capacities that are essential to the cultivation of humanity necessaepate c
interculturally competent citizens in today’s world; and narrative in&gin refers to
the ability to think what it might be like to be in the shoes of a person different from
oneself, to be an intelligent reader of that person’s story, and understand the emations a
wishes and desires that person might have. The next two examples demonstrate how
some of the research participants try to cultivate their students’ naimtigeation
through the teaching and learning of intercultural competence. One of thehesea
participants shared her way of teaching by stating that
[iIn my classes, when | attempt to explain concepts and provide historical
backgrounds, | encourage the students to assume the identities of the people and the
stakeholders and have them explore to the best of their abilities how theyeahalyz
and how they can imagine somebody else analyzing it. From that perspective, |
encourage students to think not just narrowly in terms of their personal experience, but
cross over and try to imagine what it would be like for somebody else in awliffere
context. For some students, it works really well, but not all students can do that. But
with each time | run the exercise or we have a class discussion, | céuiftsea siow
students build their arguments that leads me to be hopeful that something had.change
Another research participant aimed at the same goal of bringing changgetast
way of thinking from a different angle. She explained that
[t]he diversity in the work place class is more focused on the management sige. | ha

the framework that if you were to create a workplace that is divergatyefly, what



101
are the approaches you need to take? | use that framework to address how we enhanc
the awareness of diversity in the workplace. How do you hire people? How do you
diversify the organization? How do you manage those people? | focus on those tools.
Last year when | taught this class, the final project was that each ormestfidents
had to be a candidate for the chief diversity officer for a public agency, higher
education, or a non-profit organization. We would do a panel interview, they would
give us a statement, and the rest of the class would be interviewers. That would give
them an opportunity to think about what they would do if they were chief diversity
officers.
The Lack of Formal Criteria
for Evaluating and Rewarding the Teaching for Intercultural Competence
The data analysis reveals that currently there is no official definitionies€ultural
competence at the departmental level or at the institutional level. In addither the
institution nor various academic units at PMU have established official&tiver
evaluate or reward the teaching of intercultural competence during thetmyo and
tenure process. One of the research participants who is the head of an academi
stated that “there is no official definition for intercultural competence imrmggnization.
But if you ask every individual faculty, they will come up with one.” Another rekearc
participant who is also the head of an academic unit stated that
[w]e do not know how we define it. If we had a mission statement that talked about
intercultural competence, | could talk to that question. But we currently do not. |

think it is assumed and some of us are doing it, and some of us are doing it in more
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implicit ways, and others are not. | would not be surprised if some of us never had
thought about it and paid no attention to it.

A female research participant explained the confusing state in her académi
regarding the concept of intercultural competence by saying that
| do not know whether we had defined it. We had the mission statement discussion.
We talked about trying to be inclusive and address the social equity issue. | am not
quite sure we as a unit really talked about intercultural competence asegptol
think a lot of people still think intercultural competence basically is sté snd
gender.
Without official criteria to evaluate the teaching of intercultural coemoet, the
rewarding of such an academic activity during the promotion and tenure processebe
impossible. One research participant who is in charge of an academic unitexk tiat
the traditional ways of supporting the intercultural competence is the busineds mode
It is how much money you can bring and how many publications you have produced,
and that you do not hate the students. You rely heavily on external evaluators who use
the same rubric. There are very few places where we can objectively oaunt y
inclusion of intercultural competence in your scholarly activity. Tloeegfnot having
a systematic and standard way of knowing when and how intercultural competence is
included, we have difficulty rewarding it.
Another research participant who heads a different academic unit concutrétishaot
one of the things that we evaluate. | think we’'d appreciate it, but we do not haveah form

way of evaluating or rewarding it.”
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In summary, the data analysis of the research questions in part threentdrthew
protocol reveals that all research participants believe teaching itbeat@ompetence is
one of the most urgent tasks facing higher education in today’s world, a comvicti
informed and reinforced by their personal backgrounds and life experiences. While
striving to be interculturally competent individuals and scholars, all reseatatigzants
acknowledge that the acquisition of intercultural competence is a continuousdearni
process and requires constant efforts and work. The data analysis alstrsti@is
research participants’ respective academic units are very supportive edc¢hang of
intercultural competence and other diversity related academic i@stianhd this open
and supportive organizational culture has given the research participamesettani to
pursue their academic interests. However, the actual implementation aichim¢eof
intercultural competence is entirely left to each individual faculty grpmét and execute
in his or her courses without any organized effort to promote and endorse it at the
departmental or institutional level. The research participants arstatéigly committed
to the teaching and learning of intercultural competence and incorporate their
scholarships of engagement, discovery, and integration into their scholarship ofgeachin
by using different methodologies. Since no official criteria to evaluatee#duohing of
intercultural competence have been established at the departmental oranatitevel,
the rewarding of such an academic activity during the promotion and tenurege®ce

becomes impossible.
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Part Four
Questions regarding organizational climate and research participants’ socialization into
the academy:

e Have you encountered any particular difficulties while being socialized into the
academy as a result of being foreign born?

e What are some of the obstacles you have encountered in your organization while
pursuing the four functions of scholarship and the teaching and learning of
intercultural competence?

e What are some of the support you have received from your organization while
pursuing the four functions of scholarship and the teaching and learning of
intercultural competence?

e What effects do organizational culture and climate have on your pursuit of the
four functions of scholarship and the teaching and learning of intercultural
competence?

e How do mentoring relationships contribute to your academic pursuit?

e Has your pursuit of the four functions of scholarship and the teaching and
learning of intercultural competence contributed positively to your promotion and
tenure? Please explain.

e What are your recommendations for your organization to better support faculty of
color’s pursuit of the four functions of scholarship and the teaching and learning

of intercultural competence?
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Questions in part four of the interview protocol are designed to examine thegffec
implicit and explicit implications of organizational culture on the reseandicipants’
pursuit of the four functions of scholarship and their teaching of the intercultural
competence at PMU. Cress and Hart (2005) assert that “if we want to fully understa
the nature of the academic environment, we must examine the entire complement of
realities” (p. 113). When we attempt to understand faculty of color’s professional
experiences and the challenges they face in the academy, we need to put the
social/psychological and behavioral/procedural dimensions of their reatite
consideration, since these dimensions “are all profoundly interrelated gryg dee
connected, in what look like intrinsically necessary ways” (Wilber, 1998, p. 66). & Dat
collected for the questions in part four of the interview protocol were analyzeiaig
to Wilber’'s (1998) four-dimensional organizational model; and the themes emeeged a
grouped and presented as follows: 1) external institutional processes anegragtic
internal institutional beliefs, values, and attitudes (organizational cuftarais); 3)
internal individual beliefs, values, attitudes, and feelings; and 4) external individua
behaviors; 5) in addition, socialization issues specific to the foreign born facelty
grouped and examined separately.

External Institutional Processes and Practices

When asked to name some of the obstacles they have encountered in their
organizations while pursuing the four functions of scholarship and the teaching and
learning of intercultural competence, the research participants tistevy teaching load,

big class size, and the lack of funding for travel to attend conferences as same of t
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obstacles. Yet the biggest obstacle stemming out of the institutional proaedses
practices appears to be the tenure process and the pressure tenureepestess the
research participants’ academic lives. One research participant edfgistating that

if I am pursuing a trajectory or project on the scholarship of engagememntigfrt

take a lot more time, because | have to form relationships in the communityeslt ta
time to develop relationships, it takes time to develop trust to be able to start doing
research within a community. That time may be two years before | canuftya st
because people can trust me. Two years on the tenure clock may mean not many
articles even if they are setting it up. That means your third reviewscopagou

maybe only have one or two articles, and that is a negative third review. So the tenure
clock, that timeline does not allow faculty reasonably to pursue all those four
functions. It really suggests that, given the time line, arbitrary or nothieiis. If

you want to be successful, you wan to evaluate these four types of scholarship and
determine which of them best conforms with the given timeline. You certainly can
avail yourself to these four functions, but before tenure the time considerslyn r
suggests privileging one type of scholarship over another. If you do not do that, you
are taking a big gamble. 1think that, by the time when | came up for tenudgdl if |

not have 7 or 8 publications, | would not have got tenure, even though | was doing the
work of the university. | did all the assessments, | set up many of therasaess
practices that we currently apply. | spent my first 6 and 7 years ahiversity doing

that. Part of it is the scholarship of discovery. A lot of it is on service, mentorithg, an

assessment. | would not have got any credit for it had | not published 7 or 8 by the
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time when | came up for tenure. So yes and no. You can do the work of the other
[three functions], you can do the work to let knowledge serve the city in terms of
developing city partnerships and projects. But if they do not translate into papers,
journal articles or money, you will not get tenure, and | think that is the reahigt'sT
what we currently have.

Another research participant also stated how the pressure to get tenuredditmgacte
way she carried out her professional duties by saying that

[w]hen | first came as a junior faculty, | was heavily invested in workiogety with

students and mentoring them and giving them advice. It would be drawn to my

attention that if | wanted to move up and get tenure, | had to focus more on my

research and teach a little bit less. Because | had this priority to get theough, t

then | can do things differently. It was somewhat disturbing and discouragimeg), t

because you were so driven on your career path that the very body of people you are

supposed to be in service to get slighted in the process.
Internal Institutional Beliefs, Values, and Attitudes
(Organizational Cultural Norms)

The lack of mentoring relationships with senior faculty is often cited as one of the
major reasons in the attrition of women and faculty of color (Rausch, Ortiz, Dp&thit
Reed, 1989). Many faculty of color reveal that they have received vez\olittio
mentoring from senior faculty colleagues while being socialized into theragade
(Stanley, 2006). Contrary to these findings, all research participants stutishave

contributed their academic success to the generous mentorship they have reaeived fr
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their colleagues. One research participant recalled her experiegroevaig up as an
academic at PMU by stating that

| have had a lot of great mentors. | am fortunate because | went to schaamhdhére
already knew a lot of people in the system. | have a long term relationghia lot
people in this institution and | can capitalize on that and they have supported me in
many different ways. The fact that | landed on this job is because many people
encouraged and helped me to get this job.
Another research participant described her experience of being sociabzeiidt
by stating that
[i]n terms of support from the organization, things like courses off and the adbility t
get funding for research are important at the institutional level. What & mor
important was the mentorship | got that was informal from other colleaguetty mos
females who would help me negotiate and understand the informal culture and what
the expectations were that are never really fully written anywbetenly through
institutional experience you can get that. | was very fortunate to be menyooéteb
colleagues who could cue me in ways that | would not have known.
The third research participant who was foreign born described the support she
received when she came up for tenure by stating that
[m]y mentor taught me what the American academic culture is like. She gave m
models of CV or narrative for my tenure and promotion, and she would check it.
Another colleague is also very supportive. So mentoring is very important for junior

faculty.
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Nieto (2006) observes that, once entering the academy, faculty of color are often
expected to present the “minority viewpoint” in their committee work, and ae oft
overcommitted on service-related projects in their departments and univeesitees
result, their research and academic work may suffer. Several resedicpay@s in this
study also voiced their concerns about being overcommitted to committee work and
being expected to teach time-consuming courses. One research panempadé¢d this
kind of high expectations placed on faculty of color as “hidden labor” and “hidden cost”
by stating that
if there is any ethnic or multicultural committee, you are on that. Youhar®ken
person for that. You are the representative for any kind of committee thatlgemote
deals with the “Other”. You are asked to do that. You are asked to basicalserdgpre
a number of different people. ... We are asked to do invisible extra work, and
sometimes we are singled out because we can fulfill a number of symboliorfisnct
[T]here are a lot of things that come between one and the scholarship of discovery
because of these invisible things such as committee work, emotional handholding [of
students of color who are lost], and the cost of being the representative for people of
all colors. Those things get in the way of scholarship of discovery, which at the end of
the day, tenure track faculty will be judged on.
Another research participant explained why faculty of color do not want to be
perceived as the representatives for all races by stating that
[hlistorically it has always been faculty of color who are seen as thesegpatives of

their groups. That is a very heavy burden to place on someone. | think the other piece
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is that that assumption is part of racism in that you think the experience of ore shoul

speak for the experience of many. One of the aspects of racism iseesipgne in

the undifferentiated fashion, they are all the same. Thirdly, Martin LitihgrJr. has

a famous saying that “the oppression of any person is the oppression of us all”.

Addressing and fixing racism is not just for African-Americans, or Naivericans,

or Latino Americans. It is for all of us. So we all have the responsibilitgdceas

inequalities wherever we see it. Itis not a Black thing, it is not an Asian thirga

human thing. So that is why many faculty of color resist being labeled and being
expected to do that work, because if we do that, then we prevent everyone else from
doing that work, too.

Being expected to teach time-consuming courses is another factor thabpeagize
research participants’ research agenda. One of the research pattisifzet her
experience in this regard by stating that

[w]hen I first arrived, one of the things we have to do as part of our department is to

contribute to the University Studies curriculum. Certain faculty are askeddh in

University Studies, in particularly very time-consuming freshmen inquigu téach

that course for a full year, but you co-teach and there are a lot of nsewtthgther

team members and students you are supposed to mentor. It was recognized as a very

time-consuming thing, and | was asked to teach it. | asked around, none of the other

new faculty had been asked. After | taught it for a year, | took a leabsehee from
here for personal reasons. The other faculty of color was asked to teach it. |1 do not

know what kind of cultural capital was being circulated by having theseutviar |
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faculty of color to teach these courses, while there are a lot of other yourty Yelcal
are all hired at the same time are not asked to teach these courses. Thddenliye
are not asked, either. This is an example of the kind of stuff we are asked to do.
Those are definitely obstacles, because they are so time-consuming and inxdbging
of coordination. That kind of teaching and being asked to perform certain kinds of
things feel like somehow are related to identity as opposed to research orséghola
while other people do not have that kind of expectation.

One of the research participants also recognized the class systemheitmademia
as one of the institutional cultural norms at PMU by stating that
[sJometimes people are oblivious of the fact that there is a classsysttgn
academia. When | was a fixed term faculty [at PMU], | could feel thasvery very
rigid class system within academia, with the tenured professors uprbargenured
professors, fixed terms, and the other academic professional ranks. We talk about
problems of oppression, but it is here. | am concerned that we never really look into
the issue. Each of us may have a different idea, but collectively | don’t thinkwee ha
talked about it.
Internal Individual Beliefs, Values, Attitudes, and Feelings
Jayakumar, Howard, Allen, and Han (2009) point out that feelings of “Otherness” and
experiences of racial and ethnic bias are often identified as majoisftabishape
faculty of color's commitment to higher education. Faculty of color statethba race
and ethnicity influence the reception they receive in the academy (Bower, 20@3). T

often feel voiceless and invisible since their ideas are often easilysdesdue to subtle
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and overt discrimination (Cress & Hart, 2005). For many faculty of color, thei
experiences with their majority colleagues comprise either a major fac their
academic success or a deciding factor for them to leave and move on to another
institution (Stanley, 2006).
While all research participants in this study have contributed theirnaasiéccesses
to the great mentoring relationships they have had with their colleaguedjdhreport
that they have seen other faculty of color leave PMU for reasons related tatredi
identities and the difficult working environment. One of the research partisiptatéd
that
| have mentioned earlier on that a lot of faculty of color have left. Two of thém lef
were from X Department. These two women faculty of color basicallytiely could
not stay here because of the hostility they felt. One was tenure track, theagher
already tenured, and she left still. They are Asian-American womene iBhe
something about how race is understood merely in terms of Black and White conflict.
The fact that they are Asian-American and were experiencing actsisshraas not
treated by the administration as acts of racism, because racism is elilyiloh¢ if it
is understood in these kinds of racialized ways of African American expesienc
They filed grievances and talked about how they were being discrimiagéaust,
nothing was done. So eventually they left. The conflict was animated by the fact tha
they were the few tenure track faculty in that department. Those two \wéastia
colleagues and mentors, well-published, and they were both on the verge of nervous

breakdown, and they left.
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Another research participant also stated that

[h]aving been at P[M]U for fifteen years, | have seen too many faculty of eoter

this institution with high hopes and good promise, and not survive it at the tenure line

when they first go up for promotion and tenure. | am absolutely certain it does not

have anything to do with how competent they are from an academic perspective. |

think it has more to do with the fact that they do not understand the institutional

culture and they do not get adequate support from the institutional culture.

External Individual Behaviors

Chang, Altbach and Lomotey (2005) report that the demands for a meaningful
integration of multicultural perspectives into the curriculum to present a amndye rof
ideas reflecting the diverse social, cultural and economic realities @mi¢an society
have been met with opposition from faculty who favor the traditional curriculum and
from administrators who worry about the costs for the creation of new speaaalkzand
courses. And faculty of color who teach courses with multicultural content and
perspectives often face resistance from White students (Stanley28i08), as
evidenced by student evaluations of courses and teachers (McGowan, 2000; Delgado-
Romero et al., 2007).

While all research participants in this study have reported great opendess a
receptivity from their colleagues and the institution for teaching interalitompetence
and other diversity related topics, some of them have indeed faced resistancehitem W

students and received bad evaluations for teaching such courses. One of the research
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participants who teaches cultural studies and ethnic studies shared hemeergdrie
stating that

[i]f you are talking about race and you are the only person of color in the classroom
that is really incredibly draining. | personally feel sometimes targeted. We study
writers who are of color talking about racism, and | do NOT agree with evglg sin
writer of color. | feel even if | do not agree with them, | am read as their
spokesperson. | am the text in the room that gets interpreted as welk dtageing

to have to feel that you are always on the defensive. If you mention race chisée

you have a personal vendetta or bias that you can not take an intellectual posttion on i

| often say “Never again would | teach about race! | am only going to tieiacfs t

that appear to not have anything to do with race!” It is tiring. And you never know

how the conversation is going to go, and it can go South very quickly. So | just do not

want to teach anything about race. Even if you teach just a part of it. |héach t

course, and we teach some texts about race. My evaluations are like “Rage. Rac

That is ALL we talk about”. So it does not matter, it is already over determined.

Stanley (2006) states that research and scholarship focused on ethnic andurallticul
issues by faculty of color are often considered non-mainstream and are ry® alwa
rewarded in the academy; this practice has put faculty of color at a disadviarttagje
tenure and promotion process wherein mainstream research is often most valued and
rewarded.

Although all research participants in this study have stated that thenaicavork

related with the teaching of intercultural competence and other divegitg thas not
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had any negative effect on their promotion and tenure, some of them do feel that ethnic
and diversity related scholarship is not as valued as other types of scholgrtap b
mainstream colleagues. One research participant pointed out that
[tlhere is a subtle sense that diversity and intercultural competence awgttbé
things minority faculties do and it is not very important. | think that needs to be
looked at and addressed and to see how we can make the intercultural competence into
a mainstream agenda. It feels it is just a lip service now and needs to be taken
seriously. For example, there is a person doing tons of sustainability work, and ther
is a person doing tons of diversity work. And there is a subtle sense that the person
who is doing sustainability work is a better scholar than the person doing the
intercultural competence, because intercultural competence is about-fealyhynd
not a real science, but sustainability is real science.
Socialization Issues Specific to Foreign-born Research Participants
Besides sharing the challenges faced by faculty of color in higher edydateign
born faculty of color also encounter some specific obstacles due to culturahgndge
barriers while being socialized into the academy. The three foreign lsearch
participants in this study have identified the following areas as spebditenges to their
socialization into the academy: a) the transition to American teachirg isjythe
adjustment to writing academic papers the American way; c) difficultymélzing with
mainstream faculty because of cultural barriers; and d) difficulty dingracademic
papers because of language barriers. The above identified specitngbalbre not

common problems among all three foreign born faculty members. Two of them each
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identified one of the four challenges with the third foreign born faculty idemgiyre
other two. While the transition to American teaching style and the adjustmenting wr
academic papers the American way can be accomplished in a fairly short pemoe, of
to overcome both cultural and language barriers will take not only tenacity dut als
longer period of time.
The Transition to American Teaching Style

One of the foreign born research participants described her early teagigngreces
at American higher education setting and her struggle to transition to Aamégching
style by getting students more involved in the teaching and learning process. She
recalled that

[w]hen I first started teaching as a TA, | was much more concise witla¢héhht |

am Japanese. That made it harder psychologically. In Japanese higheoedinsati

instructor will lecture and the students listen. When | was teaching coetioni

class, the expectation was to be more interactive. | could not really diguh®w to

do it, so | would do a lecture. That did not go very well. There is also this fear factor.

When you are lecturing, you can prepare what you are going to lecture, you do not

have to be spontaneous. My biggest fear factor was that | would not understand what

the students were asking [in an interactive classroom setting].

The Adjustment to Writing Academic Papers the American Way
Another foreign born research participant recalled her experiences aingdjos

writing and presenting academic papers the American way by stating that
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[i]t was a cultural difference. The system | came from was asBijiticademic]
system and | had been trained to always acknowledge the work the others have done
before me, and be humbled by it in terms of how | write and how | present my work.
In the introductory part of the paper, you would talk about all the contributions that
had been made before, and then you put a remark that this is my small contrilbution.
took me quite a bit of effort. In the institution where | went in the U. S., | wdg tol
had to start by saying what a brilliant person | am and how this would be cut@g ed
and nobody has done it before, and that is why | am important. It was a shifting of my
sense of self that the way papers are written and the way you present yodoesr
not come from a humble position, rather it comes form a position of authority. That
was a serious adjustment that | had to make and it took me some time in graduate
school to figure it out.

Difficulty of Socializing with Mainstream Faculty Because of Cultural iBasr
The third foreign born research participant revealed that her lack of Ameiltaalc
references often hinders her communication and interaction with her mainstream
colleagues by stating that

[tlhe regular small talk is difficult for me because of my limitation inlisig
comprehension and speaking ability. | don’t know so many things going on in the
media and in my neighborhood, or what’s going on with the football games and
college football games, a lot of regular daily stuff that American pealidabout. |
can see two American faculty members sitting at some school event andetphbg m

talking casually. When | sit down next to them, they stop talking, probably they do
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not know what topic they can share with me. | feel the same way, | do not know what
to talk about with them. Those small things are tough challenges for me.

Difficulty of Writing Academic Papers Because of Language Barriers

This same third foreign born research participant also revealed her difficulty of
writing academic papers in English by stating that

[w]riting a paper is really tough and it takes rigorous editing. Finding snen&ho

can do the rigorous editing is really difficult. And | am a slow writer. fanunate

because my colleague Pat is really a mentor. She is always williredg me with

English editing, no matter when | need it. English is definitely an obstaabeefor

In summary, the data analysis of the research questions in part four oétewnt
protocol, grouped according to Wilber’s (1998) four-dimensional organizational model,
reveals that the biggest obstacle stemming out of the institutional processesctoéespra
appears to be the tenure process and the pressure tenure process exertsearche re
participants’ academic lives. Regarding organizational cultural normsapptdrthe
findings in the literature, all research participants in this study havelgett their
academic success to the generous mentorship they have received fraoligesgues.
However, several research participants voiced their concerns about being onitredm
to committee work and being expected to teach time-consuming courses that may
jeopardize their research agenda. One of the research particigantscalgnized the
class system within the academia as one of the institutional cultural noRiEat
Regarding internal individual beliefs and feelings associated with tledegsional lives,

some research participants reported that they have seen other facaltr ¢dave PMU
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for reasons related with their racial identities and feelings of voicedlsssvhen
confronted with difficult working environment. Regarding external individual
professional behaviors, some research participants reported they have auaeled f
resistance from White students and received bad evaluations for teachsesahwut
race and race related issues. Some of them also feel that ethnic antydetatsid
scholarship is not as valued as other types of scholarship.

The three foreign born research participants in this study have identifigdnsiéon
to American teaching style, the adjustment to writing academic pagefsitarican way,
difficulty of socializing with mainstream faculty because of cultbeariers, and
difficulty of writing academic papers because of language baasespecific challenges
to their socialization into the academy.

Overall Summary of Key Findings

Data collected from the research interviews are organized in a fourpartaw
protocol with the purpose to address the two research questions that have guided this
study: (a) What are the experiences of faculty of color in their pursuit oftb&asship
of discovery, the scholarship of integration, the scholarship of engagement, and the
scholarship of teaching in American higher education institutions? (b) Howultyfat
color purposefully incorporate the teaching and learning of intercultural cengeeinto
their scholarship of discovery, scholarship of integration, scholarship of engagemilent, a
scholarship of teaching? All interview questions are developed by using 8(}&90)

definitions of the four functions of scholarship and Wilber’s (1998) model as a
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framework for organizational change with the purpose to examine the effeqlait
and explicit implications of organizational culture on the roles of professoriat

In answering the questions in part one of the interview protocol, the research
participants shared information about their personal and professional backgrouads, sta
their belief and value systems as academics, and voiced their expectatitis f
research study. All research participants asserted that their gdyaokgrounds and life
experiences have greatly informed their belief and value systemadesvacs; and they
believe their academic work has relevance to the larger world and can bringadialt
change and social justice in society. They also believe that qualitatesrch studies
such as this one need to be done because PMU as an institution still has challenges about
working with under represented students as well as retaining faculty of ca@sideB
their desires to have their experiences highlighted and heard, the resetcgrapts
expressed their wishes and expectations for structural and procedural citdmajbs
departmental and institutional levels regarding the pursuit of the four functions of
scholarship and the teaching and learning of intercultural competence at PMU.

Based on the data collected from questions in part two of the interview protocol
regarding the research participants’ experiences of pursuing the sbilairdiscovery,
the scholarship of integration, the scholarship of engagement, and the scholarship of
teaching, the following themes emerged: 1) the lack of familiarity witheBey1990)
definitions of the four functions of scholarship among most of the research participants
2) the research participants’ strong commitment to the scholarship of engagechent

students’ moral and affective development; and 3) the privileging of the sthplaf
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discovery and its effect on the research participants’ practice of theufoztroins of
scholarship.

Data analysis reveals that, despite the fact that all researchppat8cre carrying
out the four functions of scholarship diligently, most of them had confusion over the
definitions of the scholarship of integration and the scholarship of teaching bdussese t
two functions of the scholarship are less valued and thus less emphasized at the
institutional level. The data analysis also reveals that all six résparticipants are
strongly committed to the scholarship of engagement by partnering witoittunities
outside of the campus and to students’ moral, civic, and affective development by
emphasizing the importance of good citizenry in their teaching. The datziarsdép
indicates that the culture of privileging the scholarship of discovery over thetlotber
functions of scholarship is strongly present at PMU; and this institutional cultsire ha
influenced all research participants’ practice of the four functions of sshgiaand
forced them to invest their time and energy heavily on the scholarship of discovery in
order to receive promotion and tenure.

Based on the data collected from questions in part three of the interview protocol
regarding the research participants’ experiences of teachimgdorultural competence,
the following themes emerged: 1) research participants striving to beuiitdeally
competent individuals and scholars; 2) supportive organizational culture for the geachin
and learning of intercultural competence; 3) research participantsigtoomgmitted to
the teaching and learning of intercultural competence; and 4) the lack of foi@aa of

evaluating and rewarding the teaching for intercultural competence.
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The data analysis reveals that all research participants believiagefac
intercultural competence is one of the most urgent tasks facing higherieducat
today’s world, a conviction informed and reinforced by their personal backgrounds and
life experiences. While striving to be interculturally competent individuals @rmalass,
all research participants acknowledge that the acquisition of inter¢ultumpetence is a
continuous learning process and requires constant efforts and work. The data analysi
also shows that all research participants’ respective academic uniessyasepportive of
the teaching for intercultural competence and other diversity relatddrataactivities;
and this open and supportive organizational culture has given the research partiogants t
freedom to pursue their academic interests. However, the actual impleomeatdhe
teaching for intercultural competence is entirely left to each individwaltly to interpret
and execute in his or her courses without any organized effort to promote and endorse it
at the departmental or institutional level. The research participants @astralsgly
committed to the teaching and learning of intercultural competence and incorpenate t
scholarships of engagement, discovery, and integration into their scholarship ofgeachin
by using different methodologies. Since no official criteria to evaluateedohing of
intercultural competence have been established at the departmental oranatitevel,
the rewarding of such an academic activity during the promotion and tenurega®ce
becomes impossible.

The data analysis of the research questions in part four of the interview protocol,
grouped according to Wilber’'s (1998) four-dimensional organizational model with the

purpose to examine the effect of implicit and explicit implications of orgaonzdt
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culture on the research participants’ pursuit of the four functions of scholarship and thei
teaching for intercultural competence, reveals that the biggest obstiEriming out of
the institutional processes and practices appears to be the tenure procespiassine
tenure process exerts on the research participants’ academic ligadiRg
organizational cultural norms, contrary to the findings in the literature, alres
participants in this study have contributed their academic success to theugener
mentorship they have received from their colleagues. However, seszaltaie
participants voiced their concerns about being overcommitted to committee work and
being expected to teach time-consuming courses that may jeopardizesi@icine
agenda. One of the research participants also recognized the classvgitsieihe
academia as one of the institutional cultural norms at PMU. Regardingginter
individual beliefs and feelings associated with their professional lives, ss®arch
participants reported that they have seen other faculty of color leave PMta$ons
related with their racial identities and feelings of voiceless whenaefi with difficult
working environment. Regarding external individual professional behaviors, some
research participants reported they have indeed faced resistance frarsivents and
received bad evaluations for teaching courses about race and rackisslats. Some of
them also feel that ethnic and diversity related scholarship is not as valhtberaiypes
of scholarship by their mainstream colleagues.

In addition, the three foreign born research participants in this study haviadenti
the transition to American teaching style, the adjustment to writing acagepers the

American way, difficulty of socializing with mainstream faculty beeaofcultural
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barriers, and difficulty of writing academic papers because of languatgerbas

specific challenges to their socialization into the academy.
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CHAPTER FIVE
DISCUSSION OF THE FINDINGS
AND SUGGESTIONS FOR INSTITUTIONAL CHANGE

All six faculty members who patrticipated in this research study aressfigicgtories
at Pacific Metro University. They joined the institution as tenure tracktyatiembers,
survived the institutional culture and the promotion and tenure processes. Five of them
have already got tenure, three of them have been promoted to full professors, and four of
them are serving as leaders in their academic units or on campus wide teas\niltheir
successes are partly due to their own hard work, and partly due to the generous
mentorship they have received from their colleagues and the institution’s supporti
atmosphere. The institutional openness and receptivity towards diversitd relate
academic activities afford them the freedom to pursue their academicistira bear
Nno negative consequences on their promotion or tenure. The institutional tradition of
community engagement only strengthens their commitment to the scholarship of
engagement and students’ moral, affective, and civic development. Their stogess s
demonstrate that Pacific Metro University and its faculty body haveotbe \gill and
generous spirit to nurture their new faculty members and see to it that theyireiadull
potentials as productive academics.

During the interviews, all research participants expressed their degpddo the
institution, their gratitude to their colleagues who have helped them succeetbvbei
for their chosen profession, and their desire to educate students to become capable and

caring citizens of the world. At the same time, they also expressed tepicolecern for
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those faculty of color who were unable to survive the institutional culture and had to opt
to move to other institutions. They also offered many sound suggestions on how to
improve the institutional culture and practices so that the institution itseifculty,
staff, and students together as a teaching and learning community, camgaréngth
to strength.

Wilber (1998) believes that both individuals’ and organizations’ existence and success
fundamentally depend on their extensive networks of relationships; these extensive
networks of relationships are both internal as well as external with gggEblogical
and behavioral/procedural aspects. While external behaviors, processes, ates@aset
observable; internal beliefs, values, attitudes, and feelings can be known yet
unobservable. Thus, by utilizing Wilber's model as the framework for organiziationa
change, this qualitative research study was carried out in order to examine aisthadde
both the observable and unobservable aspects of the institutional culture and tloé effect
their implicit and explicit implications on the research participants’ puouihe four
functions of scholarship and the teaching and learning of intercultural compatence
PMU.

In this chapter, suggestions for institutional change based on the findingsqur@sent
the previous chapter are grouped under the four dimensions of Wilber’'s (1998) model as
the framework for organizational change: 1) suggestions to improve externatimrsak
processes and practices; 2) suggestions to improve institutional cultural naensa(i

institutional beliefs, values, and attitudes); 3) suggestions to improve wokelim
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(internal individual beliefs, values, attitudes, and feelings); and 4) suggestioms twve
campus teaching and learning climate (external individual behaviors).
Suggestions to Improve External Institutional Processes and Practices

“One of the great challenges faced by U.S. institutions of higher learning ..., is the
engagement and full utilization of the population’s talent” (Massachusettsii@sif
Technology, 2010, p.1). A campus with a diverse student body and diverse faculty
promotes positive social and intellectual interactions among people from nliffaceal
and ethnic backgrounds, broadens the range of students’ viewpoints, and creates a
learning environment that is essential to the quality of higher education. Assaaeah
participant pointed out

it is really important to have greater diversity of ideas, opinions, cultural

representations on campus. | think numbers matter. It is really importapbthat

have adequate number of faculty of different cultures, different racial and ethni

backgrounds. | think the students’ diversity also needs to increase becauseyit is

hard to teach the significances of difference. You try to get people to tap imto thei

own difference but also the difference of others around them. So if the others around

them are not sufficiently diverse in experience and ideas and upbringind,notle

a powerful experience. | think the numbers for faculty, students, and staffrreatly

to improve.

In his message to the campus community and the larger community beyond the

campus regarding diversity at PMU, the university president writes that
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diversity is central to the educational experience at P[M]U.... [O]ur stutihts
that the diversity in our classrooms enriches their educational experlfecare
committed, too, to build the diversity of our faculty and staff. Our faculty anfd staf
offer experiences both inside and outside of the classroom that give our students the
knowledge and skills they need to serve a diverse society. The diversity of
backgrounds, experiences, and points of view represented within our campus
community enlivens and deepens classroom discussions and creates a campis climat
where everyone feels welcome.
Because of the significant role diversity plays in students’ educationaiexqeer
higher education institutions should continue their commitment in diversifying thei
faculty, staff, and student bodies as one of the ways to improve their extermatiams
processes and practices. They should also continue to find ways to attract more unde
represented students to campuses and make continuous efforts to recruit and retain
faculty of color by enhancing the working climate of mutual respect anatlyc
nurturing the academic development of faculty of color.
Data analysis of this research study reveals that the biggest ®@lsstaciing from
the institutional processes and practices appears to be the tenure procespiassine
tenure process exerts on the research participants’ academic livesf tbmeesearch
participants suggested radical reform of tenure process to relieve its pressaculty’s
academic lives by stating that
| think we are using the tenure system that was developed a hundred years ago and we

have not kept up with the times and the realities. And the six-year clock is a stupid
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rule. We should be able to say to people that you can take twice the time, you can
choose to take half the time, but you can also choose to have your family and a happy
life [by taking twice the time]. Happy faculty teaches better and dots besearch
without feeling guilty to his family, yet remains loyal to the institution. Yan bave
bench marks [to measure the] progress.
Tenure system reform is a complex issue and the pressure of the six-ykeaasloc
been keenly felt by all research participants in this study. Yet thebteaure practice
that they most wish to reform is the privileging of the scholarship of discovengdbe
promotion and tenure process. At PMU, Boyer’s (1990) four functions of scholarship
have been incorporated into the university’s promotion and tenure guidelines, which
declare that faculty’s scholarly accomplishments can be demonstrateghtlaciivities
of research, teaching, and community outreach. But in practice, facuhglsudyg
activities of teaching and community outreach have not been valued very much, and it is
still the scholarship of discovery that plays a deciding factor in their bewayded with
promotions and tenure.
For higher education institutions to truly and equally value all four functions of
scholarship, it requires a fundamental paradigm shift by having the couragakmfite
the norm and status quo and by having the genuine desire to truly reward the sgholarshi
of engagement, the scholarship of integration, and the scholarship of teachingltring t
promotion and tenure process. As one research participant stated
| think tenure as a practice can be a positive inducement towards faculty building. B

we have defined it in a way to primarily emphasize the scholarship of discowety. S
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think that is the thing that we really need to look at, but not just look at on paper,

because if that were the case, we would be done. Most of our tenure and promotion

guidelines recognize those four functions. But what needs to happen is a shift of the

norms, the norms that govern a place, and that goes beyond what is written on the

paper. Itis people’s beliefs, attitudes, biases, prejudices. That is the pExeenwe

need to do some work if we want those other elements to be recognized.

The third area of institutional processes and practices that can be improved
particularly at PMU is to find ways to continue to strengthen its welbksit@d tradition
of the scholarship of engagement. Since the 1990’'s, PMU faculty, students, staff, and
administrators have been working “with over four hundred community partners on
projects that promote equality and social justice” (PMU president’s messtge
community, p. 1, 2011). PMU has also developed senior capstone courses by “taking
students out of the classroom and into the field” to “understand and find solutions for
issues that are important to them as literate and engaged citizens” (RiViksdity
Studies, P.1, 2011). Capstone courses can also be extended to graduate students at PMU
to help them understand real issues in the community and engage in the scholarships of
engagement and discovery with their professors at a more intimate and stdepany
level. And the skills and knowledge gained from this experience can serve agja spri
board once they are launched into society after graduation either as comeuohétys lor
as future academics.

One of the research participants shared his vision of a graduate capstone pyogram b

stating that
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[w]e should have opportunities for faculty and students to engage with the community

at more sophisticated level like a graduate capstone. You have a facudtghtohe

graduate capstone class. These capstones have to have four more disciplines

represented, and you have to partner with a community organization and identify a

problem. Now you have a faculty who has the knowledge, skills and ability to solve

that problem, graduate students from different disciplines, partnership with the
community, and a whole year to solve the problem. The more we do these kinds of
things, the more we improve our scholarships of engagement, integration, and
discovery.

Suggestions to Improve Institutional Cultural Norms

(Internal Institutional Beliefs, Values, and Attitudes)

Susan Hockfield (2010) asserts that “[c]reating a culture of inclusion is not anabpti

exercise; it is the indispensable precondition that enables us to capitalize orecse di
skills, perspectives and experiences” (p. lll). Many faculty of color hegwerted that
mentoring relationships not only help to foster their professional development, but also
help to facilitate their emotional and social adjustment within the institlitotare
where they often face social alienation and professional isolation (TilkOad,).
Stanley (2006) also reports that mentoring has strong impact on faculty o§color’
professional lives, and it helps faculty of color with their teaching androbsaad
enables them to develop a presence of leadership in their fields.

One of the constant themes throughout this research study is the researphamtattic

strong emphasis on the importance of mentorship that has not only helped them succeed
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academically, but also helped them to navigate, survive, and eventually become
professionally integrated into the institutional culture with the acquiredlkdge of
institutional rules, regulations, and expectations for academic success. @ae of t
research participants stated passionately that

[m]entoring relationships are a key for me and particularly for junior fatulbe able

to have the ability to understand the larger institutional culture, to get guidance about

what is important and to get feedback on what they are passionate about and how they

can work into their careers, the things no documents written by any administrator

any institution can give you guidance on. It is through mentoring, personal

relationship, people with more experience linking up with people with less exgerie

that becomes the glue that moves one generation and one cohort of faculty into

another cohort that gives the institution stability. | do not know whether we have
recognized the importance of mentorship, but I think to a large degree, our success as

a faculty body, our success in terms of how we train our students has to do with these

mentoring relationships, either faculty to faculty or faculty to students.

Because mentorship plays such a fundamental role in shaping not only faculty’s
academic development but also in helping them to adjust to the institutional culture, al
academic units and departments at higher education institutions should have plans in
place to help newly arrived faculty members pair up with senior facultyb@enm the
same department who will help them to become familiarized with their new jobs and the
institutional culture that surrounds them. Senior faculty mentoring within the ohepert

is especially important since the organizational culture of the acadenaidrdept is
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most responsible for faculty development (Antonio, Astin, & Cress, 2000). Department
chairs or senior faculty appointed by department chairs should help to fathiat
pairing between new faculty and established faculty. After they ardps, new
faculty members should take the initiative to make self-assessments toidettre
areas that they need mentoring the most so senior faculty can provide mentogng m
effectively to ensure their smooth transition into the institution and future suocteir
academic endeavors. This close involvement in new faculty’s mentoringmelaps at
the departmental level will not only help the institutions to retain facultglof cbut will
also help to facilitate the success of faculty of color’'s professionalagewent from the
moment when they enter academia.

The success of a mentor-protégé relationship, like any human relationships, depends
on many factors. Johnson-Bailey and Cervero (2004), a Black female asgoafassor
and a White male professor who have entered into a successful mentoring refgtionshi
identify six common issues facing faculty involved in mentoring relationsHipstust
between mentor and protégé; (2) acknowledged and unacknowledged racism; (3)
visibility and risks pertinent to faculty of color; (4) power and paternaliSihénefits to
mentor and protégé; and (6) the double-edged sword of “otherness” in the academy.
These six identified common issues can offer guidance to faculty who wish to enter
mentor-protégé relationships.

One of the research participants in this study also recommended personalized
mentoring in great detail; and her suggestions can provide more insights on how to

provide mentoring to new faculty of color at higher education institutions. Skd #tat
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| think the personalized mentoring is very important. This goes against what the
Diversity Council and diversity initiative are doing. | do not think we should be
presumptuous about the fact that faculty of color need to be mentored by faculty of
color. Some people feel more comfortable working with people who look like them.
But not everyone may function that way. If a Japanese mentor is in Japanese
literature, he can not help me at all. | would rather have a very wise Wdnite m
mentoring me so | can be successful in my own discipline, as long as | feel
comfortable. | hate to think that just because you are Japanese, so you need an Asia
mentor. Not really. 1 do not endorse fully the institutional wide yet not individuhlize
mentoring system for minority faculty. Non-minority faculty also need megtor
too. But we should not give special treatment to minority faculty. We need to think
individually who needs what and what is the best mentoring system for that individual
faculty, because there is a tendency to think we need to create a speciahigpentor
system for minority faculty by minority faculty. [For personalized mehiptswe
need to do an assessment on what kind of mentorship this particular faculty needs.
For example, | came in from a very different background. In my case, | had a lot of
teaching experience, and | had quite a bit research experience, | hadfarnoliroj
and revenue generating experience. So | do not necessarily need a lot ofngémtori
these areas, but | need good mentoring on how to publish articles, how to find the
journal outlets, how to get to know people in the field. The idea for mentoring is often
oversimplified. You really need to assess what this person really needs fingt

way to support this person where this person needs to be supported.
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Another way to improve the institutional cultural norms is to create an inclusive
culture by inviting more mainstream faculty to sit on diversity related dtdses and
councils on campuses. As one research participant pointed out that

[a]ddressing and fixing racism is not just for African-Americans, orMgaiimericans,

or Latino Americans. lItis for all of us. So we all have the responsibility tessldr

inequality wherever we see it. It is not a Black thing, it is not an Asian thtimga

human thing.
The inclusion of more mainstream faculty on these committees will help veasdle
faculty of color from being over burdened by committee work. More importantly, the
presence and involvement of mainstream faculty will demonstrate that highatieduc
institutional culture is created by all members who value the same prsaipdeideals
that are essential to the success of the institutions’ educational missiopposed to a
fragment of the institutional culture that is created by only a seleateldaeed on their
racial and ethnic identities.

Suggestions to Improve Institutional Climate
(Internal Individual Beliefs, Values, Attitudes, and Feelings)

Persistent negative and chilly work environment is often regarded as thdauotgor
for the failure of recruitment, retention and development of faculty of color irridame
higher education. Faculty of color often feel voiceless and invisible sincedbas are
often easily dismissed due to subtle and overt discrimination (Cress & Hart, 2005).

Several research participants in this study reported that a large numbedtyfdacolor
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had left the institution because they felt voiceless when faced with hostite w
environment.

Susan Hockfield (2010) asserts that “a community reaps the benefits oftylivehgi
when it looks beyond the numbers alone and actively creates a culture whereeveryon
feels valued and included — an environment in which everyone can do their very best
work.” Intercultural competence among all institutional employed®i&éey to create an
inclusive and supportive working environment where all members of the institution,
regardless of their cultural and ethnic backgrounds and their positions and ranks withi
the institution, can treat each other with mutual respect, compassion and dignity. As one
research participant emphasized that we need to have “respect for diffeemtrespect
for different methods, respect for different interpretations, respect for leoackeve
different conclusions by using the same data, respect for how people inteamal
externalize what they understand.”

One way to raise the awareness of the importance of intercultural conepatenc
campus is to add intercultural competence as one of the values in the institutgsisimi
statement. Currently, PMU’s mission statement includes five core valuekeha
institution holds. One of the core values is “A Climate of Mutual Respect”tdtats
PMU “values diversity and fosters a climate of mutual respect and refiebat
supports different beliefs and points of view and the open exchange of ideas” (PMU
Mission Statement, p.1, 2011). It will be very helpful if the institution can include
intercultural competence as part of this core value by identifying @kpidhat

constitutes intercultural competence and by declaring intercultural campets an
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ability that all members of the institution should strive to acquire in order abecae
climate of mutual respect on campus.

The inclusion of intercultural competence as one of the core values that higher
education institutions hold will also boost the teaching and learning of intertultura
competence on campuses. Since currently PMU does not have formal criteriaibeeval
and reward the teaching of intercultural competence and other diversiégretairses
and activities, the inclusion of intercultural competence as part of the insidiutore
values will certainly give more legitimacy to these kinds of acadectimtées. One
research participant wished that

[i]t might also be nice if in our mission statement we talk about intercultural

competence so everybody who is reading about P[M]U or work for P[M]U know that

is a value we hold. For those of us who want to respond to it, we have something to
hold on to. For those who are not responding to it yet, it might trigger some thoughts
about the significance [of intercultural competence] and get a conversatign goin
about what it means to be an institution of th& @dntury in terms of how we train

our students.

Another way to enhance the awareness of the importance of intercultural competenc
is to explicitly identify the study of a foreign language as a means torgaroultural
competence. One research participant pointed out that

it is important to be able to speak more than one language. It gives you anta@ces

different way of understanding the world. And it also makes you more empathetic to
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people who are learning a new language and who are not dumb. There is this
assumption that if you can not speak proper English, you are slightly stupid.

Another research participant also stated that
[tlhere is a particular benefit and value of speaking more than one languagsébec
language gives us insight into a different culture about how people think and how they
structure their thoughts. Once you have at least one other culture, you become more
open to the idea that not everyone thinks in the same way and processes in the same
way. Even though you may not know the other culture, you become sensitive to that
fact.
Currently at many higher education institutions, only students who are working on
their Bachelors of Arts and Masters of Arts degrees are required toviakears of
foreign language study, while students who are working on their Bachelors n¢&cie
and Masters of Sciences degrees do not have to meet such an requirement. Given how
much the world has been transformed and integrated by sciences and technology in the
last several decades, it could only be beneficial for students of scientss pock up a
second language that will enhance not only their understanding of the world but also their
problem-solving skills when undertaking scientific experiments and technology
innovations at the global level or working with their future colleagues from diverse
cultural and ethnic backgrounds at home.
The study of a second language can also be inherently linked with the institutional

goal of internationalization and the institution’s desire to educate its studdrgsome
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interculturally competent world citizens. As the PMU'’s president (206Bits out in his
fall symposium speech that

[i]f we are to continue to be true to our mission, then we must focus on the global

community. As the world has become more interconnected, as our nation’s economic

stability increasingly depends on global partners, and as peace haslzeayn

elusive goal, our nation’s future depends on each of us being culturally competent

from a global perspective. (p. 2)

One research participant also suggested more emphasis be placed on th@gonnecti
between the institutional goal of internationalization and the study of a seconddangu
by stating that

[tlhere could be more coordination among Intercultural Communication Department,

the Department of World Languages and Literatures, and Internatiowi¢sS There

is frequent communication between the Department of World Languages and

Literature and International Studies. But in terms of students’ awarehess

intercultural communication, | do not see raised awareness very much, which is

indicated by their attitudes toward language study. | think more emphadie put

on language study. If they want to become diplomats and work at the State

Department, they should be fluent in at least one other language. If thay regar

language study requirement as a hurdle, attitude wise, they are not intatiyult

competent. | think more emphasis should be put on language study in these three
departments in a more coordinated way. At the university level, [there should be]

stronger and more explicit commitment to the language study. It is not juse&aro y
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foreign language study requirement. Why not explicitly connecting
internationalization and the two year language requirement? | think the utgivers
could do a little more to implement the internationalization.

To create a climate of mutual respect and enhance intercultural cooepetemng
faculty, staff, and students at higher education institutions, administratir¢eaels
also need to become closely involved with diversity initiatives and issues in order to
demonstrate higher education institutions’ unwavering commitment to dyeisieir
involvement and commitment to diversity set the tone for the whole campus
communities, thus helping to create a positive and encouraging working envitonme
within higher education institutions. All faculty of color need to be encouraged to have
meaningful involvement and professional interactions with their majority coksaand
become closely involved with departmental matters as well as issuesrsdttiutional
level so that they will no longer feel isolated, marginalized, invisible andleege
These approaches will help to alleviate the feelings of isolation and rajéstiby
faculty of color, give them a sense of belonging, solidarity and community, dhdrfur
strengthen their devotion and commitment to their institutions.

Suggestions to Improve Campus Teaching and Learning Climate
(External Individual Behaviors)

The difficulties and challenges faculty of color experience in the agaalenalso
reflected in their academic behaviors and their pursuit of the four functions of
scholarship. Some research participants in this study felt disheartenedcandadjed

when their teaching of race and diversity met with resistance from théergs, and
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their scholarship on intercultural competence and multicultural issues wasnsatered
as valid scholarship by their mainstream colleagues. The lack of a fostehstyp
evaluate and reward the teaching and research focused on intercultural compate
diversity issues has sometimes caused some of the research participagtsiheertain
about their academic work. As one research participant pointed out that

the institution gives us indications of what is important and what is valued and what is

not. The institution gives us cues, and sometimes they say they value certan thing

but they do not translate into formal recognition or formal rewards, and I think that is
disappointing. Many faculty think intercultural competence is very valuable and they
do it, but it is not necessarily an indication we get from a higher levelitistial

culture. In these cases when it is not a policy of the institution, its implementa

depends on individuals rather than institutional culture.

At a multicultural university, inquiry, teaching and learning flourish by viofuen
interactive and interdependent diversity of cultural differences (Antonio, 2003).
Therefore, teaching and learning and scholarship with multicultural conterdarsl f
need to be supported at both the departmental and the institutional levels. Scholarship on
diversity and multicultural issues needs to be recognized as true and wodlarsup
and receive support and recognition from mainstream faculty and people in thenpositi
of decision-making. The best way to achieve such a goal is to adjust the restand s
to value teaching and research focused on diversity and multicultural i€sass &

Hart, 2005) during promotion and tenure processes. Since PMU holds diversity as one of

its core values and “supports different beliefs and points of view and the opengexchan
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of ideas” (PMU Mission Statement, 2011, P. 1), this value and the beliefs of PMU should

be reflected in its promotion and tenure guidelines. It should be explicittgmin the

promotion and tenure guidelines that the teaching of intercultural competasce

research on diversity and other multicultural issues will be recognizedaadded

during promotion and tenure processes. When faculty of color realize thatctihairly

work is validated and their contributions are valued, they will choose to commit

themselves to their chosen profession and their institution.
Faculty of color who teach race and diversity issues inside classrooms also need

support from the institution when their teaching is faced with resistancesfratants.

One research participant who had met this kind of difficulties while teachimmgcEt

Studies courses offered her suggestion for institutional support by stating tha
for the bigger institution at a structural level, people who are in these ofkiees |
Affirmative Action, the Ombudsman, and the Dean of Student Affairs, there needs to
be more workshops, discussions about these issues for those kinds of organizations. It
needs to be more specific and well directed to the structural organizations that
facilitate the movement of ideas and relationships between faculty and studients
some faculty of color were to have a hostile student who is acting out because of the
topic of race or something that challenges his ideas about the Whiteness or his
understanding of American history, these kinds of things that have the power to
completely deralil a class, there needs to be understanding and support fpistacult
when scenarios like that arise, they have their administrators’ supporttifeme

when you are in the classroom, you are all by yourself.
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Adequate institutional support facilitated by the home departments, the ®@ffice o
Affirmative Action, and the Office of Student Affairs should be given to facultyobdr
who teach race and diversity topics inside classrooms so that they can havedhs pea
mind to do their best work without having to feel alone and targeted and without having
to worry when the next “bomb” is going to go off. Institutional support from these
offices should also be given to those students who feel uncomfortable and challenged by
race related subject matters. If our faculty, staff, and students camibeizthose
teachable moments and engage each other with genuine heart to heart conversations
about race and diversity, then we are truly on our way towards a better futureuaf mut
respect made possible by our intercultural competence.

Suggestions for Future Research

A few possible directions for future research have emerged during the cotnise of t
research study. First of all, there is the need for more qualitative feséades on
faculty of color’'s experiences of pursuing the four functions of scholarship and the
teaching and learning of intercultural competence in American higher educitore
gualitative research studies will offer more insights in helping us bettersiacier
faculty of color’s professional lives and scholarly experiences with more opga@s to
improve the educational practices in higher education.

Secondly, only six tenured and tenure track faculty of color at PMU were intedview
for this research study. Their accounts of their professional and scholarieagpse
have only provided a snapshot of the issues that this researcher has attempted to

investigate. A large scale research study involving faculty of color difptheul
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institutions across the nation will reveal a fuller picture of the curremt istathich
faculty of color pursue the four functions of scholarship and the teaching anddeafrnin
intercultural competence.

Thirdly, because of faculty of color population issues in the academy, facatippof
from different racial and ethnic backgrounds were grouped together asrawgufag this
research study. As such, the sample for this research study lack diversgyesenting
different racial and ethnic groups in the academy; and the nuanced cultural tizéts of t
racially and ethnically different groups may have been overlooked. Therefore, a
gualitative research study of faculty of color from one single raciahaiegroup can be
conducted to see whether issues specific to that individual racial or ethnic ghloup w
emerge regarding their experiences of pursuing the four functions of stijoland the
teaching and learning of intercultural competence in American higher educat

Implications and Conclusion

Horace Kallen (1949), the first adult educator to argue for cultural pluralism

American higher education, envisioned a diverse America as an orchestra,
the different instruments, each with its own characteristic timbre ané,them
contribute distinct and recognizable parts to the composition, so in the life and culture
of a nation, the different regional, ethnic, occupational, religious, and other
communities compound their different activities to make up the national spirit.
(p. 117)
Sixty years after Kallen (1949) uttered his beautiful sentiment of builigngational

spirit through diversity and unity, America is rapidly becoming “an orchestra” of
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different people, each group with its own characteristic culture and traditioh.aSuc
racially, ethnically and culturally diverse population and student body will no doubt
present enormous challenges and new opportunities for American higheiadtacat
make efforts to meet the educational needs of all citizens. The changing denicgyof
the nation’s general population and student body make it clear and necessamgdiat a
open, culturally diverse and relevant curriculum will become an even more prevalent
feature of American higher education (Chang, Altbach, & Lomotey, 2005), with its
epistemological premise built around the notions of human experience, narrative, voice
intercultural competence and democratic agency (Torres, 1998).

To be able to support and sustain an open, culturally diverse and relevant curriculum,
faculty of higher education need to have the courage to challenge the traditional notion of
scholarship as merely research and publication devoid of social responsguidies
visions for the future. Instead, scholarship should be understood as a moral and political
practice that always presupposes particular renditions of what conseigitenate
knowledge, values, citizenship, modes of understanding and views of the future (Giroux
& Giroux, 2004). As one of the research participants pointed out, what “we are doing in
the ivory tower has relevance beyond the ivory tower”, and we are “not sirogtyng
in a vacuum, and that there is an ultimate goal of social change and social justice.”
Through their strong commitment to the scholarship of engagement and thagr str
commitment to students’ moral, civic, and affective development in their teatidng
research participants in this study have redefined the meaning of schmolars

demonstrating how the scholarships of engagement and teaching can help thgyacade
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“become a more vigorous partner in the search for answers to our most pressilng soci
civic, economic, and moral problems” (Boyer, 1996, p. 18).

The research participants in this study are also equally committediéatheng and
learning of intercultural competence in their pursuit of the four functions of sshiga
With their heavy investment in the scholarship of engagement, they strive to dbeirert
scholarship of engagement to scholarship of discovery in the form of journal atidles
books. Several of the research participants also make efforts to move “beyard [thei
narrow disciplinary perspectives to work with colleagues in other disciplareséngage
in “more comprehensive and holistic” research methods. The research padiaigant
also able to incorporate their scholarships of engagement, discovery, anationegto
their scholarship of teaching to teach intercultural competence amonsttigints in
their respective disciplines whenever they deem appropriate. Their tetegpplication
of the four functions of scholarship signals that the time has come “to build bridges
across the disciplines” since “[s]ociety itself has a great stake in d¢tulasship is
defined” (Boyer, 1990, p. 77).

As such, this research study contributes to the body of knowledge exaring t
experiences of faculty of color in American higher education, especially amnea where
the study of the experiences of faculty of color pursuing the four functisthofarship
and the teaching for intercultural competence has been severely latkisgesearch
study also brings higher education stakeholders’ attention to the enormousaompac
diversity and globalization on American higher education, and the impertdintice

redefinition of scholarship and the teaching and learning of intercultural cemepatn
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American college and university campuses. But most importantly, thercbssgudy
provides useful information about the experiences of faculty of color’s pursuit fwiuthe
functions of scholarship and the teaching and learning of intercultural competdhe¢ s
policy-makers and administrators in higher education can offer approguigpert to the
scholarly endeavors of faculty of color, understand the tremendous value they bring to
higher education, and better utilize their intellectual diversity in the tegemd learning
of intercultural competence in today’s world that is being reshapedridamsgly by

diversity and globalization.
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Appendix A:
Introductory Letter Requesting Participation

Dear Dr.

| am a doctoral student at the Graduate School of Education at Portland Stateitynivers

| will soon begin my dissertation research study on the experiencesulty faiccolor

pursuing the four functions of scholarship and the teaching and learning of intatcultur
competence in American higher education. Ernest Boyer, the former ptesidée
Carnegie Foundation for the Advancement of Teaching, defines the four functions of
scholarship as the scholarship of discovery, the scholarship of integration, the sgholarshi
of engagement, and the scholarship of teaching (for further information, péease s
attached Statement of Background Information on Boyer’s Scholarship RedeJinit

am writing this letter to formally invite you to participate in this reseatudy.

The purpose of this research study is to provide useful information about the exjgerience
of faculty of color’s pursuit of théour functions of scholarship and the teaching and
learning of intercultural competence so that policy-makers and admioistiathigher
education can offer appropriate support to the scholarly endeavors of facultgrof col
understand the tremendous values they bring to higher education, and better utilize their
intellectual diversity in the teaching and learning of interculturalpmience in a world

that is being drastically reshaped by domestic diversity and intemabglobalization.

If you agree to participate in this research study, you will participate isesson of a
two-hour one-on-one audio-taped interview with the researcher and fobaefup

meeting for fact-checking with the researcher. Your identity will beealed by a
pseudonym; and the names of your unit, department, and discipline will also be
concealed so that data can not be linked back to you. The content of your interview will
be completely confidential; and all documents will be kept at a secure place by th
researcher. The audio tape will be destroyed after being kept on file foy#ansan
accordance with federal regulations. Your participation in this reseatpis

completely voluntary, and you may choose to withdraw at any time without penalty.

If you have any concerns or questions regarding your participation in this styolyror
rights as a research participant, please feel free to contact PStdanSubjects
Research Review Committee at 503-725-4288.

If you have questions about the research study itself, please feel foegdotane via e-
mail atfu@pdx.eduwor call me at 503-682-1438.
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Thank you very much for your consideration. And please inform me of your decision as
soon as possible.

Sincerely yours,

Peng Fu
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Appendix B:
Statement of Background Information on Boyer’s Scholarship Redefinition

Ernest L. Boyer (1990), the former president of The Carnegie Foundation for the
Advancement of Teaching, argues in his seminal regdrolarship Reconsidered:
Priorities of the Professoriatthat, as we enter the 2tentury, the role of the scholar
must be defined in ways that not only affirm the past, but also reflect the predent a
adequately anticipate the future. He states that diversity brings wetvibbligations,
and faculty need to extend beyond the classrooms to embrace the civic dimensions of
collegiate life to serve new constituencies. He points out that our world has undergone
immense transformations, the human community is increasingly interdepemukthte a
time has come to connect campuses to the larger world. He reminds us that if the
nation’s higher education institutions fail to help students see beyond themselves and
better understand the interdependent nature of the world, each new genergtiacity ca
to live responsibly will be dangerously diminished.

As such, Boyer (1990) asserts that the meaning of scholarship must be redefined if
American higher education institutions are to remain vital and relevant tcathieseof
contemporary life. He proposes that the meaning of scholarship should be expanded to a
set of four functions: the scholarship of discovery, the scholarship of integragon, t
scholarship of engagement, and the scholarship of teaching.

The scholarship of discovery refers to the vigorous investigative research and the
pursuit of knowledge and intellectual discovery in the form of scholarly publnsat It
is the scholarship of discovery that is largely valued and rewardedshAmerican
higher education institutions.

The scholarship of integration means “making connections across the disciplines,
placing the specialties in larger context, illuminating data in a rexpaky” by “giving
meaning to isolated facts” and “putting them in perspective” (Boyer, 1990, p. 18}, for *
is through ‘connectedness’ that research ultimately is made authgnti®)(

The scholarship of engagement means service and engagement to the larger
community that is directly linked with faculty’s “special field of knowletigBoyer,
1990, p. 22) so that “theory and practice vitally interact, and one renews the other” (p.
23). In a separate speech he made several years later, Boyer (1996 statésethat
“the academy must become a more vigorous partner in the search for answers td our mos
pressing social, civic, economic, and moral problems — and must reaffirm atschist
commitment to thecholarship of engagemérfp. 18).

Last, but not least, Boyer elevates teaching as the fourth function ofrskhmlaince
teaching ensures the continuity, expansion and transformation of human knowledge.
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My proposed research study seeks to examine faculty of color’'s experiencasgpurs
these four functions of scholarship and the teaching and learning of intercultural
competence in American higher education.
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Appendix C:
Statement of Informed Consent

You are invited to participate in a research study conducted by Peng Fu, a doctoral
student at the Graduate School of Education at Portland State University. Thiss study
partial fulfillment of the Doctor of Education degree and is being conducted under the
supervision of Dr. Christine Cress, professor and chairwoman of the Department of
Educational Leadership and Policy, Graduate School of Education, Portland State
University.

This study examines the experiences of faculty of color pursuing the sbiilairs
discovery, the scholarship of integration, the scholarship of engagement, and the
scholarship of teaching so that policy-makers and administrators in highaetiedwan
offer appropriate support to the scholarly endeavors of faculty of color, undktisea
tremendous values they bring to higher education, and better utilize their tntdllec
diversity in the teaching and learning of intercultural competence inld tinat is being
reshaped rapidly by diversity and globalization.

If you agree to participate in this research study, you will be asked tapetditn one
session of a two-hour one-on-one audio-taped interview with the researdrebaef
follow-up meeting for fact-checking with the researcher.

Your identity will be concealed by a pseudonym; and the names of your unit,nolepigrt
and discipline will also be concealed so that data can not be linked back to you. The
content of your interview will be completely confidential; and all documentdeikept

at a secure place by the researcher. The audio tape will be destreydeiaiy kept on
file for three years in accordance with federal regulations. Your pariaigatthis
research study is completely voluntary, and you may choose to withdraw ahany t
without penalty.

If you have any concerns or questions regarding your participation in this stywolyror
rights as a research participant, please feel free to contact PStdantSubjects
Research Review Committee at 503-725-4288.

If you have questions about the research study itself, please feel foegdotdeng Fu
via e-mail afu@pdx.eduwor call her at 503-682-1438.

Your signature indicates that you have read and understood the above information and
agree to participate in this research study. Please understand that yeithdegw your
consent at any time without penalty, and that, by signing this consent form eyootar
waiving any legal claims, rights, or remedies.
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Print Name Signature Date
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Appendix D:
Interview Protocol
Time:
Date:
Location:
Interviewee:

Interviewer:

Before the interview begins, interviewees will be asked to read and sigridheed
consent form.

Part One

General Questions regarding research participants’ personal and professional
backgrounds:

e What are the areas of your expertise?

e What is your academic rank?

e How long have you been teaching in higher education?

e What is your racial and ethnic background?

e Where do you come from? Please share some information about your personal

background and life experience as a person of color.

e What influenced your decision to pursue an academic career?
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e How have your personal background and life experience informed your belief and
value systems as an academic?
e Why did you decide to participate in this research study?

e What aspects of this research study interest you the most?

Part Two

Questions regarding research participants’ experiences of pursuinpthersiaip of
discovery, the scholarship of integration, the scholarship of engagement, and the
scholarship of teaching:
e What are your definitions of the scholarship of discovery, the scholarship of
integration, the scholarship of engagement, and the scholarship of teaching?
e Do you think these four functions of scholarship are important?
e If yes, how have your personal background and life experience informed your
conviction?
e What do you do to apply the four functions of scholarship in your academic
pursuits? Would you please give me specific examples?
e How have your personal background and life experience informed your practice
of the four functions of scholarship in your academic pursuits?
e Are the four functions of scholarship valued equally in your organization?
e What are some of the existing polices and practices that either hindeditatéci

faculty’s pursuit of the four functions of scholarship in your organization?
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How has the organizational culture influenced your practice of the four functions

of scholarship in your academic pursuit?

Part Three

Questions regarding the research participants’ experiences of gpémhintercultural
competence:

What is your definition of intercultural competence?

In your opinion, what skills, knowledge, and abilities an interculturally competent
individual should possess?

Do you think you are an interculturally competent individual and scholar? Please
explain.

Do you believe that teaching intercultural competence is one of the most urgent
tasks facing higher education in today’s world?

If you do, how have your personal background and life experience informed your
conviction?

How do you teach and prepare your students for intercultural competence?
Would you please give me an example of your best practice in teaching
intercultural competence?

How have your beliefs and values informed your teaching of intercultural
competence?

Does the teaching and learning of intercultural competence feature prdgninent

your organization?
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e If it does, how does your organization define intercultural competence?
e How does the organizational culture influence the teaching and leaning of
intercultural competence in your organization?
e [s the teaching of intercultural competence rewarded during the tenure and
promotion process in your organization?
Part Four

Questions regarding organizational climate and research parti¢ipacitdization into
the academy:

What are some of the obstacles you have encountered in your organization while
pursuing the four functions of scholarship and the teaching and learning of
intercultural competence?

e What are some of the support you have received from your organization while
pursuing the four functions of scholarship and the teaching and learning of
intercultural competence?

e What effects do organizational culture and climate have on your pursuit of the
four functions of scholarship and the teaching and learning of intercultural
competence?

e How do mentoring relationships contribute to your academic pursuit?

e Has your pursuit of the four functions of scholarship and the teaching and

learning of intercultural competence contributed positively to your promatidn a

tenure? Please explain.
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¢ What are your recommendations for your organization to better support faculty of
color’s pursuit of the four functions of scholarship and the teaching and learning

of intercultural competence?

Thank you very much for your participation!!!
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