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Abstract
The purpose of the study was to develop a deeper understanding of culturally
diverse classrooms in Saskatchewan. This qualitative case study involved two elementary
classrooms in two urban schools in Saskatchewan. The participants were two homeroom
teachers and two Nepali immigrant students in those classrooms. Data were collected
through classroom observation and interviews. Based on the data, the research generated
four themes: Challenges for teachers and students, common strategies for teaching and
learning, walking in two cultural worlds, and relationships in the culturally diverse
classroom. Both teachers and students faced challenges during teaching and learning
processes. The findings also show that both classrooms are not multicultural in terms of
available resources and materials. The teaching strategies reflect the combination of three
approaches of multiculturalism, conservative, liberal, and critical. One recommendation
includes adding more professional development for teachers who teach in a culturally
diverse classroom.
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CHAPTER ONE: Introduction
Multiculturalism is recognition of the diversity of cultural differences which exist
in a pluralistic society and an endorsement of a society in which individuals of all
cultures are accepted and accorded respect. Thus, multiculturalism encourages a positive
acceptance of races, religions, and cultures, and recognizes such diversity as healthy
(Government of Saskatchewan, 1994). People with diverse languages and cultures have
made Canada multilingual and multicultural. Within our multicultural country, schools
are learning what it means to value and respect various cultures. Ryan, Pollock, and
Antonelli (2009) state, “Canada’s population continues to become more racially diverse
as the current immigration and Canadian birth patterns change the face of diverse
population” (p.592). In recent years, immigrants, especially from Asian and African
countries have come to Canada with their families. According to Statistics Canada
(2011), Asian immigrants including the Middle East, the Caribbean and Central and
South America, Africa and Oceania and other regions represent 82.4% of the total
immigrants, whereas immigrants from Europe make up 13.7%, and the remaining 3.9%
represents immigrants from the United States (Statistics Canada, 2011). As the diversity
of the general population has increased, so has the student population, particularly in the
major cities (Ryan, Pollock, & Antonelli, 2009). As a result, there is growing cultural
diversity in schools but there are challenges involved in educating large numbers of
students who do not speak the dominant language nor relate to the dominant culture
(Schlein, 2009). The impact of this diversity is felt in many areas of education, including
policy, curriculum, pedagogy, teacher education, teacher’s work and language education
research (Gearon, Millar, & Kostogriz, 2009). This range of diversity poses challenges
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for the teachers in Canada where students from diverse cultural backgrounds must engage
with the mainstream curriculum in a new language (Hodges, 2001).
The growing diversity in today’s Canadian classrooms demands that teachers
must be knowledgeable, responsive, and well prepared to work with linguistically and
culturally diverse students. For example, Canada's immigrant population reported close to
200 countries as a place of birth in the 2011National Household Survey (Statistics
Canada, 2011). To meet the needs of the students from different backgrounds, Allison
and Rehm, (2007) state that teachers must use a broad array of research-based strategies,
such as cooperative learning and collaborative teaching, that support diverse modes of
learning and build on what they already know and do.
School has significant implications in children’s sense of identity as members of
society, of families, and of their ethnic communities (Phyak, 2011). Each individual
brings their experiences to school life whether in Canada or in their home countries.
Immigrant children may have diverse expectations, interests, and identities which become
exposed when they attend Canadian schools. Immigrant children may also feel conflict
and tension when they experience unfavourable situations in schools due to the cultural
variations and their limited linguistic ability. These students develop their own ideas
about their school context, shaped by interaction with peers, exposure to popular culture
and media, and prior experiences of schooling, schools, and teachers (Parhar & Sensory,
2011). At the same time, they are evaluated by teachers and supported by parents whose
experiences of schooling may be different.
Almost all the teachers in Saskatchewan schools are native English speakers and
their culture and traditions are different from those of immigrant children (Oloo, 2012).
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Most of the current multicultural literature focuses on recommendations on different
methods and techniques, with fewer studies researching the phenomenon of teaching
children in culturally diverse classrooms. Teachers have tremendous roles and
responsibilities for the accommodation and the success of children at school. In the
course of their teaching, they have the skills to create supportive environments in the
classroom so that children from diverse ethnic backgrounds can learn effectively.
With regards to Nepali immigrant children, their number is also increasing in
Saskatchewan. Five years ago, there were only eight school age Nepali students in
Regina but anecdotal evidence suggests there are now approximately 50 students. These
students speak Nepali as their first language. In Nepal, they do not have much exposure
to English which is exercised in a limited way in academic, technical and public affairs
(Bista, 2011). Teachers in Nepal, are still teaching through traditional direct methods
such as lecture method and the students' learning depends on teachers. Additionally, Bista
indicates there is limited use of internet and computer facilities, teaching materials, and
audio and visual materials are not available in the classrooms. As a result, there is a little
or no interaction between the students and teachers in the teaching and learning process.
Thus, children coming from the Nepali education context to Saskatchewan may
experience challenges transitioning into Saskatchewan classrooms because they come
across a new language, culture, teaching style, classroom social norms and practices.
I was born in Nepal. My first language is Nepali and English is my second
language. I did my master's degree in Education in Nepal. I have seven years of teaching
experience from elementary to college level in Nepal. I came to Canada as an immigrant
with my wife and a baby son. During my university study in Canada, I realized that
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Nepali immigrant students and teachers face challenges because I was a new immigrant
Nepali student and most of my classmates were white teachers. They often discussed the
challenges they faced with new immigrant students. Thus, I became interested in
studying culturally diverse elementary classrooms, particularly from the perspective of
students and teachers. Thus, I developed the research question "how do teachers and
students experience teaching and learning in culturally diverse classroom?"
In the Saskatchewan context, teachers must attempt to address students’ interests
and needs and help them achieve academically and socially. Many studies have been
conducted on student multicultural and multilingual education from the students’ or
teachers’ perspectives (Hooijer & Fourie, 2009). Very few studies, however, have been
carried out from both the teachers’ and students’ perspectives, within a common context.
Moreover, no research has been conducted in Saskatchewan schools regarding the
teaching and learning in culturally diverse classrooms with Saskatchewan teachers and
Nepali immigrant students. Also, the number of Nepali students is growing in
Saskatchewan (based on the conversation with Nepali community in Saskatchewan), and
I could not find any school based research on this topic in Canada. It is, therefore,
important to study their experience of teaching and learning activities in the culturally
diverse classrooms. In this study, I understand a culturally diverse classroom as all the
visual reflections of diverse cultural values and identities in the classroom decoration ( ie.
picture, posters, artifacts ) as well as a variety of teaching and learning materials that are
associated with the students' cultural background.
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1.1 Purpose of the Study
In this study, I am interested in exploring teachers’ and Nepali students’
experience of teaching and learning in the culturally diverse classrooms in Saskatchewan.
The purpose of this study is to develop a deeper understanding of culturally diverse
classrooms in Saskatchewan. For that purpose, the following research question will be
examined.


How do teachers and Nepali students experience teaching and learning in
culturally diverse classrooms in Saskatchewan?

1.2 Limitations of the Study
This research has two main limitations. The study focused on the experience of
two non-immigrant teachers and two Nepali immigrant students of elementary schools in
an urban area in Saskatchewan. Though this study provides some insight into the
experience of teachers and students, it cannot be generalized to other teachers and
students. Although the findings cannot be generalized, it is possible that they can be
extrapolated to similar contexts. Likewise, another limitation relates to the young age of
the student participants who were sometimes unable to provide detailed information
about their early experiences because they immigrated to Canada at a young age.
1.3 Significance of the Study
This study is significant for teachers, the Ministry of Education, the school board,
schools, and the Faculty of Education because this research brings a new discussion to
teachers' professional development in teaching in a culturally diverse classroom. In
addition, future researchers, who are interested in carrying out research in the culturally
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diverse context can benefit from this research. Teachers will be benefit because they can
reflect on their own skills to teach in culturally diverse classrooms.
1.4 Organization of Thesis
Chapter one provides the introduction and the background of the study, the
significance of the study, the purpose of the research, and the limitations of the research.
Chapter two examines the literature review in relation to multiculturalism, teachers' and
students' experiences in culturally diverse classrooms, teaching strategies in culturally
diverse classrooms, and the teachers’ education. Chapter three discusses methodology
which includes qualitative research design, selection of participants and sources of data,
and the data analysis and interpretation. Chapter four discusses the findings of the study,
including the descriptions of the participants, classrooms, and the themes that emerged
from the data. This thesis concludes with Chapter five, which includes the discussions,
conclusions, recommendations, and suggestions for further research.
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CHAPTER TWO: Literature Review
2.1 Immigration and Cultural Diversity in Canada
Prior to the1960s, Saskatchewan’s education policy supported assimilation for
immigrant and Aboriginal children into the dominant white settler culture (Kirkness,
1998). However, with the realization of the value of multicultural society, the Canadian
government institutionalized an official multicultural policy in 1971. The initial policy
was an attempt to respond to the demands of French-language speakers, an increasing
culturally diverse citizenry, and Aboriginal people (Denis, 2011). Since then, the
monocultural focus of the past has been replaced by a formal acceptance of ethno cultural
diversity as a desirable characteristic of schools and society in general. The Canadian
population, however, was heterogeneous even before European contact; the First Nations
people were culturally and linguistically diverse (Kymlicka, 1995). With the arrival of
increasing numbers of immigrants of various ethnic backgrounds, many of whom spoke
neither French nor English (Ogbuagu & Ogbuagu, 2013), Canadian society became
increasingly diverse.
Canada is a multicultural society whose ethno cultural make-up has been shaped
over time by immigrants and Indigenous peoples. Each new wave of immigration has
added to the nation's ethnic and cultural composition. Data from the 2011 National
Household Survey (NHS) shows that Canada is a nation with an ethno cultural mosaic as
indicated by its immigrant population, the ethno cultural backgrounds of its people, the
visible minority population, linguistic characteristics, and religious diversity. On a
regional basis, Asia (including the Middle East) remained Canada's largest source of
immigrants between 2006 and 2011 (Statistics Canada, 2011).
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Many new immigrants from various countries have come to Canada with their
families and children. According to the 2011 NHS survey, about 19.2% of the newcomer
population, who came to Canada between 2006-2011, was 14 years of age or under. In
addition, about 19.1% people of the total population identified themselves as a member
of the visible minority population in the 2011 NHS survey. The increase in the visible
minority population was due largely to the number of immigrants who arrived in Canada
in recent decades from non-European countries. The data demonstrate the increase of
visible minority immigrants in Canada in recent years. The reason behind the
presentation of the aforementioned data is to show the new evidence of immigration in
Canada. By reviewing the evidence of immigration in Canada, it is clear that visible
minority students are gradually growing in Canada. Thus, the growing diversity in
today’s Saskatchewan elementary schools demands that teachers be knowledgeable,
responsive and well-prepared to work with linguistically and culturally diverse students.
2.2 Multicultural Education
Syed (2010) defines multiculturalism as the representation of "a particular view of
issues of race, socio-economic status, gender, language, religion, and culture" (p.254). In
other words, how we view multicultural education depends on an individual’s personal
knowledge, ideology, perspectives, and backgrounds. Syed indicates that
multiculturalism is not simply celebrating the "aesthetic experiences " (p.256) such as
food, film, and festival, but it is a process that permeates all aspects of school practices,
policies, and organization as a means to ensure the highest levels of academic
achievement for all students (National Association for Multicultural Education, 2003).
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Marais’ and Meier’s (2008) qualitative study of student teachers’ understanding
of multicultural education in public schools in South Africa shows a serious deficient
conception of the nature, aims, and materials manifestations of multicultural education.
The purpose of the study was to explore student teachers understanding of multicultural
education. The data were collected from 90 fourth-year students using random sampling
and through survey questions. The finding shows “Multicultural education is one in
which children are exposed to the many different cultures, races, and religions of the
world” (p. 193). The study also suggests that the participants lacked the proper
knowledge and insight into multicultural education despite the fact that they are about to
enter the teaching profession. Marais and Meirer concluded that teacher education
programs should provide appropriate knowledge and content for teachers to function
effectively in the multicultural classroom.
A qualitative research carried out by Agirdag, Merrya, and Houtte (2016) studied
teachers’ understanding of multicultural education in Flanders, Belgium. The study
examines whether the teachers and school correlate with the degree to which teachers
integrate multicultural content in their teaching. Data were collected using survey
questions with 706 in-service teachers from 68 schools and in-depth interviews with 26
teachers from 5 schools. The study reveals that teachers mainly focus on religious
diversity, rather than multicultural education. It also reveals that ethnic minority teachers
reflect higher levels of multicultural content integration than white teachers. The study
also found that ethnic minority and public schools incorporated more multicultural
education than teachers working in elite-white schools and Catholic schools. Thus, the
understanding of multicultural education varies according to the context.
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Multicultural education refers to the philosophical concepts built on the ideas of
freedom, justice, equality, equity, and human dignity. It assumes that students and their
ethnic, language, racial, and cultural backgrounds, should be placed in the hub of the
teaching and learning processes. Banks (1993) says that transforming schools is the
primary goal of multicultural education to ensure “all students will acquire the
knowledge, attitudes, and skills needed to function in an ethnically and racially diverse
nation and world” (p. 28). Thus, children in school settings should have the opportunity
to maintain their home culture and language as well. Conversely, these children should
have the opportunity to develop abilities in the language and culture of the dominant
society. Children from the dominant society should also be encouraged to familiarize
themselves with the minority languages and understand their related cultural context
(Banks & Banks, 2007). The following definition of multicultural education from Banks
and Banks, one of its best-known proponents, is representative of the common conception
of multicultural education:
Multicultural education is an idea, an educational reform movement, and a
process whose major goal is to change the structure of educational institutions so
that male and female students, exceptional students, and students who are
members of diverse racial, ethnic, language, and cultural groups will have an
equal chance to achieve academically in school…Each major variable in the
school, such as its culture, power relationships, the curriculum and materials, and
the attitudes and beliefs of the staff must be changed in ways that will allow the
school to promote educational equality from diverse groups…(p.1)
According to this definition, multicultural education incorporates at least three
concepts: an idea, an educational reform movement, and a process. It includes the
concept that all students should have equal educational opportunities to learn in schools
or classrooms. It is also considered a reform movement because multiculturalism always
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tries to change academic institutions such as schools, college, and university so that
students from diverse cultural, racial, ethnic, and language backgrounds will have an
equal opportunity to learn. Banks and Banks' (2007) view that the goals of multicultural
education can never be fully attained as multicultural education must be taken as an
ongoing process. Therefore, we should work continuously to increase educational
equality for all students.
Lee (2002) in her interview of rethinking schools says, “Multicultural education is
an anti-racist educational system that seeks to include the histories and lived experiences
of historically exercised forms of curriculum” (p.1). Lee further argues, “An anti-racist
education promotes equitability in the cultural and racial realms that define humans as a
family” (p. 2). Likewise, through anti-racist education, Lee states, "Explications of social
structures and power relationships, including issues of equity, are made clearer even if
they are yet to be dismantled and reconstructed" (p. 2).
Similarly, Nieto (2004) defines multicultural education within a socio-political
context. She states:
Multicultural education is a process of comprehensive school reform and basic
education for all students. It challenges and rejects racism and other forms of
discrimination in schools and society and accepts and affirms the pluralism
(ethnic, racial, linguistic, religious, economic, and gender, among others) that
students, their communities, and teachers reflect. Multicultural education
permeates the schools’ curriculum and strategies, as well as the interactions
among teachers, students, and families, and the very way that schools
conceptualize the nature of teaching and learning. Because it uses critical
pedagogy as its underlying methodology and focuses on knowledge, reflection,
and action (praxis) as the basis for social change, multicultural education
promotes democratic principle of social justice. (p. 346)
This definition of multicultural education believes in a comprehensive school
reform effort rather than superficial addition to the curriculum or a one shot treatment
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about diversity, such as workshops for teachers. In other words, multicultural education is
not only the integration of cultural content of various ethnicities, but it also underscores
critical pedagogy as the underlying methodology. Nieto’s definition of multicultural
education includes the broader concept because it relates the school education with the
socio-political context of the society and promotes equitable rights and justice. The way
of viewing multicultural education has been changed in the present era.
Thus, multicultural education can be viewed as a continuous process designed to
empower all students to become knowledgeable, caring, and active participants in their
communities. Multicultural education should be inclusive and respectful of all ethnic,
racial and cultural backgrounds and engages staff, families, students, and community in
anti-racial and anti-oppressive approaches. Multicultural education is not simply the
integration of various cultural contents but also the process of empowering students who
are typically marginalized.
Some researchers (Lee, 2002; Nieto, 2004; Pollock, 2008) believe that
multicultural education exclusively addresses “minorities and it has primarily been
conceived as the project of improving educational and social opportunities of cultural and
linguistic minorities” (Kalantzis & Cope, 1998 in Baumann & Vertovec, 2011, p. 262). It
is true that multicultural education mainly talks about minorities; however, multicultural
education is equally important for the dominant culture as well. Knowledge about
diversity is equally important for both mainstream students and immigrant students
because multicultural education provides opportunities for all students to achieve their
potential. Multicultural education creates the opportunity for students to recognize
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similarities and differences among cultures and allows them to understand the value of
their own culture.
Multicultural education emphasizes various issues which are related to teachers’
in-service training, curriculum development, and teaching and learning activities. These
activities help change racist attitudes and biases of children belonging to the majority,
and to improve the academic attainment of minority children (Tomlinson, 1998). As
Banks (2007) argues, multicultural education is for all children. It supports the
importance of teaching ethics, values, and citizenship in promoting a nation's cultural
heritage. Research also indicates that students learn more when their classroom
communities are compatible with, reflective of, and respectful of their own culture
(Koustelini, 2011).
Banks (1993) claims, “Multicultural education is designed to restructure
educational institutions so that all students, including middle class white males, will
acquire the knowledge, skills, and attitudes needed to function effectively in a culturally
and ethnically diverse nation and world” (p. 23). Understood from the perspective of
restructuring educational institutions, multicultural education has evolved from its past
concept. It is not an ethnic or racial or gender specific movement; instead, it is a
movement that is designed to empower all students to become knowledgeable, caring and
active citizen in the world (Banks, 1993).
Furthermore, multicultural education is not only for disadvantaged, marginalized
and immigrant students, but also for all students who are studying in the same class.
According to Banks (2000), multicultural education provides the opportunity to empower
all students to become knowledgeable, caring, and active citizens in a “deeply troubled
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and polarized nation” (p. 20). With such empowerment, students of marginalized and
minority groups can access equity education. Koustelini (2011) contends it is not only for
one group; instead, “sharing the cultural and linguistic variations in the classroom
becomes live and interesting” (p. 175). When students in multicultural settings achieve a
chance to maintain their home language and culture, they can develop their cultural and
linguistic knowledge by exchanging the culture and language. Students participate
actively in the classroom activities and they are intrinsically motivated for learning new
concepts.
Thus, multicultural education helps to exchange the linguistic and cultural values
among students of diverse backgrounds. It develops the sense of self-esteem and dignity
of an individual in the classroom. Likewise, it eliminates the sense of power, hegemony,
and discrimination in terms of color, race, ethnicity, culture, religion, and language.
2.2.1 Approaches to multiculturalism
Kincheloe and Steinberg (1997, as cited in Syed, 2010) describe three common
approaches to multiculturalism: conservative, liberal, and critical. Conservative
multiculturalism is considered to be a monocultural belief, where the superiority of
Western, white culture is the standard in comparison to other cultures. A crucial aspect of
conservative multiculturalism is that it attempts to assimilate all people into white, North
American standards and values. This type of multicultural education promotes the belief
that differences from these standards that constitute deficiency and assimilation is
considered a positive outcome of intercultural contact (Syed, 2010). This view of monocultural education is traditional and dogmatic. In fact, it does not value the culture of
others; rather, it values white dogma.
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Liberal multiculturalism gives priority to the “equality of diverse people” (Syed,
2010, p. 257). However, equality among students does not guarantee equity among the
immigrant and mainstream students. In liberal multiculturalism, “differences of race,
culture, and gender are viewed as less important than the similarities between the people”
(Syed, p. 257). As a result, liberal theorists have been unenthusiastic about the critical
analysis of power. Also, liberal multicultural discussions and practices often focus on
idealized and eroticized lists of differences between “us” and “them.” Liberal
multiculturalism focuses on “equality” and “political correctness” (Syed, p. 257). Syed
goes on to highlight critics of liberal multiculturalism. Kymlicka (2007) criticizes liberal
multiculturalism with its under-emphasis on difference and inequality, “we need to be
conscious of the pre-conditions that make those practices possible, and then think of the
various ways that international organizations can help to achieve them” (p. 313).
Critical multiculturalism is the third approach and it is related to critical
pedagogy. Critical multiculturalism does not simply treat the students equally, but also, in
equitable manner. Lajoie (2012) states:
In education, racial and ethnic groups may need to be treated differently, not
equally, in order to achieve equity in the host society and in its schools.
Schools must go beyond simply celebrating differences, placing issues of equity
and social justice squarely on the agenda. (p.211)
Critical multicultural education advocates for the education of marginalized and
minority groups rather than white dominators. It does not advocate the cultural and
linguistic aspects of only one particular tribe and ethnicity; rather, it is inclusive of the
wide varieties of cultures and languages of diverse groups. This approach also attempts to
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improve conditions for minority, disadvantaged, and new immigrants who are
linguistically and culturally struggling in new cultural societies.
Giroux (1981) and Syed (2010) critically examine the domination of white culture
in marginalizing others through relations of power and knowledge distribution. This
critical-examination approach emphasizes the politics of difference in gender and race.
Critical multicultural researchers connect different kinds of oppression, and emphasize
equity within the dynamics of difference. Critical multiculturalism is not only oppression
studies, but also, the extreme opposite of conservative multiculturalism (Syed, 2010). In
that way, critical multiculturalism seeks to produce social change. Similarly, Pollock
(2008) writes “no brain is racial” (p. 9). She highly criticizes the myth that the “white
brain” is intellectually superior to “non-white” one, as conservative multiculturalism
believes. She also stresses the importance of anti-racist practices in teaching in a diverse
classroom. Pollock writes:
The anti-racist educator must constantly negotiate between two antiracist
impulses in deciding their everyday behaviors toward students: to treat all people
as human beings rather than racial group members, and the antiracist impulse to
recognize people’s real experiences as racial group members in order to assist
them, understand their situation better and treat them equitably. (xviii)
Pollock explains that anti-racist views prepare teachers to identify students’
situational barriers such as socioeconomic conditions, cultural heritage, and linguistic
challenges and treat them accordingly in the culturally diverse classrooms. Every
student’s identity is respected and all students are treated equitably. According to her,
when teachers enter into the culturally diverse classrooms, they must provide an
opportunity for thinking and real experiences for new immigrant students who are a
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visible minority. Teachers’ behaviour and skills determine the success and effectiveness
of the teaching and learning activities.
Among the aforementioned approaches, the conservative approach is a
monoculture view which is traditional and dogmatic. The liberal multiculturalism
emphasizes equal treatment among the students, and critical multiculturalism advocates
equity among the students from diverse cultural backgrounds. This research for this thesis
is developed from the critical multicultural perspective. According to this view,
multicultural education is an approach that involves students in recognizing, analyzing,
and developing ways to address social inequities such as socioeconomic oppression,
racism, and sexism.
According to McLaren (2007), critical multicultural education incorporates
critical pedagogy which makes salient connections between knowledge and power. Such
approach brings the entire range of traditional and contemporary arrangements within
schools and between schools and communities into focus for reexamination with a view
toward transformation. Some scholars prefer to use the term critical multiculturalism that
takes up critical pedagogy as the underlying philosophical concept (Lee, 2002; Nieto,
2004; McLaren, 2007; Pollack, 2008; Denis, 2011). Therefore, critical pedagogy is a part
of critical multiculturalism that provides a foundation for teachers to use anti-racial and
anti-oppressed education. This aspect of multiculturalism is relevant in my study because
it helped me to analyze teachers' perspectives (conservative, liberal, and critical) of
teaching and learning activities in the culturally diverse classroom.
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2.2.2 Critical pedagogy
Critical pedagogy is a composite term that theoretically encompasses and extends
one’s experience in a continuous struggle to accept and embrace another’s knowledge,
morals, language, class, sexual orientation, nationality and culture, and the gaps between
and the connections among each of the listed groups (Christensen & Aldridge, 2013). In
fact, critical pedagogy is a personal strategy and a lifelong journey because different
people have different worldviews. Everyone sees the same thing from different
perspectives. According to Christensen and Aldridge (2013), the question that critical
pedagogues attempt to answer is whose history, interests, future, and knowledge does the
school represent. Paulo Freire (1996), a Brazilian revolutionary educationist, introduced
the concept of the critical theory in his famous book Pedagogy of Freedom. Critical
pedagogy is not only an educational term but also political, social, and economic
(McLaren, 2007). Critical pedagogy is concerned with the concepts of discrimination and
hegemony.
The main objective of critical pedagogy is to advocate for the equitable
opportunity of the students who are from a disadvantaged group. For example, those
children who have had access to digital technology (computer) from the very beginning
of their lives have advantage over those who have not had that opportunity. As a result,
immigrant students may not be able to compete with Canadian children. Thus,
opportunities should be provided to the students concerning their barriers, socioeconomic
background, and their present situation. If specific priorities such as more time for
computer classes, intensive language coaching, and assistance in assignment are not
offered to the immigrant students, how can they compete with the white privileged
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groups in the new Canadian context? Therefore, while teaching in the classroom, teachers
should also give priority to the immigrant students for their academic development.
According to Greene (1995), critical pedagogy is a way for elementary teachers to
be mindful of learners’ lives and voices. Questions related to issues of power, democracy,
and justice allows young students and their teachers to share values and cultural meaning
that remake them from who they are to what they can be. Classroom learning experiences
consist of being citizens in the classroom through global citizenry. When teachers and
learners actively solve problems identified together, they are better able to envision how
others believe, live, and perceive the world. Thus, students are able to become more fully
conscious through reflection about how classroom culture is shaped through a cyclic
experience of a discursive and active process of looking, listening, thinking, and acting
(Christensen & Aldridge, 2013).
McLaren (2007) believes “critical pedagogy is a personal lifelong journey” (p. 5).
It is qualitatively different for each teacher because every person has unique worldview.
Through myriad identities, morals, assumptions, and values, teachers use many filters to
interpret or make sense of every context, comment, and experience that they encounter.
Consciously or subconsciously, they apply this filter interchangeably based on the
circumstances (McLaren, 2007).
In short, critical pedagogy emerges out of discrimination, domination, hegemony,
and power imbalances in social identity, opportunity, and responsibilities at schools. The
literature of critical pedagogy provides a framework for the classroom observation for the
participant teachers and students such as Nepali children’s involvement in the classroom
activities and teachers’ ways of engaging students in the classrooms. In other words, this
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literature helps the researcher to study whether the teachers’ teaching strategies in the
culturally diverse classroom reflect critical pedagogy.
2.2.3 Dimensions of multicultural education
According to Bank (1993), there are five dimensions of multicultural education
that should be practiced in the diversified classroom by teachers. These dimensions
include: content integration, the knowledge construction process, prejudice reduction,
equity pedagogy, and an empowering school culture and social structure. These
dimensions are relevant for my study because these dimensions guide the researcher to
discuss the teachers’ teaching strategies in culturally diverse classroom. While teaching
in the multicultural classroom, teachers should keep these dimensions in mind.
Content integration deals with the extent to which teachers use examples, data,
and information from a variety of cultures and groups to illustrate the central concepts,
principles, generalizations, and theories in their subject area or discipline such as
mathematics, history, social studies and so on. It is a narrow concept of multicultural
education.
Second, the knowledge construction process incorporates the procedures that are
responsible for knowledge development in concerned disciplines. Multicultural education
focuses on knowledge construction and includes group, pair, and individual discussions
with students. These discussions can help to determine the ways in which the implicit
cultural assumptions, frames of reference, perspectives, and biases occur within a
discipline and influence the construction of knowledge. An examination of the
knowledge construction process is also an important part of multicultural teaching.
Teachers help students to understand how knowledge is created and how it is influenced
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by factors of race, ethnicity, gender, and social class. Knowledge construction is a
continuous process that is acquired through dialogue and interaction among students from
diverse backgrounds.
Similarly, prejudice reduction emphasizes the characteristics of children's racial
attitudes and focuses on strategies that can be used to help students develop more positive
racial and ethnic attitudes. In other words, prejudice reduction minimizes the superiority
in race and ethnicity. The conservative approach of multiculturalism practices
discrimination between the white and non-white (Asian and African ancestries).
Equity pedagogy exists when teachers use various teaching methods and
techniques that facilitate the academic achievement of students from diverse racial and
ethnic groups and from all social classes. The same methods and technique might not be
appropriate for all students. The new immigrant students may require more visual
teaching, extra explanations, culturally familiar content, and so on. Specifically speaking,
teachers teach on the basis of individual differences and interests in the classroom.
Incorporating cultural styles of diverse groups and using the techniques of co-operative
learning are some of the effective ways that teachers effectively teach students from
diverse racial, ethnic, and language groups.
An empowering school culture and social structure helps with the restructuring of
the culture and organization of the school so that students from diverse racial, ethnic, and
social-class groups will experience educational equality and a sense of empowerment.
This dimension of multiculturalism emphasizes both equality and empowerment for
equity (Bank, 1993).Therefore, Bank’s multicultural education incorporates a wide
spectrum of strategies for teachers.
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2.3 Teacher’s Experiences in Culturally Diverse Classrooms
Teachers and students are the main stakeholders in the teaching and learning
activities. The research for this thesis is based on the white teachers’ and Nepali students’
experiences of teaching and learning. Canadian schools have a responsibility and an
opportunity for structuring successful academic environments for large numbers of
underrepresented and newcomer students. Both teachers and students are the central
factors for imparting the education in the diversified classrooms (Schlein, 2009).
Teachers should be sensitive in implementing culturally sensitive curriculum because
sometimes teachers’ behavior may impact negatively on the dignity and self-esteem of
the immigrant children. Therefore, teachers should be mindful of their behavior while
engaging in discourse with students.
Diversity has also become an imperative for educators to meet the needs of
diverse student populations through the establishment of culturally responsive and
relevant curricula, which address equality and equity among students regarding their race,
color, ethnicity, and so on. Schlein (2009) emphasizes the cross-cultural and professional
environments for teachers. He shows the potential of intercultural curriculum practice for
preparing teachers of all backgrounds to work in culturally diverse schools and within the
context of increasingly global societies. Schlein’s view supports Bank’s (1998)
suggestion that teacher education programs should promote exploration and development
of personal cultural knowledge and experience.
A qualitative research carried out by Hooijer and Fourie (2009) studied “the
teacher’s perspective of multilingual classrooms in a South African school. The objective
of the research was “to describe and understand the interactions in a multilingual
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classroom and how teachers make meaning in that particular context (p. 138).” Six school
teachers were purposefully selected for the data collection. Semi-structured individual
and group interviews, classroom observations, journal entries, and documents were used
as methods of data collection. The findings of the study suggest that multilingual
classrooms are complex environments and it is important for teachers to be provided
training to prepare for teaching in culturally diverse classrooms. Teachers’
empowerment, collaborative teaching, cooperative learning, and reflective teaching are
the suggested strategies for teachers to teach in the culturally diverse classrooms;
however, teachers’ face challenges to apply these strategies. For example, all children
may not be cooperative in the diverse classrooms. Hooijer and Fourie (2009) conclude
that teachers may have the knowledge about successful environments, but may lack
competence or confidence in their skills to perform these strategies.
Chan’s (2006) qualitative study of “teacher’s experiences of culture in
curriculum” in Canada shows "how acknowledging cultural diversity can be a challenge
(p. 172)." The study examines the experiences of two middle-school teachers as they
attempt to acknowledge the ethnic, linguistic, and religious diversity of their students in
their curriculum and teaching practices. The study was a narrative inquiry based on the
participants’ experiences. The finding reveals that it is difficult to implement a culturallysensitive curriculum because the cultural diversity of the classroom incorporates choices
from various cultural and linguistic backgrounds. Chan (2006) states that many teachers
are acknowledging diverse cultures in a positive way without appropriate knowledge and
skills.
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In addition, Gay (2000) in his book, Culturally Responsive Teaching suggests that
multicultural education is given greater breadth and depth than monolingual ones.
Curriculum content has moved beyond the race specific issue. According to Gay, a future
challenge of multicultural education is “to keep pace with the changing demographic
demands of the society and schools it was created to represent and serve” (p. 215). My
understanding of Gay’s statement is that the flow of people’s movement from one place
to another makes the society and school diverse. Such diverse people may have different
interests and demands which the school should try to fulfill.
The survey research done by Parhar and Sensory (2011) show other challenges
faced by teachers. Those challenges include:
The hierarchical nature of school decision-making for community-based action
and activism, the imposition of standardized tests that constrain creativity and
criticality in the classroom, the lack of resources to respond in the best ways to
culturally diversify students and families, the lack of time, and periodically the
perceived lack of will for ongoing and sustained opportunities for professional
dialogue, and the development within and across the ideological spectrum. (p.
214)
Parhar and Sensory state that the undeniable presence of these challenges in
participants’ interviews raises questions about the degree to which a teacher can truly
exercise any pedagogical agency. Although teachers may have intense desires to practice
culturally sensitive pedagogical techniques, they face challenges.
Likewise, cultural adjustment is also a challenge in the diverse classroom for
teachers. It is obvious that Canada is influenced by European cultural traditions and
practices. There is a vast difference between the Canadian culture and the culture of
Asian and African countries. For example, a mainstream female Canadian student can
spend a night with her friends away from her house, but some Asian female students,
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particularly from Muslim and Hindu communities, are not allowed overnight visits with
their friends due to their religious and cultural beliefs. In Chan's study (2006), a female
student who belonged to a Hindu community could not even participate in the school
field trip because it was against her religion to go out of the school. In this context,
teachers are in a conundrum because the field trip is an important part of curriculum that
provides firsthand experiences to students.
My query asks how teachers address such issues in the classroom. How do they
integrate the diverse cultural values and ethnicity in those contexts? Moreover, teachers
are in the situation like when rice is cooked, curry is uncooked and when curry is cooked,
rice is uncooked. I use this proverb from Nepali culture because, on the one hand,
teachers have to follow the curriculum and on the other hand, some students are reluctant
to take part in the program such as seen in Chan’s (2006) study. The teacher’s experience
with these students' field trip shows how acknowledging cultural diversity can be a
challenge. This thesis looks at whether Saskatchewan teachers have similar experiences
to the teachers who participated in Chan’s study.
Deep understanding of the immigrant children's cultures by the teachers can also
be another challenge. Monolingual teachers particularly the English speakers may not
have sufficient knowledge about the cultures of each and every child. There could be 60
or more cultures represented in some schools (Chan, 2006). Chan further expresses,
“there is much more that I do not know about South Asian communities, and that I need
to be cautious about judging their practices” (p. 170). She had been studying the cultural
aspect of the students from the very beginning of the research; however, she did not
thoroughly understand the South Asian cultures. Her study reflects that deep
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understanding of another culture is a challenge. Understanding the diverse culture of
students makes teachers conduct teaching and learning effectively and efficiently. It also
helps teachers to create positive environment in the classroom.
Selection of the appropriate teaching strategies in the culturally diverse classroom
is also challenging for the teachers. Teachers require a broad repertoire of instructional
methods and techniques because certain methods work better with some students than
with others. Thus, Hernandez (1989) says “Teachers must use strategies with an
analytical eye” (p. 182).When selecting and applying particular instructional methods or
techniques in culturally and linguistically diverse classrooms, teachers should consider
whether it works effectively with all students who have different cultural backgrounds or
only with certain groups of students.
In fact, both teachers and students face challenges to their personal identities,
group affiliations, and interactions both inside and outside the classroom (Egbo, 2007).
Regardless of instructor’s race, ethnicity, class, gender, and sexual orientation, there are
likely to be challenges and even emotional stress when one teaches in a diverse
classroom. Sometimes, if the teacher does not become culturally responsive in his/her
teaching, the children who are from culturally and linguistically diverse backgrounds may
be discouraged and frustrated. As a result, Egbo argues the academic achievement of
those children might be affected.
Also, the misunderstandings between students and teachers from different ethnic
and socio-cultural backgrounds, particularly between Eastern and Western culture, are
another challenge of the multicultural classroom. Likewise, the location of the schools is
also another challenge for the teachers. The teachers, who are teaching in urban areas,
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face more challenges than the teachers in rural areas because more culturally diverse
immigrants live in urban area (Tartwijk, Brok, Veldman, & Wubbles, 2009) .
From the review of the literature, I have come to the conclusion that teachers in
many jurisdictions face various challenges in the teaching and learning process in
culturally diverse classrooms. This literature is relevant to my study because the
researcher will attempt to study whether the participant teachers face similar challenges
in culturally diverse classrooms in Saskatchewan.
2.4 Students’ Experiences in Culturally Diverse Classrooms
Many Canadian classrooms incorporate a kaleidoscope of cultures because
different immigrant learners have different life experiences (Ogbuagu & Ogbuagu, 2013).
Some of those learners are immigrants who have ample life experiences, some quite
unpalatable, which impact their academic work, or create problems in the classroom. Lee
(2002) in her interview of rethinking of schools discusses four prominent variables that
negatively impact immigrant learners. These factors include: the child’s previous
personal problems; learner’s unfamiliarity with the school culture; other experiences in a
new culture (such as problems with systemic racism); the language; low feeling of selfworth, and peer group issues.
Non-immigrant students dominate immigrant students who have English as a
second language because of their limited exposure to the English language (Duff, 2001).
Thus, new immigrant students always try to grasp the second language for the betterment
of their life and educational achievement. According to Duff, the research often shows
that mainstream students have lower achievement scores in the written aspect of the
language than ESL students. Second language learners are often weaker than native
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speakers of English in the spoken language because of accent and pronunciation
challenges; however, they can be good at the written language. There are many
professional writers whose first language is not English. Thus, the immigrant students
should be encouraged to learn.
Limited English exposure poses serious problems to immigrant students as limited
experience with the English language impinges on a learner’s adaptation and academic
success. Lee and Sheared (2002) state that when immigrants leave their native countries,
they encounter not only cultural discontinuity, but also socialization problems and
language discontinuity. Due to their limited English proficiency, some immigrants take
more time to adapt Canadian culture. As a result, immigrant learners may feel
marginalized and isolated. Lee and Sheared also contend that this feeling of isolation can
adversely “affect the development of student’s self -concept and academic performance
and promote high drop-out rate among minority and immigrant students” (p. 30).
Ogbuagu (2012) has a similar view. She states that immigrant students, whose first
language is not English, are afraid to engage in classroom discussion, because they fear
being ridiculed by the dominant culture.
Low self-esteem and poor academic performance is another challenge (Duffy,
2003). Duffy indicates that when immigrant students experience discrimination they
leave school early, resulting in high dropout rates among immigrant students. His
research shows how integration of English language learners into regular classrooms fails
to serve their complex needs. Duffy also states that both teachers and parents fear their
children may dropout due to the rigid provincial standards and standardized tests. He
suggests that the culturally specific words in standardized tests may not be suitable for

29

immigrant students because they may not have adequate knowledge of English. For that
matter, language and tests should incorporate all cultural variations (Egbo, 2007).
Ogbuagu and Ogbuagu (2013) discuss "the pre-migratory experiences" and "postmigratory experiences" of immigrant students in their qualitative study, Who Says We are
Dumb? Pre-migratory refers to the experiences of new immigrant students before coming
to Canada. This qualitative research shows that different immigrant students have diverse
pre-migratory experiences which ultimately account for how they adapt or do not adapt in
their host country. Studies have shown that some immigrants experience great traumatic
stress due to domestic war in their home countries. For example, a study by Bhui, Abdi,
Pereira, Dualeh, Robertson et al. (2003)found that due to war, refugees are at “higher risk
of psychiatric disorders such as depression, suicide, psychosis, and post- traumatic
stress”(p. 35). In addition, they identified other traumatizing events, including famine,
clan rivalry, ethnic cleansing, and torture. According to them, torture has been found to
contribute to mental disorders, poor moral development, and lower school performance.
The authors indicate that the students who come from countries with war, ethnic
cleansing, and torture often show anti-social behaviour and aggressive feelings that
perpetuate the cycle of violence.
Likewise, Ogbuagu and Ogbuagu (2013) define post- migratory experiences as
the experience of new immigrant students after coming to Canada. They state, “any
transition affects children’s lives for better or for worse” (p. 81). When they move from
one place to another, they lose their established personal networks. As a result, there is
likely to be a loss of social relationships that brings with it a loss of emotional resources.
Immigrants go through a lot of changes in a new foreign environment. As they find
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themselves in unfamiliar and sometimes unwelcoming cultures, these myriad of changes
result in cultural shock and financial problems which result in psychological distress
(Baffoe, 2011).
The use of unfamiliar teaching materials causes great stress for the immigrant
learner. Ogbuagu and Ogbuagu (2013) state that learners who come from countries where
they have never used advanced technology, feel academically inefficacious when those
materials are used in the classroom. Many students in their study expressed that they felt
very embarrassed to admit they needed help for fear of being ridiculed and branded
misfits. The outcome was that they were withdrawn, lonely, developed low self-esteem,
and even detested school. Further, Ogbuagu and Ogbuagu indicate that systemic racism
in the educational environment is also a big challenge for immigrant and minority
students.
This literature is useful to my study because the researcher will attempt to study
whether the Nepali immigrant students face similar challenges in culturally diverse
classrooms in Saskatchewan.
2.5 Teaching Strategies in Culturally Diverse Classrooms
Teaching in the diverse classroom demands teachers’ knowledge and skills of
various cultures. In order to be successful teachers in the multicultural context, they
should have knowledge and skills to support students from diverse cultural backgrounds.
Teachers should be equipped with various technologies such as computers and projectors,
and they need to keep updated with those technologies to teach effectively. Allison and
Rehm (2007) suggest many strategies, including visual technologies, hand-on learning
experiences, cooperative learning, and peer tutoring and alternative assessments to
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support students in a culturally diverse classroom. However, these techniques would be
appropriate in any classroom.
Qualitative research by Ladky and Peterson (2008) study “the successful practices
for immigrant parent involvement in Ontario, Canada.” The purpose of the study was to
describe the practices for effective parent-school partnership for supporting English as
second language students. The data were collected from 21 new immigrant parents, 12
teachers, and 10 principals using a survey. The result of the study reveals that formal and
informal immigrant parents’ involvement has a positive impact in their children’s school
learning.
Banks and Banks (2007) contend that assessment techniques must be relevant to
the cultural backgrounds and learning styles of all students. When children feel their
cultural identities have no place in the assessment, they often react negatively and neglect
the curriculum. Thus, the assessment should be done by incorporating the contextual
variations of different cultures. Naqvi (2008) expresses similar ideas and argues that if
the children's cultural exposure does not match with their educational experience,
students lose interest in learning. According to Naqvi, “if children’s exposure to culture
in their educational experience is only rejected to that which they cannot wholly relate,
they will inevitably lose interest because of the lack of relevance it has to their day-to-day
existence” (p. 163).
Likewise, cooperative learning or “collaborative learning” (Parhar & Sensory,
2011, p. 196) can be an effective strategy to cope with the challenges of teaching in a
multicultural classroom. Johnson, Johnson, and Holube (1993) contend that cooperative
learning is the instructional use of small groups so that students work together to
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maximize their own and each other’s learning. Within the cooperative learning groups,
students discuss the materials to be learned with each other, help and assist each other to
understand it, and encourage each other to work hard (Putnam, 1998). Furthermore,
Slavin (1991, as cited in Allison & Rehm, 2007) states that cooperative learning is an
instructional strategy supported by a wealth of research, and has been found to be highly
effective in multicultural classrooms. Students placed in heterogeneous groups that
usually comprise of four or five students and they work together on a common goal. It is
the teacher's responsibility to create a cooperative learning environment. Cooperative
learning develops a sense of encouragement, friendship, and respect among the students.
As a result, immigrant children and mainstream children can learn equally without any
discrimination. Parhar and Sensory (2011) also have similar view as Slavin (1991) and
Putnam (1998).They describe that collaborative learning supports student interaction and
promotes academic and social success as they learn to support one another. Regarding
cooperative learning strategies, Gundara and Sharma (2013) argue that cooperative
learning strategies need to be equipped with intercultural understandings. They further
write:
For cooperative learning strategies to be effective, educators need to rethink how
these learning strategies can be useful in designing a curriculum which is noncentric and represents the knowledge of all groups. If the main focus of
cooperative learning strategies remains only to enhance group work in the
classroom without paying attention to the broader knowledge in diverse societies,
then cooperative learning will remain as a field which engages well-meaning
educators but who turn a blind eye to the real issues of equity, equality and
competition. Cooperative learning as a strategy has the possibility of being more
effective if it is integrated to the functioning of the school and if the curriculum
which is taught is streamlined to deliver quality and equality in education. (p.
248)
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Mittler (2000) describes collaborative teaching as another strategy for teaching
culturally diverse classrooms. In this arrangement, two classes can be combined and
teachers can support the students in turn. Collaborative teaching refers to teaching in a
single classroom by more than one teacher. It is different from the cooperative learning
because students share ideas and develop good relationships among them. In
collaborative learning, teachers get assistance from other teachers, parents, and older
students of the same school who speak different languages. In addition, guest speakers
can be invited into the classrooms to assist students. For example, lay assistants such as
unemployed parents, grandparents or older children in the school who speak different
languages can be invited to facilitate communication and give feedback to the teacher
(Hooijer & Fourie, 2009).
A qualitative Study by Parhar and Sensoy (2011) examine how teachers who
practice culturally relevant pedagogy (CRP) in Vancouver, describe their work and its
challenges. According to their findings, culturally relevant pedagogy is “good pedagogy”
for all students. Its principles offer both optimistic and concrete guidance to educators
who want to improve the academic and social achievement of culturally minority
students. The responses of the teachers in their Vancouver study reveal “the belief that a
positive sense of cultural identity and self-worth are intertwined with academic
achievement. Participants validate students by honoring their prior knowledge, building
meaningful relationships with students, and fostering a sense of community” (p. 214).
Parhar and Sensoy also say, “culturally relevant pedagogy has been one response to the
gap between the increasing cultural diversity of schools in relation to the predominantly
white teacher population” (p. 191). This approach asserts the value of focusing classroom
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curricula and practice upon students’ cultural frames of reference. It is a pedagogy that
recognizes students’ differences, validates students’ cultures, and asserts that upon
cultural congruence of classroom practices, students will discover increasing success in
school.
Thus, the study of various strategies suggested by the previous researchers
provides a crucial framework for the development of the interview and observation
guidelines to understand teachers’ and students’ experiences. This literature is useful to
my study because the researcher wishes to study whether the teachers and the Nepali
immigrant students apply similar strategies in culturally diverse classrooms in
Saskatchewan.
2.6 Teacher Education
Teachers in the culturally diverse classroom should have a responsibility to treat
all students equitably regardless of their races, ethnicities, languages, or cultures.
Research by Evans and Michael (2006) has shown that classism and racism limit the
educational achievement and income potential of minorities and the poor. Therefore,
Evans and Michael (2006) write:
One of the best ways for pre-service and in-service teachers to assist these
children is to overcome their racism, classism, and negative attitudes. It is in the
best interest of students if these teachers enter the classroom believing that all
students can learn. However, it is also imperative that pre-service teachers feel
equipped and very well prepared so they will feel confident working with students
from various backgrounds. Pre-service teachers also need to have a clear
understanding of multicultural education, not only what it entails but how to
develop educational objectives that are equitable and how to implement activities
and use materials in their classrooms. (p. 49)
Finley (2000) states teachers should be capable of implementing the principles of
cultural inclusions in their classrooms. For that matter, they need to understand the
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general socio-cultural knowledge about child development, second language
development, and the environmental factors that are responsible for the harmonious
development of children. I cannot avoid Finley's views because teachers cannot teach the
students according to their interest and desire if they do not have socio-cultural
knowledge about the children.
Tiedt and Tiedt (2002) state “to be successful in a multilingual, multicultural
classroom, teachers need to be empowered” (p. 410).This sense of empowerment
originates from having knowledge about multicultural education and diversity. The
authors concur that empowerment is largely an intrinsic motivation coming from within
the teacher, and that feelings of confidence and esteem can be enhanced by ensuring that
teachers have been afforded the opportunity to develop their knowledge and skills by
practicing in the diverse classroom. This knowledge would include the basic language
acquisition process of first language pedagogic theory and issues concerning multilingual
education practices (Hooijer & Fourie, 2009).
Ogbuagu and Ogbuagu (2013) have also expressed similar views that teachers
need to be sensitive to the immigrant’s learning needs. The teachers need to sincerely and
conscientiously articulate an immigrant’s background information to be aware of any
adaptation experiences because various psychological stresses create academic
limitations of some immigrant learners. Thus, teachers are advised to use culturally
sensitive, culturally relevant practices to meet the needs of every student. Nieto (2004)
advocates that teachers need to adjust and readjust instructional activities to
accommodate a culturally different child.
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Thus, appropriate education for the teachers to teach in culturally diverse
classrooms is needed in contemporary societies, like Canada. The methods of teaching in
diverse classrooms might be challenging to the teachers, but they provide a great
opportunity to be resourceful and knowledgeable for both teachers and students. Teachers
should be well educated in order to conduct student assessments, effective integration of
content, and meet the instructional needs in a culturally diverse classroom.
On the whole, teaching and learning in Canadian schools is not an easy task
because of the amalgamation of the students of different cultures, ethnicities, languages,
and the dominance of the colonizing dominant group. The literature review reflects the
complexities and challenges in culturally diverse classrooms. This literature is relevant
for my study because it provides the guidelines to discuss the teachers’ professional
development in the culturally diverse classroom.
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CHAPTER THREE: Methodology
3.1 Introduction
This chapter discusses the methodology applied to conduct the research. It begins
with a discussion of the research design and the selection processes of the participants
and the schools. This chapter ends with discussions of the data collection and analysis
processes used in the research.
This qualitative study attempts to understand human phenomena and investigates
the meaning that people give to the events they experience (Henning, Van Rensburg &
Smit, 2004). A qualitative research design lends itself to different methods of data
collection. McMillan (2000) states that different data collection techniques boost the
credibility of the inquiry through the technique of triangulation. Triangulation is a
strategy whereby different types of data collection techniques are employed to collect
data from different sources in order to substantiate and confirm the findings.
This research study was guided by case study methodology. A case is defined as
“a bounded entity such as a person, organization, behavioural condition, event, or other
social phenomenon” (Yin, 2012, p. 6). Similarly, Gay, Mills, and Airasian (2012) define
case study research as “a qualitative research approach in which researchers focus on a
unit of study known as a bounded system (e.g., individual teachers, a classroom, or a
school)” (p. 443). The common element in both definitions is the in-depth study of any
entity. Both definitions focus on the unit of study such as a teacher, a student, a
classroom, or even the entire school. In other words, case study research is the intensive
description or analysis of an individual person or sometimes a group. It focuses on how to
develop an in-depth understanding of a single case or explore an issue or problem using

38

the case as a specific illustration. Thus, case study research involves the study of a case
within a real-life, contemporary context or setting (Yin, 2009). Similarly, as Creswell
(2013) indicates “case study research is a qualitative approach in which the investigator
explores real life, contemporary bounded system (a case) or multiple bounded systems
(cases) over time through in-depth data collection” (p. 97). In this study, the researcher
defined the boundaries of the case as two participants who teach and learn in a culturally
diverse classroom. Since this research plans to study two culturally diverse classrooms,
the research is a multi-case study.
Yin (2009) suggests six different sources of evidence such as documentation,
archival records, interview, direct observation, participant observation and physical
artifacts. However, Stake (2010) prefers using interview, direct observation, participant
observation, and field notes. This research used interview direct classroom observation
and field notes as a source of data collection to substantiate and confirm the findings.
3.2 Participants
Participants are the informants who involve in the study in order to collect the
data. My research was a case study, and there were four participants comprising two
teachers and two Nepali middle school students. Using “purposeful sampling” (Yin,
2009), the participants were selected on the basis of their availability. Because I am a part
of the Nepali community, I have access to many families with students who could be
potential participants. I invited two students who completed grade three in Nepal and are
currently in grade seven in two different urban schools of Saskatchewan to participate in
my study. After I had confirmation of the names of the students involved with the study, I
invited their homeroom teachers to be part of the study, because homeroom teachers

39

spend the most time with the students. I was fortunate that the teachers agreed, otherwise,
I would have had to find new students.
3.3 Sources of Data
Data collection is an important aspect of any research. As the case study uses
multiple sources to collect the data, I gathered the data using individual interviews and
direct observation. In my study the main source of data came from eight semi-structured
interviews, with two teachers and two Nepali students. In addition, I observed the
participants in order to identify the classroom situation of The Everest Elementary School
(pseudonym) and The Maryland Elementary School (pseudonym). Observation provided
me the first-hand experience of the teaching and learning activities in the culturally
diverse classroom of Saskatchewan. My observation notes were limited to the direct
observation of the two teachers and two students who were the participants in this
research. There was one half-day observation in each classroom.
3.4 Data Collection
After receiving permission from the Research Ethics Board at the University of
Regina, I asked the parents of two Nepali students if I could invite their son/daughter to
participate in my research. When the parents agreed, I asked the students to participate in
two interviews and permit me to observe them in their classrooms. Once I had consent
from the parents and students, I invited their teachers to participate in my study. Once all
the consent forms were signed, I scheduled interview times with the teachers and the
students at their choice of location. Before taking consent from the students and teachers,
I emailed the School Board to get the permission to collect data from the selected
schools.

40

I conducted two face-to-face, individual semi-structured interviews with each of
the participants about their experiences of teaching and learning in a culturally diverse
classroom. The majority of interview questions were open-ended; however, some more
pointed questions were also asked. The main questions asked in the interview are listed in
the Appendix B. Each interview was between 35 to 45 minutes in length. Student
interviews were conducted in their homes and teachers' interviews took place in their
classrooms. Interviews were digitally recorded. The teachers' interviews were conducted
in the English language and later transcribed verbatim by the researcher. The student
interviews were conducted in both Nepali and English and translated and transcribed by
the researcher. After reading to the transcription of the first interview, the researcher took
the second interviews to clarify questions to follow up from the initial interviews and
asked the remaining questions. Qualitative research is largely interpretive and seeks to
describe meaning from the perspective of the participants. In order to achieve a deep
understanding of the lived experience from the teachers’ viewpoint, the data were
systematically analyzed. This process is described in the next section.
As well, I observed each participant’s classroom on two occasions for half a day
each. The purpose of the classroom observation was to understand and describe the
context of teaching and learning in the culturally diverse classroom. Kincheloe’s and
Steinberg’s (1997) three approaches of multiculturalism and Bank’s (1993) five
dimensions of multicultural education provided a framework for discussion of my
observations. Also, I observed the physical classroom environment, noting the type of
posters, maps and other displays in the classroom.
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The researcher used “descriptive field notes” (Bogdan & Biklen, 1992) that
attempt to describe the setting, the people and what they did according to what was
observed. No audio/video recording of the observation took place in the observation. All
participants were assigned pseudonyms to assure confidentiality of participants and their
schools.
3.5 Data Analysis and Interpretation
It is common to find case study research undertaken about the same phenomenon
but at multiple sites. This study is a “multi-case study or multi-site study or comparative
case study” (Gay, Mills, & Airasian, 2012, p. 449). The use of multi-case study is a
common strategy for improving the external validity of the research. Gay, Mills, and
Airasian, (2012) state that multiple case studies require cross-site analysis. The common
theme of both cases was analyzed separately through descriptive methods, and later, the
findings of both cases was compared to deepen the understanding of the research
findings. To analyze and interpret the data, I described each classroom environment
separately and used “cross-case synthesis” (Yin, 2009) as an analytic technique. A word
table was created to display the data collected from each site according to several themes
that emerged from the data. Based on the work of Gay, et.al., similarities and differences
between the two separate cases were determined. Likewise, the data were analyzed
through thematic analysis (Stake, 2010). Themes were derived on the basis of the
repetition of the data that were experienced by the participants. Thus, interviews and
observations were analyzed for each case. Following the case-by case analysis, all themes
were used to conduct the cross-case analysis. The collected data were described on the
basis of the Nepali students’ and their teachers’ real-life experience of teaching and
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learning in the culturally diverse classrooms. I compared the data collected in the
observation and in the interview. It is also important to acknowledge that the data were
interpreted on the basis of my personal experiences in relation to information gleaned
from the literature (Creswell, 2009).
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CHAPTER FOUR: Findings of the Study
4.1 Introduction
The findings of the study are presented in this chapter. The interviews and
observations were carried out in middle-level classrooms with two grade7/8 homeroom
teachers and two Nepali immigrant students attending two urban schools. Each
participant was selected purposefully. This chapter begins with background information
about the participants, a description of the classroom contexts based on an afternoon
observation and the thematic analysis of the interviews of the four participants. The
purpose of this study was to develop a deeper understanding of culturally diverse
classrooms in Saskatchewan.
It is important to provide a short description of the participants to understand their
background better. The introduction of the participants who were selected as informants
in this research is briefly described below.
4.2 Description of Participants
Sapana (pseudonym): student
Sapana was born in a large city in Nepal. She finished grade three in Nepal and
then she came to Canada with her parents when her family immigrated in 2010. She
began school in Canada in grade four. She was in grade seven at the time of the
interview. Sapana is the eldest daughter of her parents who are both university graduates
and speak English well. She enjoys both the academic and social aspects of school. In her
spare time, Sapana enjoys many sports and dancing. She felt comfortable speaking
English during her interview, so we spoke English together; however, she still speaks
Nepali.
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Samir (pseudonym): student
Samir was born in the mid-western part of Nepal and received his earlier school
education in an urban private school of Nepal’s western region. He immigrated to Canada
in 2010 with his parents who were university graduates. He is the younger of two
children. Samir started his Canadian education in grade four in an urban elementary
school in Saskatchewan. Although he received his Nepalese education at an English
Medium School, his linguistic environment was dominated by the Nepali language. As a
result, he rarely spoke English outside the classroom. He said he was a shy person and
did not talk much with others. Even though he likes playing soccer and basketball, he
considers himself quite studious. His favourite subject is math. During the interview, he
was more comfortable conversing in English than in his native Nepali. However, the
interview was conducted in both English and Nepali. Perhaps the new English
environment at school might have comforted and enabled him to speak in English rather
than Nepali. He also recognized that he was experiencing language loss and was losing
proficiency in Nepali.
Carl (pseudonym): teacher
Carl was born and raised in Saskatchewan. After graduating from University, he
began his teaching career in a high school where he taught for two years before moving
to another community to teach. He has experienced teaching both in Saskatchewan and
England. For the past eight years, Carl has been teaching at Maryland Elementary School
(pseudonym), located in an urban area of Saskatchewan. Currently, he is completing a
Master’s in Education (M.Ed.). He has experienced teaching in a culturally diverse
classroom in Saskatchewan. He is white and speaks only English. There are about 300
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students in Maryland Elementary School which runs from kindergarten to grade eight.
The students were mostly white.
David (pseudonym): teacher
David was born and raised in a rural community in Saskatchewan. He is a
monolingual English speaker. After graduating from high school, he attended a Christian
Bible College for one year and received a certificate in Christian Discipleship. He
completed his bachelor of education from a Canadian university. He is currently teaching
grade 7/8 at Everest Elementary School (pseudonym). He has three and half years of
teaching experience. He said he is very interested in music, outdoor sports such as
hunting, fishing, riding horses and motor biking. Having only taught in a culturally
diverse classroom environment, he felt confident teaching the children from a diverse
background in Everest Elementary School, which is located in an urban area of
Saskatchewan. The school runs kindergarten to grade eight. There are about 200 students
in Everest Elementary School.
4.3 Description of Classrooms
In addition to individual interviews, I observed in each classroom during an
afternoon of what might be called a typical school day. The purpose of this school
visitation was to observe the students and teachers in their learning environment and to
take notice of their teaching and learning interactions with each other and with other
students. I was also interested in observing the classroom environment (culturally diverse
teaching materials) to develop an understanding of the context where the teaching and
learning take place.
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Everest elementary school
During my observation at Everest Elementary School, David taught science,
social studies, visual arts, and language arts. There were 26 students. There were eleven
girls and fifteen boys. The students represented diverse cultural backgrounds such as
Nepali, Chinese, Indian, Filipino, White Canadian, Black, First Nation, and Pakistani.
The walls were decorated with several pictures, posters, students’ drawings, and a world
map. All the posters and pictures were related to Canadian Indigenous history and white
cultures. The pictures and posters were the traditional First Nation’s people hunting and
fishing. There were also pictures of some places in Canada such as the Saskatchewan
Legislative Building and Niagara Falls. Also, there were the pictures of white children
sitting with Santa and the maps of Canada and Saskatchewan were hung on the left side
of the board. Christmas greetings were hung on the walls and they too reflected a
traditional Canadian family, with families sitting around the table and having dinner
together. There were no pictures that represented the immigrant cultures that are evident
in the student population and the wider community. Though students with diverse
backgrounds were in the classroom, there were no images that represented the Nepali or
other cultures. The world globe and a map in the classroom on the right side of the
teacher’s desk would be the only exception to the colonial environment.
Students’ desks and benches were moveable. The teacher’s chair and two tables
were in front of the classroom. This was the area where the teacher spent most of his
time. The classroom was equipped with a digital projector, a chalk board, and a
computer. The teacher frequently used technology in his teaching and encouraged the
students to use their home computer to do their assignments. Although there were no
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signs of variation of diverse cultures in the classroom, a student from the Philippines was
making a special box that he was planning to show at the school's cultural mosaic day.
Cultural Mosaic day represented the mixing of the ethnic groups, their languages, and
culture. Both the teacher and the students were excited about the Cultural Mosaic that
would be occurring the following week.
Maryland elementary school
At the time of my observation, I found that the grade 7 classroom at Maryland
Elementary School was neat and clean because everyone put the garbage in the dust bin
and the room was also bright because of the large window. There were 25 students; 10
were girls, and 15 were boys. This classroom also had students from diverse backgrounds
such as white, Nepali, black, Indian, Pakistani, and Filipino. There was one poster which
shared an image of a black man hunting. There were no images that represented other
cultures, including Nepali culture in the classroom.
There were two rows of moveable desk, and chairs in the classroom and there
was an aquarium on the right side of the classroom near the teacher’s desk. The teacher’s
chair was in front of the classroom. The classroom was equipped with a projector, a
computer, and a mini library. There were some pictures and posters on the walls. Most of
the pictures depicted Canadian history, First Nations, and white people. However, there
was one poster that related to one of the African countries. The people on the poster were
black. In addition to these posters, there was a world map and a globe, a skeleton of a
snake, some plants, a guitar, and a cassette player. There was a chalk board and a white
board at the front of the classroom. During the group activities, the students faced each
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other. The tables were moveable so that they could be arranged for a group discussion.
This classroom description provides a glimpse into the classroom environment.
4.4 The Findings
The interviews and the classroom observation were analyzed, using both withincase (within each specific case) and cross-case (common to both cases) analysis (Yin,
2009). Four themes emerged. These four themes deepen the understanding of teaching
and learning in a culturally diverse classroom. The four themes that emerged include:
Challenges for Teachers and Immigrant students, Common Strategies for Teaching and
Learning, Walking in Two Cultural Worlds, and Relationships in a Culturally Diverse
Classroom. The first theme (challenges) and the second theme (strategies) were divided
two sub-categories for clarification. Although four significant themes emerged from the
data, many of these ideas overlap. Perhaps, this complexity is indicative of the analysis of
the entire process of teaching and learning. As pointed out in chapter two, teaching
appears to be such a complex art that many times the lines are not clear. An overview of
the themes that were derived from the research is presented in the following table.
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Table 1
Theme I

Challenges for teachers and immigrant
students

Theme II

Common strategies for teaching and
learning

Theme III
Theme IV

Extra work
Lack of resources
Difference in teaching and
learning methodology
Language barrier
Cultural difference
Lack of professional
development opportunity
Teachers' strategies
Planning with students
Explanation with visual aids
Providing student exemplars
Collaborative work
Equity pedagogy
Students' Strategies

Walking in two cultural worlds
Relationships in a culturally
diverse classroom

4.4.1 Theme I: Challenges for teachers and immigrant students
The interviews revealed that there were many challenges for teachers and Nepali
students in the culturally diverse classroom in Saskatchewan. This theme is divided into
six sub-themes: extra work, lack of resources, difference in teaching and learning
methodology, language barrier, cultural difference, and lack of professional development
opportunity. Each sub-theme with the exception of Professional Development is
discussed from both teachers' and students' perspectives.
4.4.1.1 Extra work
There is no doubt that a culturally diverse classroom provides ample opportunities
to enhance the range of diverse cultural knowledge for both teachers and students.
Participant teachers thought that teaching in a culturally diverse classroom was a
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tremendous challenge since they believed they must prepare multiple lessons within a
limited time frame to meet curriculum requirements. During the interview, Carl stated
that one of the challenges of teaching in the culturally diverse classroom was preparing
multiple lessons which added to the extra work for the teachers. He said, "It’s put an
incredible amount more work on our table." For him, the more diversity in the classroom,
the more diverse the lesson planning becomes for teachers. During interview, he
elaborated on how he prepared multiple lessons with the modification of his original
planning in the diverse classroom. He indicated that he was able to teach the diverse
classroom by modifying assignments and language. He stated:
It means a lot of modifying that the information I’m giving them. A lot of
modifying in the assignment I’m giving them. And, so far, for example, if my
class, all of at the same ability level, all that were English is the first language
speakers, I would have to plan one lesson for that subject. Even if I have one new
student that is not along those lines, I have to teach two lessons, right? And every
other student has to add another lesson. So, you think if I teach five lessons a day
and I have different diversity of learning in my classroom, that’s 25 lessons vs 5
lessons I’ve to plan. So, it’s incredible amount of extra work.
David had a different view than Carl. David did not talk directly about extra work
but he was concerned with time. He said that he would spend lots of time with Nepali
immigrant students on computer tasks. He stated that Canadian students were acquainted
with technology from the very beginning of their school life whereas immigrants often
were not afforded the same opportunities in their birth countries. David said that if he
gave any task on a computer, Samir required more support than other Canadian students.
He said that the computer can be one of the easiest and comfortable devices to learn new
Canadian culture for the immigrant students. Samir was weaker in technology, and David
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felt he needed to provide extra support. As David mentioned, he helped the immigrant
students individually and this took additional time.
Carl identified lack of time as a challenge as well. He said that he had to spend a
lot of time explaining classroom tasks. Carl also said that the homeroom teachers do extra
work because there are insufficient numbers of ESL teachers in his school. New
immigrant students need more time with EAL teachers but this school had just two EAL
teachers from K-8. In our discussion, I discovered that he was expecting more than two
EAL teachers in his school so that those EAL students like Sapana would get adequate
support. With more EAL teachers, he would not be required to provide extra time to
immigrant students. David expressed that his school had recently acquired an EAL
teacher in the last year. I discovered from his interview that he was not questioning the
number of EAL teachers but had expected the EAL teacher to arrive earlier than last year
so that he could minimize his work.
In regard to extra work, student participants verified that teachers gave them more
time than other students at the beginning of the year. In the interview, Sapana said that
her homeroom teacher would spend a lot time with her in all subjects focusing more on
math and EAL teachers for language. Sapana stated:
The teacher always helps me separately in every single subject. And he helps me
a lot with math. Since, math, here you have to explain a lot more instead of just
doing the work. He helps me explain everything.
Samir also confirmed that his teachers spent lots of time assisting him,
particularly with computer work and language issues. Samir said, "Teacher helped me a
lot for learning English. Similarly, he helped me to learn computer too. I hadn’t learned
the computer in Nepal." The students' interview described how both teachers spent a lot
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of time with Nepali immigrant students; however, they both seemed unaware that their
teachers perceived this assistance as extra work
4.4.1.2 Lack of resources
In addition to the extra work issue, both teachers stated that they did not have
adequate knowledge of the Nepali culture and of other cultures. Having insufficient and
inadequate resources for teaching in a culturally diverse classroom, David said he faced
many challenges. He did not attempt to acquire at least some knowledge about immigrant
students' cultures. Had he done some research through the Internet, perhaps his teaching
would have been more effective and easier. Also, Nepali students might not have felt like
they were in a foreign environment. The classroom was equipped with a projector, some
posters, and pictures related to the history of Canada. No teaching materials that related
to Nepali cultures were in the classroom. David expected that resources and materials
related to immigrant culture would be provided from the ministry and the school board.
Though he researched some aspects of culture such as food, costumes, and festivals on
the Internet, he viewed his knowledge was insufficient because everything is not
available in the Internet. Carl also mentioned that he did not have sufficient teaching
resources about the immigrant cultures in the classroom but his ways of consulting
resources was different than David’s. He said that he mostly used immigrant students
themselves as the resource for teaching their culture. That was a lot of responsibility for
the students too since they left Nepal as growing children.
The Nepali immigrant students also agreed that there were insufficient resources
for the teacher to learn about the Nepali culture. Samir said that there was nothing related
to the Nepali culture in his classroom and he also did not have adequate knowledge about
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Nepali cultures. Sapana mentioned that if her teacher had obtained resources related to
the Nepali culture, she would have been encouraged to do more learning. She said, "I'm
not sure my teacher has a lot of things about our culture."
4.4.1.3 Difference in teaching and learning methodology
The students recognized that the teaching and learning methodology in Nepal and
Canada is different. They said that the way of doing assignments, marking style, and the
presentation created confusion and frustration for them. Carl witnesses this frustration in
Sapana when she does not understand what she is supposed to do. He said, "She gets
frustrated when assignments are not laid out perfectly or the exact for this or final
outcome isn’t fully laid out for her and that might be cultural thing."
Carl attributed Sapana’s success in writing to the structure of the process, rather
than in her ability to apply the creative process. Carl mentioned that non-immigrant
students were more likely to create new ideas and views in the assignments and project
works but immigrant students like Sapana could not create their own ideas. However,
when she was given any assignment with particular parameters, she could perform well.
Carl further explained that she was good at math though. Math and science were very
important to her and he questioned whether the math and science were a focus in Nepal.
He further explained that he was trying to encourage her to be more creative by assisting
her individually. He said:
I do find that sort of more Eastern Asian country people really focus on the math.
…She is a very strong math student. But I feel like she is actually better-rounded
in her academic focus than some other students from different backgrounds. So,
whether it’s being from a Nepali school that really focuses on well-rounded
education? I’m not sure or it’s just her drive. She’s good in math and very good in
language arts. Once again, it's very structured writing where as some other of my
students are using their creative sides.
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David revealed that Samir needed some structural frame for writing. If Samir was
given freedom to write about any topic, he felt little difficulty. David said that it might be
the trend of teaching and learning in Nepal.
The difference between teaching and learning philosophies was a challenge not
only for teachers but also for the immigrant students. Sapana said that the method that
teachers used to teach in Canada was significantly different from the way teachers taught
in Nepal. She said that students in Nepal were guided to use a particular framework for
writing, and were not encouraged to be free to express their own ideas in their
assignments, but in Canada, students were encouraged to attribute their own ideas in the
assignments. Sapana stated, "Teachers wouldn’t allow you to express yourself freely. But
here, you get, like to contribute to, the classroom." In Canada, there is an emphasis on
democratic school environments as well as more student centered pedagogy. Conversely
in Nepal, students' ideas are less important than the content in the textbook. As a new
immigrant, Sapana was not familiar with project work. Inquiry-based learning was not
common in Nepal but she had to complete project work in Canada. This kind of project
work posed a great challenge for her. Group work for the students like Sapana and Samir
was sometimes a challenge and certainly an adjustment from their experience in Nepal.
Sapana said she was not accustomed to these kinds of learning arrangements. In Nepal,
she had to do homework and she took exams as first term, second term, and the final
term. These different ways of teaching were particularly confusing when she first came to
Canada. However, now she says she learned how to successfully participate in group
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work. Working in the group and submitting the final conclusion was a new learning
methodology that Sapana had never practiced in Nepal. She said:
And there are a lot of projects here. And especially in science here are a lot of
experiments. And we get to do a lot of group work and that helps with our
studying and more discussing with the group and you get to learn other’s ideas.
And your final mark is not all dependent on your final exam. It also depends on
the discussion on class and how you do on projects.
Similarly, Samir said that students in Nepal were encouraged to do rote learning
rather than freely express their ideas. He also suggested that limited content from the
textbook limits the creativity of the students. For example, if students are asked to write
or speak about a certain topic, that task can be a challenge for them. Samir said, "In
Nepal we used to copy the notes from the books that the teachers had given us."
He added that sometimes the way of learning created a problem for students who
did not have such experience in learning with technology. In Nepal, teachers were the
primary source of knowledge. However, Samir transitioned to Canadian schools, he was
challenged and sometimes confused with the Canadian ways of teaching and learning.
Samir said:
Teachers use all kinds of technology in Canada and in North America but teachers
used to use only chalk board in the classroom. We watch smart TV, videos,
documentary and we copy notes as well.
He went on to say that he received warnings from his Canadian teachers after he
copied the lines from the book for an assignment. He mentioned that his activity was an
accepted practice in Nepal but when he applied the same methodology of learning in
Canada, it was considered plagiarism. Samir said:
I faced challenges in doing assignment as well. At the first week of my class,
teacher told us to write the important points on the basis of the reading one page
but I copied one line and she scolded and suggested me not to copy from the
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book. He also talked about the future too. He said, “You are not supposed to do
this copy writing. If you do like this, you will be kicked out from the university
too.”
Thus, when the methodology of teaching and learning changes from one context
to another, it is a challenge for both teachers and students. In their interview, both
students stated that in Nepal, students were allowed to copy contents from the textbook
without giving reference and they depended on teachers' notes. In Nepal, teaching and
learning is based on pass and fail. Additionally, students do lots of assignments but they
are not considered as a part of the evaluation. Project and group work are not common
techniques in teaching and learning in Nepal. Teaching is still based on the traditional
way rather than advanced technology in the classroom. The students who come from
those cultures certainly face challenge in the new environment.
4.4.1.4 Language barrier
Language was a big challenge to both homeroom teachers and Nepali students in
the culturally diverse classroom in this study. Both David and Carl agreed that
communicating in the English language was the most significant barrier to success for the
new immigrant students. Carl stated, “I think the language barrier is the toughest thing.”
This is not surprising since Carl verified that in his experience, it was common for some
immigrant students to have difficulties completing their assignments because they did not
always understand what was asked of them. In order to support students with linguistic
differences, he said he was careful to use precise words in his classroom. David also had
a similar view that immigrant students had language problem which is common for
everyone who is learning a second language. He said," So, again, with immigrants the
language barriers some time is an issue."
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Likewise, David experienced challenges in past years which included maintaining
a relationship through effective communication with parents of the immigrant students.
Effective communication builds the relationship between teachers and parents. He said,
"It's not difficult when the parents speak English to maintain that relationship through
communication."
If the parents do not speak English, teachers have to bring someone as a
translator. David would often use translators to help communicate in the parents-teacher
conference. Sometimes he involved the older students in translation. But, he also was
aware that involving the older students in translation might twist the actual information.
He was concerned that they might not talk about the bad things that were done by the
students. Though David faced such communication difficulties with some of the other
immigrant parents, he hadn’t faced any challenge in communication with Nepali
students’ parents because they are educated and speak English well. He explained:
If the parents don’t speak English, for example, it is very difficult to have a
parent-teacher conference without a translator because we only got an EAL
teacher. I believe as last year, we got an EAL teacher at Everest school and so,
they offer the opportunity if you need a translator for the parent-teacher
conference. But having the student translator to parent something, you are not
sure if they are telling the parents the whole story that the bad and the good, you
know what I mean? So, I would say that can be a struggle as well just making sure
that you are keeping that communication consistent because like it says, it is
difficult when the parents speak English to maintain that relationship through
communication.
Although David faced challenges communicating with some immigrant parents,
Carl said that he did not have such experiences in his teaching career. Perhaps, these
parents of immigrant students might be educated like Sapana's parents and Samir's
parents.
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Both students stated that learning English was still a challenge for them even
though it had dramatically improved since they moved to Canada four years ago. Sapana
still had language challenges even though she received education in English in Nepal.
She studied in a private school (popularly known as boarding school) in Nepal. With the
exception of the Nepali subject, the language of instruction in the private school was
English. In her interview, she expressed that she still had trouble with the Canadian
accent and slang. She said, "I felt language challenges even though I received education
in English. I still have trouble with the accent and slang."
Due to the language problem, Sapana could not communicate with her Canadian
friends properly and it was difficult for her to develop relationships with them at the
beginning of her life in Canada. Sapana said, " since I couldn’t speak properly with
proper English accent, it was difficult for me to talk to others, with my friends."
Like Sapana, Samir also faced linguistic challenges when he came to Canada.
Sometimes language creates frustration. Linguistic challenges to Samir were responsible
for creating frustration and loneliness. He was frustrated because of his English speaking
tone and accent and often felt lonely at school. He recalled how he would observe other
students speak English fluently but he would just listen to them. At first, he only
communicated with other students who were also from the same language background.
He stated:
I couldn’t speak English. I was perplexed when other friends speaking English. I
feel frustrated due to not speaking English properly. I didn’t ask any question to
the teacher. I could not make friends with English speaking people. I only
accompanied with Bhutanese guy.
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Samir was passive in the classroom in grade four because he could not ask
questions of the teacher in English. He was nervous in front of other people who were
speaking English. But he was also determined that he would be a fluent speaker of
English. Samir said, "I was so nervous when I was not able to communicate in English. I
don’t want to repeat such situation again." He did not even know what the teacher was
teaching. Samir once again stated, "I couldn’t understand what the teacher was teaching. I
did not even know whether the teacher was teaching to us or just making ready for play."
Both of their interviews showed that they were challenged by the English language but
Samir faced more challenges than Sapana. They both appeared more comfortable
speaking in English than they did Nepali during the interviews. I wondered whether they
were losing proficiency in their first language.
4.4.1.5 Cultural difference
Cultural difference was another challenge that both Nepali students experienced
in their classrooms. Sapana said that she only knew Nepali culture and did not know
Canadian culture. She said that she was excited to exchange gifts like earrings, candy,
gum, note books and pencils for Christmas and Easter. Sapana also revealed that she used
to wear school uniforms in Nepal but uniforms are not a part of the Canadian public
school system. She also used to do a lot of homework and carry a lot of books to and
from school every day. She found many differences in Canadian classrooms. In Canada,
students can wear whatever they want; there is not much homework, and there is no need
to carry books to and from school every day. These aspects of culture were totally new to
her. Samir had difficulty adjusting to the Canadian culture. Unlike Sapana, Samir said he
already knew of holidays like Christmas and Halloween, but he did not know about
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Thanksgiving, Remembrance Day or Valentine's Day. He did not know what to do for
different holidays.
Teachers also talked about how difficult it was to incorporate immigrant culture in
the classroom. Again, both teachers said they did not have much knowledge about the
Nepali culture such as food, dress, festivals or dances. They also said that they did not
have resources to learn about Nepali culture. Due to the lack of in-depth knowledge about
Nepali culture, I sensed from their interviews that both teachers faced challenges to
incorporate Nepali culture. Incorporating Nepali culture could have included
incorporating arts and music, discussing social expressions and style, sharing beliefs
systems, demonstrating ways to show respect, and explaining family composition and
roles.
4.4.1.6 Lack of professional development opportunity
The theme related to professional development was from the teacher's
perspective. Both Carl and David had major concerns about the need for professional
development for teachers to teach effectively in the culturally diverse classroom. Carl
explained that there were not enough opportunities for professional development for
teachers to learn more about supporting EAL students. He said, “I really feel like we have
not got adequate professional development to meet the needs of multicultural in our
classroom.”
Carl stated that no special training was given to him by the Ministry of Education,
school board or school to prepare him for teaching in the culturally diverse classroom. He
was not sure what kinds of materials were useful for teaching in the culturally diverse
classroom. Based on his university education and the past experience of teaching abroad,
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he tried his best. He further stated that his school division had focused on the First
Nations’ culture and had provided him with applicable and helpful resources. He was also
expecting similar supports from the school division focusing on the immigrant students’
language barriers. He stated:
Like once again, the First Nations’ aspects they have given me has been really
good for me because it’s been very open ended and it has been teach this, now
teach this. This time, it’s been awareness of needs, it’s been very open ended, and
it’s given me a lot of professional judgment because it’s been very structure on
First Nations’ viewpoints. May be we need to be focusing as well on immigrant
students with language barriers.
Carl seemed to understand professional development as someone else’s
responsibility to provide for him, which is partially true. It is also the responsibility of
teachers to enhance their professional development. Hooijer and Fourie (2009) states that
teachers need to be empowered to teach in the culturally diverse classroom; they develop
that empowerment intrinsically.
Even though David had a similar experience with the lack of teacher professional
development, he occasionally organized a presentation from the Regina Open Door
Society and other cultural communities at his school. He further explained that training
would be meaningful if it was relevant to the struggles that teachers have teaching in a
culturally diverse classroom. David appeared more intrinsically motivated for
professional development than Carl. He agreed with Carl that he had not received any
formal training for teaching in the culturally diverse classroom. He said:
There’s been people from like Open Door Society will be coming and they will
give a presentation. We had some people from the Hebrew school coming. A few
months ago I went to one of our PD sessions and they gave a presentation on
Islam and, on kind of, Muslim faith and just about Muslim and their belief
system, things like that. So as far as formal training outside of the university, I
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have not got any formal training related to multicultural education, aside from like
the seminar. We had those PD days.
Both teacher and student participants discussed the challenges they faced in the
culturally diverse classroom. Despite the challenges, they mainly had a positive attitude
towards diversity in the classroom. Both teachers had positive attitudes towards
immigrant students. In the next theme, the teaching and learning strategies that were
applied by the Nepali students and the teachers will be presented.
4.4.2 Theme II: Common strategies for teaching and learning
The success of teaching and learning in the culturally diverse classroom depends
on the strategies used and how both teachers and students apply them. Both teachers
shared some common strategies that they applied in the culturally diverse classrooms.
Also, both Nepali immigrant students shared some common strategies to learn in the new
cultural environment.
Both teachers suggested five common student-centered techniques that supported
learning for immigrant students. These techniques included planning with students,
explanation with visual aids, providing student exemplars, collaborative work, and equity
pedagogy.
4.4.2.1 Planning with students
Carl said that he often planned lessons with his students. He stated, “So, we have
these students in mind for a lot of work that we do when we plan, things that might not
work in previous years with some students.” He said, in the beginning of the plan, it was
slightly difficult but when he knew the background and the culture of all students, it
became easier. According to him, he researched different aspects of culture including
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food, customs, life styles, sports and recreations of diverse cultures. After learning about
his students’ backgrounds, cultures, and first language, he planned the lesson
accordingly. For example while teaching math, he used numbers rather than words to
solve the problems. In this matter, he said:
I have a brand new Canadian student in the classroom, well he just landed as an
immigrant from Pakistan and his English was very poor. So, I’ve done a lot of
work with him especially with our math program. He is working with numbers
rather than with words because of his language problem. As well as I have one
student in this classroom who was not born in Canada that his parents are very
math oriented and he is on this extraordinary program and I plan lessons
accordingly.
David also said that he sometimes planned his lessons keeping cultural aspects of
his students in mind. However, he also mentioned that he did not have much knowledge
about other cultures. Since the school organized the cultural mosaic event, he wanted to
participate with his students and be involved in the program. David also pointed out that
teachers were bound to teach through the curriculum. He usually took some aspects of the
new culture and essentially adapted the lesson to fit both the curriculum and their needs.
He stated:
As far as planning, we're trying to work; we are limited to teach through the
curriculum. So, within the curriculum, it touches quite a bit different cultures. So,
we like to take that curriculum and essentially adapt out lesson to fit our plan to
meet the needs. So, what we do is … right how we are doing cultural mosaic.
What we do is we’re researching different cultures...We are researching different
aspects of those cultures. So, we’re trying to what we did was respecting those
traditional groups and each group is assigned a different, essentially different
aspects of cultures. So, there is sports and recreation, there is arts and cultures,
there’s food and celebrations there’s quite a few different topics and what we did
is, when we assigned a group, we’re trying to give the students something they
might be interested in.
As David mentioned in the interview, he asked students to research different
aspects in their cultures and present them in the classroom with students from other
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cultures. In doing so, he provided opportunities for students' to share their cultural
knowledge with each other and teachers would also benefit by learning new immigrant
cultural knowledge. David planned with individual students based on the curriculum
framework. Once again David said:
So, we have students and mine for a lot of works that we do when we plan, things
that might not work previous years with some students. You know, we can adapt
those assignments or we can just forget them if we feel we don’t need to. And
other assignments we have great success with other units things like that we can
… again we can adapt them. So, everyone can benefit from them. When we plan
we have students and mine. At the beginning of the year, planning is a bit
difficult because we were just given a list of names… we are not given… we
don’t have access to gender. Sometimes, they even show the gender or you
know the background of the students. So, a little bit difficult, but again as
teachers, we have to be kind of honour it. We have to think quickly and adapt
those to meet the needs of our students. So, I can say, we have the students in
mind foremost when we begin planning. And just to make sure that everyone is
successful and if we need to make adaptation… to things we plan, we do that. So,
everyone can have certain level of success in the classroom.
David and Carl reflect Bank's (1993) notion of "the content integration and the
knowledge construction process" they included those dimensions in this strategy. They
both provided the opportunity to the immigrant students to share their culture in the
classroom.
4.4.2.2 Explanation with visual aids
Both teachers attempted to ensure that their instruction was clear to both
immigrant students and non-immigrant students. David elaborated saying that he used
simplified language and common words so that the immigrant students could understand
his instructions in order to complete the assignments accurately. He added that he was
careful to provide the assignments according to the level and the capacity of the students
within the scope of the curriculum. Supporting students in this way was not only
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beneficial to the immigrant students but also to the non-immigrant students. He said he
was always concerned about the Nepali student’s academic success and he tried not to
make them frustrated due to the language barriers. He clearly mentioned to both
immigrant and non-immigrant students the expectations, and the ways he would mark
their assignment. He said:
I try to make myself really available for the students whether it is students’ recess
or before school. So, if they have any problems, they come to me and talk to
them. They can come in and get clarification. What I normally do with my
whole class not, just the immigrants, because what I do is I make sure that
everything is crystal clear, instructions are very clear and simplified so that
anyone who picks up the paper or who is assigned that task can be successful.
Umm….so, I try to use again simplified language so that is lots of barrier, the
language, and what I do is I usually. Well, all the times I go with the
assignment of the whole class and I make sure that I go over each aspect of the
assignment.
Like David, Carl also pointed out that immigrant students need more explanation
to clarify an assignment especially project work. Carl had to spend a lot of time with
students. He expressed that he tried to reassess the students in the classroom and if they
really needed the extra support, he provided assistance. He further explained that he
taught mathematics to his new immigrant students with numbers rather than using words.
He said that one of the new immigrant students was very good at mathematics, but was
not able to comprehend all the instructions due to the language barriers. Therefore, he
explained the mathematical problems with numbers not only with the English language.
Even in assignments, he tried to make the instruction clear to the students. He said that
even in teaching literature, he found graphic material beneficial for the new immigrant
students.
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In addition, Carl used a variety of materials such as textbooks, videos, posters,
pamphlets, articles from newspaper and magazine that represented cultural variations. He
said, “I use a variety. Like, I would use a textbook. I would use a video. They have done
pamphlets, posters. As far as teaching resources, like I said, I like to do a lot of visuals.”
David used the Internet extensively in the classroom. He also used pictures and
drawings in his teaching. When he needed to explain something, he used the computer
projector to add a visual to verbal explanations. He said that even when he teaches
literature, he finds that using images is beneficial for the immigrant students. During my
observation, David used images of a forest, a horse walking on the snow, a small lake
surrounded by snow, and wild animals to accompany Robert Frost’s poem 'Stopping by
Woods on a Snowy Evening'. The visual seemed to promote enthusiasm and interest for
the students. Similarly, after he demonstrated with a visual when preparing an APA
bibliography, the students appeared to be able to follow his directions and quickly focus
on their own work.
4.4.2.3 Providing student exemplars
According to David, he sometimes used other student’s work as a model
assignment. This strategy encouraged the Nepali students to modify their assignment in a
similar way. David stated that he was not giving that model assignment to copy but rather
to provide an exemplar to help the students understand the instructions. David explained:
I handed out an example of one of the students of last year sketchbook that was
very well done. So, what I did was I handed that out and show them how to do
that. Also, we were working on job resumes and so I gave them an example of a
copy of my old job resume so that they can see how it set up, what information
goes where. Again they were doing cover letter with writing, show them
example of writing we did five paragraph essays and so I show them an example
of that five paragraph essays that was broken down very simple forms so that
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people could understand. So, there are just a few examples like I said I have
examples of most of my work so I try to show it.
He said that showing exemplars of well-done assignments and projects enhanced
comprehension of the instructions for both new immigrants as well as non-immigrant
students. He believed that showing the exemplars appealed to visual and auditory learners
and reinforced sight and sound to the new immigrant students and encouraged the
students to get full marks. He stated:
The exemplars show students what the full marks look like. You know, what 10
out of 10 looks like. So, they can look at, they can visualize, they can read rubrics
that I give them, tell them, how to gain those full marks.
Carl said he also used the model assignment in the classroom and advised the
students to follow a certain structure that he demonstrated. However, his techniques were
slightly different than David's. Carl stated he mostly showed model assignments
downloaded from the Internet as well as a few of his own examples. He states, "Yeah,
you know, I download the model example from the Internet and show them how to
follow." During the classroom observation, he showed the students a model example of
an analysis of a poem written by Robert Frost. He asked the students to analyze in the
similar way.
4.4.2.4 Collaborative work
David said that he frequently used inquiry-based teaching as an instructional
strategy in the classroom. Also, students were asked to complete these inquiry-based
tasks in groups. The groups were composed of students with a variety of abilities and
backgrounds. For example, he intentionally combined the immigrant and non-immigrant
students to form the group, encouraging EAL students to learn from the English students.
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Although he admitted that his teaching was mainly based on individual assignments, he
also provided many opportunities for pair or group work. David said that he never
segregated the immigrant students from non-immigrant ones. He said that immigrant
students' learning style was slightly different from the non-immigrant students' since they
required more explanation and clarification for the same assignment. David further
explained that the immigrant students learn a lot from their peers. He stated:
You know whether it is getting help from them or just watching how they do
things. I think, they learn a lot that way as well. So, that kind of thing emerging in
the regular classes I think is what’s happening more than pulling students out and
working with them individually. Because they do learn from each other, yeah.
David appeared to value creating a cooperative environment in the classroom.
During the classroom observation, I noticed that he combined the students from diverse
cultural backgrounds and encouraged them to help each other. He applied “cooperative
learning” or “collaborating learning” (Parhar & Sensory, 2011, p.196).
David also worked collaboratively with EAL teacher, elder siblings, and parents
of immigrant students on language issues. He worked in partnership with EAL teacher to
ensure that student's needs were met in terms of language. David elaborated:
I work with Mrs. X so, we work together to make sure that students needs are
being met in terms of language. If there are any language barriers, there are issues
with that. Also, like parents, like I said if we need it too, we can have translator
coming. I have had siblings that speak English that older sibling that instead if the
parents don’t speak English.
Carl had a different strategy for collaboration than David. Although Carl preferred
individual work, he also encouraged collaboration among students. Carl said he formed
the groups by combining immigrant students and non-immigrant students on the basis of
their abilities and cultural background. Carl said that his students primarily worked
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independently but there was also a great deal of collaboration among students. He said he
used a variety of techniques including pair and group work too for effective teaching and
learning activities. He said:
I’m largely an individual worker but within that, I allow a lot of collaboration
among students. So, I usually want each student to provide their own piece of
work but in my classroom, there is always talking going on, students are always
allowed to talk each other, share answers as long as is not a test, help each other
out, move around the classroom if they feel free. And I feel like that, although,
it’s an individual assignment, I really feel like my students’ works as a group to
come to a similar goal.
Like David, Carl explained that he created the groups by combining the students
based on compatibility and creativity. Basically, he considered which students work best
together and might create interesting viewpoints. In addition, he was fully conscious
about differentiating between equality and equity in the classroom. During the classroom
observation, I noticed that he made tremendous effort to work with students individually
whether they were an immigrant or non-immigrant students. However, he supported
immigrant students more than non-immigrant students to complete the classroom
assignment.
4.4.2.5 Equity pedagogy
Equity pedagogy is one of the teaching strategies that Carl and David suggested to
use in teaching. Equity pedagogy advocates equitable opportunities for students. Equity
pedagogy exists when teachers use various teaching methods and techniques that
facilitate the academic achievement of students from diverse racial and ethnic groups and
from all social classes (Bank, 1993). The same methods and techniques might not be
appropriate for all students. Carl and David said that they always taught on the basis of a
student's individual capacity and their cultural variations. Both teachers claimed that their
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teaching was mainly individual to immigrant students. They gave more time for the
immigrant students to make them comfortable in their tasks.
For example, both David and Carl mentioned that the Nepali students struggled
using the computer and other students assisted the Nepali students to search information
on the Internet and help them with other technical aspects on the computer. Though
computer technology is not an aspect of this study, it is presented to demonstrate how the
teachers implemented equity in teaching. Due to their insufficient technical knowledge,
the Nepali students found it difficult to participate in class with technology, so the
teachers provided extra help to them. Sapana said that she did not have access to an iPad,
laptop, or the Internet in Nepal. Her teacher used to give her only print documents to
read. Also, she did not have Internet in her Nepali home, nor was she encouraged to
search new information in the Internet. In Nepal, teachers would teach using chalkboards
and whiteboards. They never used computers in their classroom teaching. In
Saskatchewan, she was required to do most of the assignments on a laptop, which was
hard for her because she did not know how to use the computer for project work and
assignments. In contrast, she observed that white students were faster on the computer.
Sapana had also problem with the Canadian accent and slang. She could not always
communicate clearly with her peers.
Samir had similar experiences to Sapana. He said that he had never touched a
laptop and he had no habits for searching for learning materials on the Internet. Samir
said that he was struggling with the computer because he had never learned how to use
the computer in Nepal. However, the computer teacher in his current school taught him
more about it. Samir stated:
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Teachers use many kinds of technology in Canada and in North America but
teachers used to use only chalkboards in the classroom. We watch smart TV,
videos, documentary and we copy notes as well here. In Nepal, we used to copy
the notes from the books that the teachers had given us.
In addition to assisting the Nepali student with technology, both teachers also
helped to learn how to write citations. Sapana found her teacher encouraging and
constantly providing feedback. For example, her teacher assisted her to correct her
sentences in Language Arts and taught her to postulate hypotheses and derive conclusions
in science. She said:
My teacher …looks over my work when I’m doing it and tells me like what I did
write about my work and what I could improve on. And for math, he tells me
what’s wrong and what’s right and for language arts, he tells me what sentences I
could write better and what doesn’t make sense. And for science if my hypotheses
or conclusions are wrong, if they don’t make sense, he tells me to write better.
Samir also stated that his teachers would come to him and help him individually,
especially the EAL teacher and homeroom teacher. He visited his EAL teacher regularly
to develop his English. Both Samir and Sapana appreciated their homeroom teachers for
their assistance.
Similarly, the method of giving assignments also reflects the equity pedagogy in
the classroom. Carl said that he provided the students with a topic of interest to them and
encouraged them to research their topic. He evaluated the students by keeping the theory
of equity in mind. Carl said that he never expected the immigrant students’ English to
sound like native speakers and evaluated them on the basis of their background and
originality within the framework of the Saskatchewan Curriculum. He stated:
We just this week completed doing oratory speeches and once again is an inquiry
based project and students can choose whatever topic they were interested in my
rubric where I would assess the clarity of their voice, I’m obviously not going to
access the students from Korea the same way as I’m going to assess the

72

Canadian born person. I assess the clarity of their voice based on where I feel they
can achieve. So, the best they can do would be hundred, you know, the worst they
can do as a zero whereas another student that would be the same ideas on the
basis of their own individuality.
In the interview regarding equity in his classroom, David reported that he would
assess the non-immigrant and immigrant students on the basis of their ethnic background.
Thus, both teachers taught with equity in mind in their teaching and learning
activities. Keeping equity pedagogy in mind, they taught immigrant students on the basis
of individual capacity and background and by evaluating immigrant and non-immigrant
students accordingly. Both teachers stated that they evaluated immigrant students and
non-immigrant students using the same tools but with different marking expectations. For
example, Carl said he did not focus much on grammatical errors of the immigrant
students while marking since English is their second language. Carl went to say that he
modified assignments for immigrant students but he did not mention anything about the
modification of assignment based on students' cultural variations. The ideology of equity
pedagogy is to help different students to be able to learn as well as other Canadian
students; additional help and individualized assignments and evaluations are given
according to the needs of culturally diverse students.
4.4.2.6 Students’ strategies
Nepali immigrant students shared their own strategies for success in the
classroom. Though they have faced challenges in communication, teaching and learning
methodology, and cultural adjustments, they exercised their own strategies that helped
them to cope with these challenges. Sapana and Samir actively participated in group
conversation and discussion. They also learned language by watching television
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programs, listening radios, and reading books. During her interview, Sapana mentioned
that she mostly engaged herself in group discussion, reading English books, watching
movies, and participation in various sports and entertainment activities. She said:
I spoke to other people and participate in discussion and I also read books to help
me learn, the slang and language. And watched movies and participated in sports
and dance and other staff to extracurricular activities to help me learn, to help me
interact with others.
Like Sapana, Samir also engaged himself in conversation with his white friends
so that they could correct him for incorrect word usage and accent. He said, "I slowly and
slowly made white friends and talked to them. When I made mistakes, they would correct
me. Even today too, I ask the meaning of the new words that I haven’t heard before."
Though he was shy when he first came to Canada, as time continued he loved
talking with friends in school. He was frustrated with not being able to properly converse
in English. Therefore, Samir applied multiple strategies to improve his English through
watching English cartoons and movies, reading English books daily, and engaging in
conversation with friends. Samir had dramatically improved his English. He said, "I
watch English movies, cartoon in TV. I like reading books. I read book every day."
He also consulted online dictionaries to find the meaning of new English words
and he asked his parents for help. He said, "I also asked the new word meaning with my
parents and elder sister because my parents are well educated and my sister is going to
university. I myself started using online dictionary to find the meaning of the words."
4.4.3 Theme III: Walking in two cultural worlds
Cultural sharing and adaptation to Canadian culture is an important step for the
Nepali immigrant students. New cultural life creates loneliness and culture shock for
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them. Accordingly, a theme emerged that showed how Nepali immigrant students shared
their cultures with their peers and teachers and how they adapted to the Canadian school
environment.
Sapana said that she shared information about Nepalese cultural festivals
specifically Dashain, Teej, and Tihar with her teachers and students. Sometimes, her
teachers provided her with opportunities to talk about something from Nepalese culture
and she appreciated those opportunities. Sapana also revealed that she wanted her
teachers to share her cultural information in the classroom. If the teacher spoke about her
culture in the classroom, she would be happy. She expressed that she did not celebrate
any Nepali holidays in the class because she was the only student from the Nepali
Community. She said if her teacher knew her holidays, it would be easier for her to
celebrate them and everyone would know about the Nepali culture. She said:
Usually they don't but I don’t mind them sharing my culture and I would want
them to know little bit my culture. So, when it’s time for our holidays, we
couldn’t all celebrated instead of just like what type of their holiday and I’m not
celebrating any things but if the teacher knew about my holidays it would be
easier for me to celebrate and I’ll be more happier with like everybody knowing
about it.
Samir applied different techniques to learn Canadian culture. He compared the
Nepalese and Canadian culture and looked to find similarities between two different
cultures. He said there are some similarities between Halloween and Tihar (a Nepalese
festival). In Tihar, people visit door to door asking for money and at Halloween, children
visit door to door asking for treats (mainly candy). He said:
I know the cultures of Canada but not the culture of other communities. I know
Valentine's day, Christmas, Halloween, Thanksgiving Day, and New Year etc. In
our community too, we have lots of festivals such as Dashain,Tihar, Teej, Nepali
New Year, Maghesakranti, Chaite Dashain, and so on. New Year in Canada is
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very exciting experience for me because I hadn’t ever seen fireworks in Nepal.
We eat sweets, momo, and meat in New Year but here it is different. You know
there are some similarities between Nepali festival “Tihar” and Halloween. In
Halloween, we go door to door asking for candy but in Tihar, we go door to door
asking for money.
Samir explained that he also wanted the teacher to talk about his culture in the
classroom but he mentioned that his teacher did not know a great deal about his culture.
He said that his teacher encouraged the students to write an essay about their culture. The
teacher viewed it as one way of sharing the cultures in the classroom and Samir agreed
with his teacher. In addition, the school also organized the Cultural Mosaic which
provided the students an opportunity to participate and promote their ethnic values and
provided the non-immigrant students the opportunity to experience different cultures. His
friends from the Philippines and Italy took part in the cultural mosaic. However, Samir
was unable to perform in the Cultural Mosaic. He said he did not have enough knowledge
about his own culture and he did not have peers from his community in his class to
perform in the school cultural Mosaic.
Sapana said that she experienced alone during initial days in school because
everything was new to her. The classroom management, students’ way of addressing
teachers, and the way of teaching were new to her. In addition, she did not have enough
knowledge about Canadian holidays, food, and customs. Later, she gradually learned by
reading books, watching movies and television, Internet, friends, teachers, and parents.
Furthermore, she said that although her parents were also new in Canada, they received
more information for adjusting to Canadian society through the Regina Open Door
Society. According to Sapana, she adjusted to Canadian culture slowly without much
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frustration because her EAL teacher was helpful and he encouraged her to learn new
things about Canadian culture.
Sapana enjoyed participating in the Canadian culture especially exchanging gifts
with her friends at Christmas and Easter. She had positive attitudes towards Canadian
culture. She added:
Yeah, during Christmas time, everybody is talking about Christmas and
everybody exchanging presents and Easter too, we get holiday. So, during the
holidays, we get off. Everybody is talking about and after we get back. Yeah,
everybody is talking about how they celebrated.
Both Samir and Sapana had positive attitudes towards learning about the
dominant culture. They also compared their cultural knowledge to similar Canadian
customs. Their teachers also encouraged them to research their cultural norms and values.
They also indicated that cultural exchange developed intercultural knowledge.
Carl and David accepted that they did not have knowledge of Nepali cultures;
however, they both encouraged the students to write something about their traditional
food, customs, and so on as a classroom assignment. Though Carl accepted that he did
not have much cultural knowledge, he tried to incorporate the diverse cultural
information in his teaching. He said that he marked the major cultural celebration in the
planner and talked about that particular celebration. He was just focusing on the major
celebrations of various cultures. He stated:
Our school specifically marks the Christian holidays as possible. So, what I like to
do, I still like the cultural aspect in my classroom. What I have in my day planner
or if I actually have a calendar they give, all cultural observances and I write them
down. So, then if it’s like a celebration from India, we will talk about that day.
For example, December is full of different observances of different
countries. So, I tried to make these known to the students. So, I don’t base on one
culture one country celebration but I tried to hit as much major celebration as I
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can. I use that as a history lesson, a cultural lesson and just general education to
the students.
Carl further reported that the immigrant students were excited when talking about
their culture and when given the opportunity to share their culture. He was not talking
deeply about religious and other anecdotal evidences, He said, “I definitely try to provide
as much factual information as I can. I don’t dive into more religious or a kind of
anecdotal evidences that there might be just because I’m not an expert on it." So, he
clearly stated that he didn’t have deep knowledge about Nepalese culture.
David also mentioned that he permitted the immigrant students to perform their
cultural dance, music, arts, and costumes in the classroom. Using first hand resources,
David provided the opportunity to non-immigrant students to learn about immigrants'
dance, music, or customs. He said that when a new student enrolled in his class, he
inquired about their cultural aspect such as food, customs, art, and music.
4.4.4 Theme IV: Relationships in the culturally diverse classrooms
This theme relates to the role of relationships in the culturally diverse classroom
between Nepali immigrant students and their teachers and peers. Relationships are crucial
for students in a diverse cultural classroom. The teachers were aware of the importance of
relationships and the social aspect of school. However, they tended to focus more on the
student’s academics. According to Carl, there was a good relationship between the
teachers and students and between the immigrant students and non-immigrant students in
his classroom. He further stated that he had not heard of any bullying by the nonimmigrant students of immigrant students in his class. Though, he heard some rumors of
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fighting and bullying in some Canadian schools, he had not experienced such a situation
in his school. He said:
We are very lucky, this school… it just seems we have very little behavior
problems. I wouldn’t guarantee there isn’t bulling going on behind their backs but
up front any fights.
However, he anticipated that there was some bullying behind his back. If he heard
inappropriate words, he would address them. Carl said:
This school is very lucky that if words are being used inappropriate ways or there
are some racial words being tossed back them inappropriately. They usually
understand that it is wrong. It should not be happening. I don’t know what’s
happening behind our back but I don’t hear about it.
The student interviews showed a much stronger interest in the social dimension of
learning. Good relationships among the students and teachers decrease anxiety,
frustration, and loneliness. Both students in their interviews stressed that they were trying
to develop relationships with Canadian born students. Due to communication barriers,
they could not communicate with them properly, especially when they first arrived. Samir
said that he used to talk with a Bhutanese Nepali friend at first. He used to feel lonely and
was trying to develop friendships with English speaking students as well. He never
quarreled with other students and did whatever other students did. After he made more
relationships with other students, he did not feel as lonely in the classroom. Having good
relationships with other students also enabled him to achieve academic and cultural
supports from them. He said his friends corrected his accent, and he was able to make
friends from other cultures due to his positive attitude towards other students. He said he
was always conscious about his use of words for addressing his friends because he did
not want to hurt others. This mindfulness towards his classmates, his desire to keep a low
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profile, and his patience enabled him to enhance healthy relationships with other students
from diverse cultural backgrounds. Samir said:
To make the friend, I just did whatever they did. Yeah, I didn’t talk that much. I
didn’t want to say anything wrong. I just did whatever they used to do. I didn’t
want to be bossy and quarrel with my friends. I always like to be in low profile.
Because of this, I think, I was able to make good relation with other friends.
Like Samir, Sapana reported that she also had good relationships with other
students. She said that due to her good relationships with other students, she was able to
ask them for help in language problems and assignments. She said that her friends helped
her with using and understanding slang words, with her Canadian accent and to develop a
richer cultural understanding. She further said:
I have great friends they help me when I have language problems. I still don’t
know little bit of the slang. And I have trouble with my accent, they help me and
they inform me about their culture and they invite me their culture something. I
don’t want to be bossy with friends and I never quarrel with them. At first it was
so difficult to make my friends but later slowly and slowly, I was able to make
more friends. I have good relation with all of them.
Both of the Nepali students’ interviews showed that new Nepali immigrant
students were struggling to develop relationships in the new environment when they
arrived in Canada. However, they have now successfully developed relationships with
students. Their success in social relationships in the school is an important factor for
success in their academic and social development.
Both teachers appreciated Nepali students for their discipline and cooperative
behaviors. They had not felt any behavioral issues from Nepali students. They reported
that they respect and value other people and their cultures. According to Carl, because of
her good relationship with teachers and other students, Sapana was able to improve her
English dramatically.
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Both Carl and David had a common view that the teacher's role was important in
creating positive relationships among the immigrant and non-immigrant students, and
healthy relationships reduced prejudice. Carl believed that it was the teacher's duty to
make non-immigrant students understand that everyone should accept and be respectful
of other’s cultures. Carl said, "It’s a teacher’s job to make them understand that we
should be accepting all the culture."
Carl also clarified that he had not faced any discipline issues from the immigrant
students. Discipline can be an indicator of maintaining healthy relationships. He said he
did not experience any kind of fighting. David's technique to reduce the prejudice in the
culturally diverse classroom was slightly different. He encouraged students from diverse
cultures to share their cultures in the classroom. He said, "I try to encourage diversity and
individuality through discussion of different cultures/ideas."
Both Carl and David experienced that some white non-immigrant students might
have misconceptions towards some countries related to conflicts or war, but both teachers
tried to help the students realize that it was a matter of political issues not a religious
matter. David said, “No matter what they hear on the news from other countries that the
conflict in countries is just not the culture.” For example, some students might have
negative connotations associated with the Muslim community and terrorist groups.
The immigrant parents' focus on education helps to develop healthy relationships
with others. David mentioned that immigrant parents largely focused on the importance
of education, which might have helped them to behave well with others. David's
interview also reflected that the healthy relationship promotes social, cultural, and
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academic adjustment for the immigrant students in the culturally diverse classroom. He
said:
Usually immigrant students are very well behaved. As far as from where you
come from behaviour really find is based on parents’ attitudes towards education.
So, I really, I feel like if I was just given you succinct to test on the students in my
classroom. Every single one of the new Canadians in my classroom are extremely
well behave and their parents put a large focus on an importance on education.
So, I feel that’s the main reason why they are well behaved and I think that kind
of goes with everyone.
This chapter has provided a short description about two classrooms of the selected
schools and participants. After this description, the findings of the study were discussed.
These findings were organized into four separate themes including: Challenges for
Teachers and Immigrant Students, Common Strategies for Teaching and Learning,
Walking in Two Cultural Worlds, and Relationships in the Culturally Diverse
Classrooms. The next chapter will provide a discussion of the findings, conclusions,
recommendations, and suggestions for further study.
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CHAPTER FIVE: Discussions, Conclusions, Recommendations, and Suggestions
5.1 Challenges for Teachers and Immigrant Students
5.1.1 Extra work or teachers' responsibility?
The findings of the study revealed that the participant teachers felt that immigrant
students meant extra work for teachers. The more diversity in the classroom, the more
diverse the teacher's lesson planning needed to be. Carl was more concerned with the
lesson plans. He might have not been happy to teach students from diverse linguistic and
cultural backgrounds in the same class. With the arrival of increasing numbers of
immigrants of various ethnic backgrounds, many of whom speak neither French nor
English (Ogbuagu & Ogbuagu, 2013), the Canadian society has become increasingly
diverse. Can we expect monolingual and monoculture students in the classroom in this
21st century? I believe it is not possible. Therefore, teachers have to update themselves
by focusing on those immigrant students.
The teachers who participated in this research stated that they lacked time to teach
in the diverse classroom because immigrant students needed more explanation and
individual support. Clear explanation and individual support are the common techniques
that teachers can use for all needy students, not only immigrant students. Here, I think
teachers undermine the potential of the immigrant students. Because some immigrant
students take more time to understand the teacher's instructions, it does not mean that all
immigrant students take a longer time to grasp the teacher's instructions. I believe
teachers seem stereotype to immigrant students. Perhaps, this is white privilege at work.
The extra work as a challenge suggested by these teachers is similar to one of the
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challenges in Parhar and Sensory's (2011) study, where they report “teachers lack the
time for sustained opportunities for professional dialogue (p. 214).”
Both teachers also argued that they were obliged to work more to provide extra
support to immigrant students because of the lack of English as an Additional Language
(EAL) teacher in their schools. To some extent, I agree with both teachers that if the
school provided sufficient numbers of EAL teachers, they would assist the immigrant
students and these homeroom teachers would be less worried about the time spent on
adapting lesson plans. I maintain only one EAL teacher in Everest school is insufficient
to help all immigrant students from kindergarten to grade eight because the number of
immigrant students is increasing day by day. Therefore, I argue that by hiring more ESL
teachers, the school can provide more opportunities for immigrant students to adapt in the
new cultural and linguistic environment. Medgyes (1996) states that ESL teachers can be
good learners’ models, having gone through the experience of learning English as a
second language. Maryland School hired two EAL teachers that immigrant students could
get more support. This gave the homeroom teacher, David, additional support in the
classroom too. Agirdag, Merry, and Houtte (2016) claim ethnic minority teachers reflect
higher levels of multicultural content integration than white teachers. Therefore, if the
school division hired more ethnic minority teachers, the need for EAL teachers might be
reduced.
I question why both teachers felt teaching immigrant students meant extra work.
Perhaps it was the Nepali students' little knowledge with advanced technology, the
language barrier, the different way of teaching and testing in Nepal compared to Canada,
the teachers’ lack of awareness of the Nepalese socio cultural aspect, or insufficient
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knowledge of multicultural education. As Finley (2000) states, “teachers need to
understand the general socio-cultural knowledge about the child development, second
language development, and the environmental factors that are responsible for the
harmonious development of children” (p. 22). I assumed that teachers in this study did
not seem to realize how important it was to understand the socio-cultural background of
the immigrant students. They do not see their actions as resistant. They seem resistant
because I believe they lack the skills and knowledge of teaching in the multicultural
classroom. When teachers gain the knowledge about the cultural, social, and ethnic
backgrounds of the students, they manage the diverse classroom effectively (New York
University Steinhardt, 2008).
5.1.2 Lack of resources or skills?
As Parhar and Sensory (2011) explain, both teachers stated that “lack of
resources” was one challenge that teachers face to respond in the best ways to culturally
diverse students and families. I disagree with this view. In my opinion, in this 21st
century, resource availability should not be a challenge for teachers if they have the
knowledge and skills of teaching in the culturally diverse classroom. David said that his
classroom included students from eight different cultural backgrounds and he only had
few resources that represented individuals with different cultural backgrounds. In my
classroom observations, I did not find any posters, pictures, or books that reflected the
immigrant cultures in both classrooms. Teachers can do very simple things to make the
classroom represent diverse cultures. For example, greetings in different languages could
be displayed by the door on the wall. This greeting might help students from various
linguistic and cultural backgrounds and have a positive impression on them for their very
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first day at school. In regard to this, I believe it is relevant to share my experience that
shows how a small thing makes a positive impression on immigrant students.
As an immigrant student on my first day at a Canadian university, I saw the flags
of China, India, South Korea, Mexico, Pakistan, as well as some African and Middle East
countries, but I did not see the flag of Nepal. I questioned myself, "why there was no
Nepali flag?" At that time, I felt loneliness and sadness. I felt as if I were in a different
world. I thought the university did not recognize Nepali identity. If I would have seen the
Nepali flag in the university, I would not have been so sad and lonely. I believe that
pictures, posters, flags, or anything that represents immigrant student's identity, has a
direct impact to motivate new immigrant students in teaching and learning activities. I
found the situation similar when I was observing in both schools. I wondered why there
were no materials representing Nepali cultures. Perhaps, teachers did not realize the need
for and value of Nepali cultures because there was only one student from the Nepali
culture. The teachers could invite the students’ parents, or use print and electronic based
materials as the source for teaching diverse cultures. Similarly, Gaudelli (2001) suggests
that teachers can invite guest speakers, go on field trips to cultural sites, conduct a mock
trials and, simulations, and facilitate students’ presentations in the classroom. With the
exception of student’s presentation in the classroom, I did not identify any of these other
resources in their teaching. This finding aligns with Marais and Meier’s (2008) result;
both teachers lack adequate knowledge and insight of multicultural education.
During the interview, the participant teachers expected the appropriate resources
related to immigrant students from the Ministry of Education. Isn't this their own
responsibility to find various resources related to the diverse cultures? Can't they
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construct or collect the appropriate teaching resources if they have the internal drive to
address the particular culture? David researched some elements of culture such as food,
customs, and festivals on the Internet to find relevant information. This can be one of the
resources of getting immigrant cultural knowledge but it is not enough. Other resources
can be immigrant parent as a guest speaker, field trip to cultural sites, and students’
presentation about culture.
5.1.3 Difference in teaching and learning methodology a challenge?
There is a difference in teaching and learning methodology between Canada and
Nepal. My observation and interviews with teachers and students reflected that Nepali
students faced challenges with modern teaching and learning technology. Both
participant students concerned with Bista's (2011) study. He states that the participants in
the study had a limited use of Internet and computer facilities, limited teaching materials,
and unavailability of the audio and visual materials in the classrooms. He states that in
Nepal, teachers are still using the traditional teaching methods like lecture method and
the students depend on teachers. Both Sapana and Samir felt hesitant using technology.
They struggled with group and project works, and were concerned with their writing
competency. The use of unfamiliar teaching materials also causes great stress for
immigrant students. These challenges faced by both students are very much similar to
those faced by participants in the study by Ogbuagu and Ogbuagu's (2013). They state
that learners, who come from countries where they have never used advanced technology,
feel academically inferior when those materials are used in the classroom. Knowing that
there are technology challenges for immigrant students, Saskatchewan teachers could
provide extra support at recess to help immigrant students learn these skills. Also, if the
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teacher had prior knowledge of the style of teaching and learning activities in Nepal prior
to giving the assignment, he would have told all students not to copy anything from the
book without mentioning sources.
Both teachers talked about the Nepali students' creativity. They found it very
surprising that Nepali students were good at math. I think without being creative, one
cannot solve mathematical problems. It is possible that the teachers were not seeing
students' potential for creativity. Carl stated that Nepali students liked structure. If the
assignment was based on a certain structure, the Nepali student could perform well but
they struggled with more open ended assignments, such as free writing. I think both
teachers focused on creativity only from the linguistic point of view. Creativity should
not be measured only from a linguistic perspective. Creativity is an underlying trait in
every human mind. A study carried by the European commission (2009) suggests
“creativity is a process continuously shaped and stimulated by human, social, cultural,
and institutional factors” (p. 9). Creativity reflects culture. Thus, the depth and type of
creativity can be different according to the person but everyone is creative. I agree that
Nepali students are more acclimated to structural writing. Focusing on the structural
writing, however, does not mean that they are not creative.
5.1.4 Language a challenge for both immigrant students and teachers?
Both teachers had a common view that language was a barrier to immigrant
students. Learning by having a different accent and not understanding slang terms, Samir
was passive in the classroom. He felt lonely and frustrated. He did not understand the
English language effectively. He only communicated with another Nepali-Bhutanese
student who spoke Nepali too. Some of his white friends laughed and made fun of his
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accent. Though he did not mind his friends, I believe it is a kind of children's racial
attitude "prejudice"(Bank, 1993). Duff (2008) contends that the mainstream students
dominate ESL students because of their limited exposure to English. I agree with Duff
(2008) that Samir was indirectly dominated by his white peers. Samir did not express that
he was hurt by the prejudice during the interview. However, it is difficult to believe that
his feelings were not hurt. Of course, he got hurt but he did not show his feelings
externally. Beran’s study (2006) shows ‘teasing’ as an example of bullying. Perhaps he
was unaware of his rights, scared of the new environment, or perhaps he could not
express his ideas clearly in English. Lee and Sheared (2002) state that when immigrants
leave their native countries, they encounter language barriers” (p. 30). Sapana went
through a similar situation and grew frustrated when she could not academically achieve
better performances because of language. She still has trouble with accent and slang. I
maintain that Nepali students face a language barrier and they need encouragement and
support in English. Likewise, both students felt more comfortable to speak in English
than they did in Nepali during the interview. For me, this is the evidence that they are
losing their first language.
Teachers faced challenges in communicating with some immigrant students’
parents. Interpreters were available however; sometimes interpreters were not available in
time for meetings. Alternatively, they used senior students of the same language
background as an interpreter. In this study however, both teachers did not face difficulty
communicating with Nepali parents because both students’ parents were university
graduates and spoke English well.
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5.1.5 Cultural differences a challenge or an opportunity?
As discussed in the fourth chapter, both teachers considered cultural differences a
challenge in the culturally diverse classroom because they did not have in-depth
knowledge of multiple cultures. Their views resemble Chan's (2006) claims that it is
difficult for monolingual teachers to attain deep understanding of immigrant cultures. For
me, cultural difference is not a challenge. Instead, it provides opportunities for both
mainstream and immigrant students to achieve their potential. Koustelini (2011) contends
it is not only for one group; instead, "sharing the cultural and linguistic variations in the
classroom becomes live and interesting" (p.175).
Teachers especially should widen their knowledge of diverse cultures. Both
teachers in this study, researched common cultural aspects “aesthetic experiences” (Syed,
2010 p. 256) such as food, dress, or festivals. Learning about diverse cultures is not a
challenge, but rather an opportunity to enhance the knowledge about diversity. Culture is
a broad term which includes more than I presented. These are just few examples.
Unlike the participants in Ogbuagu and Ogbuagu's (2013) study, the students in
this study did not experience pre-migratory trauma and anxiety due to domestic war
because Nepal is a peaceful country. However, they faced post-migratory experiences of
difficulty in adapting to Canadian culture and socializing in the classroom in the early
days in Canada. Samir said that he was shy and felt isolated at school due to the new
cultural environment. This finding aligns with Lee’s (2002) views that a learner’s
unfamiliarity with a new school culture is the challenge to immigrant students.
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5.1.6 Professional development whose responsibility?
Both teacher participants reflected upon professional development. Both teachers
reported that they did not get enough opportunities for professional development to
support the immigrant students in the culturally diverse classroom. They were not sure
what kinds of materials were useful for immigrant students since they did not receive any
in-service training from the school board, the Ministry of Education, or the school. Both
teachers suggested that professional development opportunity as related to immigrant
cultures similar to the First Nations professional development would be helpful. They
both expressed that they understood teaching in a multicultural classroom on the basis of
their own experience and university education. In effect, they are positioning themselves
as consumers, not as producers of knowledge and curriculum. As Tiedt and Tiedt (2002)
state ,"To be successful in the multilingual and multicultural classroom, teachers need to
be empowered"(p. 410). Both teachers were not provided any opportunity to be
resourceful to teach in the culturally diverse classroom. I believe if the Ministry of
Education, school board, or school provides continuous training for them, their
empowerment level will be high for planning and teaching in the diverse classroom. As
Nieto (2004) claims, both teachers could be confident in adjusting and readjusting the
instructional activities to accommodate culturally diverse students, if they were trained to
teach in the multicultural classroom. Furthermore, the proper instructional materials in
the culturally diverse classroom could help to reduce the workload of the teachers.
Although these teachers taught in culturally diverse classrooms based on their
university education, they did not achieve adequate in service professional development
opportunity for teaching in the culturally diverse classrooms. The view of Ogbuagu and
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Ogbuagu (2013) is that teachers need to sincerely and consciously articulate an
immigrant's background information to be aware of any adaptation experiences, because
various psychological stresses create academic limitations for some immigrant learners. I
felt that both participant teachers seemed serious and sincere in theory, but in practice,
their teaching was not much different than teaching in general classrooms.
Consistency in training for the teachers about the cultural, linguistic, ethnic and
racial situation of Asian and African countries provides the teachers the knowledge and
skills to teach effectively and confidently in the culturally diverse classroom. Sometimes
the people from Open Door Society (new comer centre) came to Everest Elementary
School to provide some background about the African and Muslim cultures but none of
them were related to Nepalese culture. Is the Regina Open Door Society's one day lecture
about the immigrant culture enough? I believe it is a step in the right direction but it is not
enough. If the teachers do not become culturally responsive in their teaching, children
from culturally and linguistically diverse backgrounds may be discouraged and frustrated.
Teachers should understand the basic principles of multicultural education and diversity.
Only providing some content of one group of people does not make the educator a
competent multicultural educator. Evans and Michael (2006) suggest, “Both pre-service
and in-service teachers need to have a clear understanding of multicultural education, not
only what it entails but also to develop educational objectives that are equitable and how
to implement activities and use materials in their classrooms” (p. 49).
I am wondering whose responsibility it is to provide training to monolingual and
monoculture teachers. In other words, who should be disrupting white teachers’
confidence in their limitations? I believe professional development is not only the
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responsibility of school board, ministry, faculties of education, schools or teachers, but
rather a collective responsibility of school, ministry, school board and the teachers. The
Ministry of Education and the School Board need to launch professional development
training for in-service teachers for appropriate lesson planning, teaching and learning
activities, material collection, and evaluation. Teacher training related to immigrant
cultures needs to be focused on Canadian education as Canadian classrooms incorporate a
kaleidoscope of cultures. Through regular training, teachers can enhance their teaching
skills in the diverse classroom, aware of the appropriate teaching methodology and
materials, and selection of the terms in the exam. Oloo (2012) claims, “Effective
professional development enhances competence of all teachers in their teaching career
and as life-long learners” (p. 231).
To sum up, both teachers and students face challenges in the teaching and
learning process in the culturally diverse classroom. As Duffy (2003) points out, low selfesteem and poor academic performances are the challenges for immigrant students. This
research does not support his view because both students reported good performance in
school, particularly in mathematics and science.
5.2 Common Strategies for Teaching and Learning
Based on the interview with teacher participants and the classroom observation,
there emerged five common student-centered techniques that support learning for
immigrant students: planning with students, explanation with visuals aids, providing
students with exemplars, collaborative work, and equity pedagogy. I discuss the teachers'
strategies using Bank's five dimensions of multicultural education as a framework. I also
analyze whether their teachings reflect critical pedagogy.
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5.2.1 Planning with students
Carl and David claimed they often planned lessons with students researching
different aspects of culture including sports and recreation, food, customs, and life styles.
When planning, they incorporated some elements of the immigrant cultures. Those
elements are related to content integration, one of the dimensions of multicultural
education suggested by Bank (1993). They talked about immigrant cultures especially
when they taught social studies. Immigrant students showed interest when teachers asked
them to share information about their cultures. This suggests to me that if the cultural
content is appropriate to their age and interest, immigrant students are easily motivated in
classroom activities. For example, Sapana and Samir were happy when they shared
Nepalese cultural information with their teachers and peers. Chan (2006) suggests that
teachers should plan lessons in the diverse classroom according to the students' interests,
cultures, and values. Culture is a broad term and teachers should select those aspects
which fit the immigrant students' interests, cultures, and values. Teachers should research
and plan from the analytical perspectives in the classroom what Hernandez (1989) calls
“using strategies with analytical eyes" (p. 182). Thus, planning with students can be an
effective teaching technique in culturally diverse classrooms.
5.2.2 Explanation with visual aids
Explanation with visual aids can be another technique in the diverse classroom to
make the instructions clear to both immigrant and non-immigrant students. By using
simplified language and simple words in teaching, students grasp the idea to complete
assignments accurately. Both teachers noted that immigrant students needed more
explanation for the clarification of what was expected for assignments and projects. I
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think this is common for immigrant students whose first language is not English. Carl
supported the Nepali student with graphic knowledge in literature that helped Sapana
understand a poem. Though visual technologies are common strategies for all kinds of
students, immigrant students who do not have much English knowledge can get much
benefit from the visual technologies. Allison and Rehm (2007) recommend visual
technologies as one of the strategies in the diverse classroom. Carl used textbooks,
videos, posters, pamphlets, and articles from newspapers and magazines that represent
different cultures. He used visual technologies in his classroom to overcome the language
barrier. However, David extensively used the computer and Internet rather than
pamphlets, posters, and images in teaching literature. A critical pedagogue's plan should
be based on the authentic materials such as TV, video, movies, etc. which represent the
culture that is to be examined by students and which serve as the basis for discussion and
critical reflection of the culture (Aliakbari & Faraji, 2000). In this sense, they used
critical pedagogy in their classrooms to some extent.
5.2.3 Providing students’ exemplars
Providing the student exemplars in the classroom to the immigrant students was
another strategy that both participant teachers suggested in their interviews. David used
the best student’s assignment and project work in the classroom as a model for both
immigrant and non-immigrant students. He found this technique was an effective means
to clarify assignments for immigrant students who had recently arrived in Canada and
were struggling to understand these expectations. Instead of showing students exemplars,
Carl showed his own models and the exemplars downloaded from the Internet.
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During my observation, I noticed that Sapana and Samir were much interested to
see a model assignment, which was new to them. The examples provide the visual
perspective which helps enhances the students’ comprehension. I agree with both
teachers that well-done assignments and projects enhance comprehension of the
instructions for new immigrant students. I am also concerned that there could be a chance
of plagiarism. Teachers should be careful to make sure that there is no copying. Also, this
can create confusion for new immigrant students like Samir whom the teacher had
already reminded when he copied the lines from the book in his beginning days of his
class.
5.2.4 Collaborative work
Cooperative work in this research include "cooperative teaching" (Mittler, 2002,
p. 123) and "cooperative learning" (Parhar & Sensory, 2011, p. 196). In collaborative
teaching, the teacher involves other teachers, parents, grandparents, older students of the
same school, and guest speakers in the teaching and learning process. The teacher creates
the environment in such a way that all students in the same class work together in
cooperative learning. Cooperative teaching and cooperative learning accept the cultural
differences and value one another cultures. Cooperative work enhances intercultural
understandings in the culturally diverse classroom and support "prejudice reduction”
(Bank, 1993, p. 27). Parhar and Sensory (2011) argue that culturally relevant pedagogy
recognizes students' differences, validates students' culture, and the cultural congruence
of classroom practices.
Both teachers said that they frequently used inquiry based teaching through
collaborative learning. By giving the project or group work, they both encouraged the

96

immigrant and non-immigrant students to follow “cooperative learning or collaborative
learning” (Parhar & Sensory, 2011, p. 196) methods that helped to exchange their ideas
and cultural values between them. In collaborative learning, students work in small
group, discuss the materials to be learned, share their ideas, and come with collective
ideas. Collaborative work involves the process which relates to Bank's (1993) notion
"knowledge construction process" (p. 25).
It is relevant to include the ideas of Parhar and Sensory (2011), Slavin (1991), and
Putnam (1998) that collaborative learning supports student interaction, academic success,
and allows students to develop social skills. Sapana and Samir received significant
supports from their Canadian peers in assignments, learning the Canadian accent, and
slangs that helped to decrease their loneliness, frustration, and anxiety, and socialize in
the classroom.
Collaborative learning makes the immigrant students feel more included,
confident, and secure. Samir and Sapana struggled in project work on computer. Through
collaborative learning, they shared each other's values, ideas, and perspectives, which
enhanced their academic achievement. Collaborative learning might help those students a
great deal as teachers may not have sufficient time to help the students individually. Both
teachers claimed to have created a cooperative learning environment in their classrooms
and encouraged the students to work together in project work both in inside and outside
the classrooms.
Teachers acknowledged that students benefitted from cooperative or collaborative
learning. Gundara and Sharma (2013) argue that cooperative learning strategies need to
be equipped with intercultural understandings. I agree with Gundara and Sharma that
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without intercultural understandings, the students may not feel comfortable to work and
help each other. The language and cultural misunderstanding may create problems in
cooperative learning. A group project with full cooperation in both David's and Carl's
classrooms allowed for a better teaching and learning environment. As Sapana and Samir
were not familiar with group projects, they achieved support from their peers and
teachers.
Both teachers stated that they had been using collaborative teaching with other
teachers. Mittler (2000) states that one teacher can get help from another teacher through
collaborative teaching. Collaborative teaching involves the parents, other teachers, and
older students of the same school who speak different languages. Both David and Carl
worked collaboratively with ESL and other teachers at their schools. David worked with
an EAL teacher, elder siblings and parents of immigrant students for language issues. He
worked in partnership with the EAL teacher to ensure that student's needs were met in
terms of language. It is also an impressive step that Everest School sometimes invites the
guest speaker from the Regina Open Door Society to provide the Muslim cultural
information. Although David involved elder siblings and parents for language issues, he
did not involve any immigrant parents to share their cultural values. Carl's strategy was
slightly different from David's strategies. Carl worked collaboratively with another
homeroom teacher and EAL teachers to support immigrant students. I argue that if Carl
involves the immigrant parents in his teaching and learning process, teachers and nonimmigrant students would be more aware of the immigrant cultures. This awareness helps
to develop positive thinking among the students. Ladkey and Peterson’s (2008) study
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shows that formal and informal immigrant parent involvement reflects positive impact in
their children’s school learning.
To sum up, cooperative teaching and cooperative learning are the parts of equity
pedagogy where teachers can involve grandparents, parents, older siblings, and guest
speakers in the culturally diverse classroom to help students develop healthy relationship
between students. Likewise, both immigrant students and non-immigrant students work
better together if they understand their ethnicity, cultural, and language backgrounds.
5.2.5 Equity pedagogy
The term “equity pedagogy” (Bank 1993, p. 27) can be defined as the use of
various teaching strategies to facilitate the academic achievements of students from
diverse racial, ethnic, linguistic, and cultural backgrounds. Based on my findings during
the interview of the teachers and the literature that I studied, both teachers seemed to
teach with equity on their minds. I found equity in five areas including: use of
technology, evaluation criteria, assignment, culture sharing, and language in both
teachers' teaching and learning activities. Carl constantly gave feedback to Sapana in
language arts, technology, and individual assignments. Equity pedagogy and critical
pedagogy are intertwined with each other because both theories are concerned with
equitable opportunity; however, critical pedagogy is far more complex than equity
pedagogy.
There is not a single definition of critical pedagogy. Different people define
critical pedagogy in different ways based on influential theorists. Some define critical
pedagogy as students’ engagement/critical thinking, social change, classroom practice to
attain democratic values, social justice or equitable opportunity to achieve better learning

99

opportunity (Breuing, 2011). Critical pedagogy advocates the equitable opportunity of
students who are from the disadvantaged group and lower socio-economic condition.
Critical pedagogy is not only an educational term but also a political, social, and
economic term (McLaren, 2007). In other words, teachers have to plan, teach and assess
based on the individual's ethnic, cultural, linguistic, and socio-economic background. The
teacher participants in both classrooms planned their lessons by researching different
aspects of culture such as food, customs, life styles, sports, and recreations. Likewise,
they used alternative techniques in the classroom to assist the immigrant students. Carl,
for example, assisted with solving math problems with a new Pakistani student using
more numbers than words. While assessing the writing of immigrant students, Carl gave
less priority to grammatical errors. Those actions demonstrate evidence that teachers have
applied some aspects of critical pedagogy. Both immigrant students in the study were
disadvantaged on the basis of language and technological opportunity and both teachers
supported them in technology and language. They gave more time to immigrant students.
The assignments and marking styles for these students were different than for the nonimmigrant students. I think there were some elements of critical pedagogy in play in
these classrooms.
Greene (1995) views critical pedagogy is a way for elementary teachers to be
mindful of learners' lives and voices. New immigrant students like Sapana and Samir
need to be linguistically and culturally supported by the teachers. Although teachers
should be aware of immigrant students' lives and voices, both teachers did not have much
information about their Nepali students' lives. All students were free to share their
cultural information in the classrooms. As a researcher, I did not find racism on the
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surface but rather a structural racism. Structural racism influences how the teachers
viewed immigrant students like Sapana's and Samir's level of creativity. I was most
intrigued by Pollock (2008) that "no brain is racial"(p. 9). I agree with Pollock's view.
Actually, every student is creative whether they are immigrant or non-immigrant. Just the
level of creativity can be different. Likewise, Christensen and Aldridge (2013) claim that
everyone sees the same thing from different perspectives based on culture, nationalities,
background, age, and language.
My personal reflection from the literature review and interview with the teachers
suggests both teachers used some elements of critical pedagogy in their classrooms and
treated the students on the basis of their individual demands and capacity. Carl said that
he provided the students with a topic of their interest and encouraged them to research
their topic and evaluated the students accordingly. Also, he never expected the immigrant
students’ English to sound like native English speakers and evaluated them on the basis
of their background and origin. The interview indicates to me that both teachers’ teaching
strategies include aspects of critical multiculturalism, even if it was advertent. Once
again, in keeping with Pollock’s (2008) comment stating that no brain is racial, Sapana
and Samir seemed good at math and enhanced English language in short time. Both
students were weaker than non-immigrant students in technology, but this does not mean
that they are weak because of their ethnicity. Instead, it's the matter of lack of access to
computers for all students in Nepal.
The equity pedagogy is reflected on the assignment as well. Carl said that he
sometimes asked students to write something about their cultures and present in the
classroom. It is a meaningful opportunity for immigrant students to share their cultures
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with their peers and teachers. Students are free to expose their culture in the classroom.
Sapana said that she shared information about Nepalese cultural festivals specifically,
Dashain, Teej, and Tihar, during conversations with her peers and teachers.
Nepali students were not as experienced with computer technology in comparison
to non-immigrant students, and both teachers were individually supporting them. Critical
pedagogy helps the teachers to move forward those students who are academically and
technologically backwards (McLaren, 2007; Christensen & Aldridge, 2013) and both
teachers tried to create positive environment for the Nepali students, which reflects the
elements of critical pedagogy.
5.2.6 Students’ strategies
The findings reflect how Nepali immigrant students applied their own strategies
to enhance their academic achievement. Though both Sapana and Samir faced challenges
in communication, technology use and cultural adjustment, they developed skills in a
short time through active participation in group conversation and discussion. Apart from
this, they involved themselves in reading English books, watching English movies,
watching TV, listening to the radio, participation in sports and entertainments. They
received support from teachers, peers, and family, and consulted the English dictionary.
By applying these techniques, they improved their English, which helped them to
socialize with their peers. I believe these strategies can be supportive to students who are
adjusting to the new learning environment and also aid in minimizing their anxiety,
frustration, and confusion. These strategies can be effective to solve the "socialization
problem" (Lee & Sheared, 2002).
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More English language exposure definitely helped the students cope with their
challenges, but there was another concern related to forgetting their own culture and
language. Once again it reminds me that both Samir and Sapana were more comfortable
conducting interviews in English than in Nepali, after only four years in Canada. If they
do not speak Nepali at home, they may forget the Nepali language and culture. Though I
did not include the parents in my research, I have realized that most of the Nepali parents
are proud of their children when they speak English well. They may believe that English
has more power to promote better jobs and they may want their children to achieve those
positions. Therefore, there is an irony in this study that one of the side effects is the
students losing Nepali culture, rather than integrating into the western culture. However,
the students told me that in their home environment their parents always communicate
with them in Nepali and they observe Nepali tradition.
To sum up, the teachers’ and students' strategies in the teaching and learning
process are different, so each one’s approach was discussed separately. Nepali immigrant
students’ strategies showed that they always attempted to adjust to the new teaching and
learning environment and tried to get better academic achievement. Both teachers
attempted to provide a healthy and cooperative environment among the students. Both
teacher interviews made me believe that there were elements of critical pedagogy
particularly in areas related to language, culture, technology, assignment, and evaluation
but their teaching did not reflect the critical pedagogy.
In both classrooms, the teachers' strategies reflected the combination of all three
approaches of multiculturalism: conservative, liberal and critical. Conservative
multiculturalism entertains the white supremacy. Liberal multiculturalism treats both
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immigrant and non-immigrant students equally regardless of race, culture, language, and
gender. Critical multiculturalism supports immigrant students who should be given more
opportunity and support than non-immigrant students in the culturally diverse classroom.
The teachers' perspective about Nepali students' creativity is guided by traditional
multiculturalism. They thought white students were more creative than Nepali students.
Creativity is a relative term for me. Creativity in one culture may not be creative in
another culture. Likewise, when students laughed at Samir's accent, traditional
multiculturalism was at play. Both teachers also followed liberal multiculturalism. I did
not see any discrimination between the white children and immigrant children in the
classroom and everyone was free to express their ideas and feelings. They treated all
students equally. However I saw critical multiculturalism in teachers' strategies
particularly in language, culture, technology, assignment, and evaluation. Thus, both
teachers' teachings reflected a combination of all styles of multiculturalism including
conservative, liberal, and critical.
Among Bank's five dimensions of multicultural education, I found four
dimensions of multicultural education: the elements of content integration, knowledge
construction process, prejudice reduction, and equity pedagogy, but I did not see any
evidence of empowering school culture and social structure. Further research is warranted
in this area.
5.3 Walking in Two Cultural Worlds
In this section, I discuss how the new immigrant students adjust into the new
cultural environment along with their native culture. Both Sapana and Samir said that
their teachers encouraged the students to write essays about their culture. Providing
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opportunities to Samir and Sapana to share their culture in the classroom is not only of
value to immigrant students but also supports non-immigrant students to enhance their
knowledge. I would like to quote Koustelini (2011) who says that multicultural education
is not only for one group; instead, “sharing the cultural and linguistic variations in the
classroom becomes live and interesting" (p. 175). Both Nepali students stated that they
took advantage of opportunities to share their Nepali culture, and their peers and teachers
also showed they were motivated to learn. I think it would be better if a separate subject
like multicultural education in school is taught because it helps both students and teachers
to understand the value of diversity in Canada.
Both student participants said that they adjusted to Canadian culture but it created
anxiety, frustration, and loneliness. Support from teachers, peers, and families who have
positive attitudes towards Canadian culture made the transition easier. They wanted to
integrate themselves into the white culture. Nepali immigrant students seem to prefer
some aspects of white culture and the English language. Samir, for example, felt more
comfortable to interview in English rather than Nepali and Sapana only used the English
language in her interview. To preserve their cultures, did the teachers apply any solid
strategies? Did teachers apply any concrete plan to provide an opportunity for them to
practice their cultural identity? I did not see such a concrete plan in both classrooms. As a
multicultural educator, teachers could practice cultural identity by greeting the students in
their first language, by inviting immigrant parents for sharing their culture, by
encouraging Nepali students to share cultural information in the classroom daily, and by
using the examples from the varieties of ethnicities. Hooijer and Fourie (2009) state that
teachers could invite immigrant parents to provide their cultural information.
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The findings showed that positive attitudes towards other cultures motivate
immigrant students to socialize in the new environment. Both Sapana and Samir showed
their positive attitudes to Canadian cultures and were able to successfully socialize in
short time frames. Also, they got excited when talking about their culture, when given the
opportunity to share their culture. Likewise, new immigrant students learn new culture
fast when they find similarities between two cultures. Samir found some similarities
between Halloween and Tihar (a Nepalese festival). In Tihar, people visit door to door
asking for money and at Halloween, children visit door to door asking for treats (mainly
candy).Therefore, having positive attitudes towards other cultures develops a harmonious
environment in the classroom.
Both classrooms had a diverse student body but the classrooms were imaged with
posters and pictures of white people and First Nations. One way of respecting the cultural
differences is to enhance the classroom with various pictures and posters that represent
the diversity of the student body. Students might learn more when their classroom is
consistent with their cultural and linguistic background. When a student is able to
visualize concepts and achievements of people from their own culture, it motivates them
by building their confidence. All the while, this encourages students academically. As a
researcher, I did not observe images of diverse cultures in the classroom setting.
5.4 Relationship Enhances Academic Achievement
Before conducting this research, I had not anticipated that relationships were
crucial for teaching and learning activities in the culturally diverse classroom but after the
presentation of the data in the chapter four, I realized that relationships are a crucial
aspect of the impact on immigrant students' learning achievement. I argue that good
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relations create a positive atmosphere for teaching and learning in the classroom. A
positive teacher-student relationship enables students to feel safe and secure in the
learning environment and provides scaffolding for important social, academic, and
cultural skills. Murray and Greenberg (2000) claim a positive relationship with teacher
supports students' social, emotional, and academic adjustment.
I got the idea from Samir and Sapana that, for the most part, they had positive
interactions with teachers and peers. Neither of them had behavioural issues. They
respected the values and norms of other students and teachers. Both students claimed that
they received greater supports from their teachers and peers in Canada than they had in
Nepal. Those supports came in terms of informal chatting and formal teaching. Those
supports helped them to understand the Canadian culture, Canadian slang words, and
Canadian accent, doing an assignment, project works, and computer works. Immigrant
students needed support in those aspects in the new context. The students were successful
because of, I think, the good relationship they had established with teachers and other
students. Khine and Fisher (2002 as cited in Brok & Levy, 2005) state that students, who
receive more teacher support from western teachers than from non-western teachers, were
able to learn the English language and culture quickly. Because of positive relationships
and proximity to teachers, new immigrant students enhance their academic achievement.
Both students were satisfied with the relationship they had with other students but
they were disappointed at first because of their language barrier. As Samir stated, his
relationship was only with a Bhutanese Nepali student in the beginning, since they had
the same ethnicity, cultural, and language background. On the basis of Samir's interview,
I realized that developing a relationship is easier among the students if they have similar
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ethnicity, language, and culture. The new immigrant students like Samir and Sapana are
especially in need of a healthy relationship with non-immigrant students to adjust in the
new cultural and language environment.
Both Carl and David had a common view that the teacher's role was important to
create positive relationships among the immigrant and non-immigrant students, knowing
that a healthy relationship reduced prejudice. Carl states, “it’s the teacher's job to make
them understand that we should be accepting all the cultures." I agree with Carl that it is
the teacher's duty to make non-immigrant students realize that everyone should accept
and respect other cultures. Evans and Michael (2006) suggest that both pre-service and
in-service teachers have to assist non-immigrant students to overcome their racism,
classism, and negative attitudes to immigrant students.
The immigrant parents' focus on education helps to develop healthy relationships
with others. David mentioned that immigrant parents largely focused on the importance
of education, which might help the students to behave well with others. David's interview
said to me that the healthy relationship promotes social, cultural, and academic
development of the immigrant students in the culturally diverse classrooms.
5.5 Conclusions
The conclusions of this research were drawn on the experiences of two
elementary teachers and two Nepali immigrant students in Saskatchewan. Based on the
previous discussions, the following conclusions can be made.
In general, both teachers and students faced challenges during the teaching and
learning process in the culturally diverse classrooms. The challenges included a sense of
extra burden, lack of multicultural resources, differences in teaching and learning
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methodology, language barriers, cultural differences, and lack of professional
development opportunities. Insufficient numbers of EAL teachers and lack of time to
fully support the students were the main concerned of the teachers. Both teachers
demanded more professional development training that focused on immigrant students
and their culture. They believed this training would build more confidence in teaching in
the culturally diverse classroom. Likewise, unfamiliar teaching materials and cultural
differences posed challenges to the participant students as they struggled with computer
technology, language, and cultural adjustment when they first came to Canada.
The teaching techniques suggested by both teachers for teaching in a culturally
diverse classrooms focused planning with students, using visuals aids, providing students
with exemplars, facilitating collaborative work, and committing to equity pedagogy. Both
teachers' teachings reflected some aspects of critical pedagogy or equity pedagogy in
their classrooms, but they were not practicing critical pedagogy. They worked
collaboratively with EAL teachers and encouraged students to engage in cooperative
learning. Their teachings reflected a combination of all Kincheloe’s and Steinberg’s
approaches, including conservative, liberal, and critical multiculturalism. They did not
adhere to one particular approach.
Likewise, Nepali immigrant students applied various strategies to adapt in the
culturally diverse classroom. These strategies include reading English books, watching
English movies and TV, listening to the radio, participating in sports and entertainment,
consulting the English dictionary, and finding support from teachers, peers, and family.
Nepali students did not hesitate to share Nepali culture with their peers and
teachers. They wanted more opportunities to share their culture. Both students were
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comfortable speaking in English rather than Nepali and were clearly attracted to the
Canadian culture. I queried whether these factors might contribute to losing the Nepali
language and culture.
Positive attitudes towards other cultures motivate immigrant students to socialize
in a new environment. Both students prioritized socializing and developing a social group
in the culturally diverse classrooms. Healthy relationships were important for Nepali
students in the classroom. These friendly relationships helped Nepali students obtain
supports as they became socialized into Canadian culture. Peers helped them learn slang
words, clarify their accent, and complete assignments and projects. Thus, peer supports
contributed significantly to Nepali immigrant students' success. Such support enhances
students to feel safe and secure in the culturally diverse classrooms.
The demographics in both classrooms in this study reflect the diversity in terms of
students' ethnicity but the pedagogy did not always reflect support for diversity in
classroom setting. The researcher did not see any direct discrimination in either
classrooms but there was evidence of structural discrimination. For example, the
teachers’ questioned the Nepali students’ creativity, the classroom decoration only
represented western culture, and the classroom rules were only displayed in English.
Additionally, the school only recognized Canadian culture in the school calendar, and the
school system showed no attempt to maintain the Nepali language and culture.
5.6 Recommendations
Based on the discussions of the findings, I have made a number of
recommendations. Once again, one cannot generalize based on the experiences of only
two teachers and two Nepali immigrant students; however; readers can decide on their
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own whether or not the recommendations are transferable to their particular situations.
This being the case, I think there are many common concerns that necessitate
recommendations that are intended to open up conversations about this topic.
Since most classrooms are occupied with students from diverse backgrounds,
each classroom should be decorated with the pictures, posters, or other artefacts that
represent diverse cultures in the particular classroom. Homeroom teachers need to be
provided with in-service training or workshops related to immigrant students' issues from
the schools or school division so that they can better understand the students' cultural
backgrounds and teach them accordingly. It might be helpful, for example, for the
Ministry of Education to establish a separate department to support and study new
immigrant students' issues in Saskatchewan.
This study supports other literature that immigrant students need extra support to
learn the dominant language, complete assignments, project work, and fully use
technology. Likewise, the number of English as Second Language teachers should be
increased. It would be good to see at least one immigrant teacher appointed to each
school in Saskatchewan. Immigrant students, especially from Nepal, should be provided
extra computer technology and English language support.
Teachers are over loaded with work so their teaching load should be decreased
and more time allocated to in-depth research and planning for teaching immigrant
students. It would be better if teachers invited the immigrant students’ parent as a guest
speaker and conduct a field trip to diverse cultural sites. Similarly, it would be better if a
separate subject like multicultural education in school is taught because it helps both
students and teachers to understand the value of diversity in Canada.
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5.7 Suggestions
This research also suggests that further investigation might look at the need of
teaching multicultural education as in school and university in Canada. The in-depth
study should be done with the appropriate teaching materials and resources that fit in the
culturally diverse classroom. Teacher professional development in relation to immigrant
students should be researched. This research also suggests that further study of Nepali
language and culture loss is warranted. Also, further research should be carried out on
empowering school culture and social structure for all students.
5.8 Reflections
As I conclude this thesis, I look back and reflect on my thoughts as I began and
compare them to now. I must say that when I came up with the concept of
multiculturalism, I was thinking only about the liberal approach but now my perspective
has been changed into critical multiculturalism. This research was carried out in the two
multicultural classrooms. Three approaches of multiculturalism: conservative, liberal, and
critical (Kincheloe & Steinberg, 1997), were discussed in this thesis, and this research
reflects the mixed approach. Likewise, Bank (1993) suggests five dimensions of
multicultural education: content integration, knowledge construction process, prejudice
reduction, critical pedagogy, and empowering school cultures and social structure.
Among these dimensions, both teachers used all dimensions except empowering school
culture and social structure. Such dimensions were reflected in their classroom teaching
and in interviews.
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Appendix- B
Sample Interview Questions for Teachers
1. How do you plan your teaching and learning activities in your culturally diverse
classroom?
2. How do you define a multicultural education?
3. What activities do you perform in the classroom to uplift (support) the academic
achievement of the new immigrant students? ( special support)
4. What are the teaching techniques and strategies that you use regularly? (group
work, pair work, individual work)
5. What differences do you find between the Nepali immigrant children and other
immigrant children?
6. What positive opportunities do you experience related to planning, instructing and
assessing in the culturally diverse classroom?
7. What challenges do you experience related to planning, instructing and assessing
in the culturally diverse classroom? How do you deal with the challenges?
8. What kind of teaching materials do you use in your classroom?
9. What professional development opportunities would help you teach in the
culturally diverse classroom?
10. How do you incorporate diverse cultural knowledge in your teaching?
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11. How does current curriculum support multicultural education?
12. What techniques do you apply to reduce prejudice among the culturally diverse
classroom?
13. What can be the roles of teacher in the culturally diverse classroom?
Sample Interview Questions for Students
1. Describe the similarities and differences between the teaching and learning
activities in Nepal and Saskatchewan.
2. What challenges did you face at school during your earlier study in the SK school
and do you have still such challenges?
3. What supports did you get from the teachers in your early study? Are you still
getting those supports?
4. How did you attempt to face those challenges?
5. What is your experience of other’s cultures?
6. Do you want the teacher to present your cultural knowledge in the classroom?
Why and why not?
7. Describe your relationship with other classmates who are from diverse cultures
and your activities that you applied to make good relationship with others.
8. Tell me the kind of teaching materials that your teacher used in the classroom.
Did you experience similar types of materials in Nepal?
9. How does your teacher encourage you for learning?
10. How do you exchange your cultural norms with your friends?
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Appendix- C
Observation Guidelines
1. Classroom decoration with diverse cultural
a) posters and pictures
b) Arts
c) craft
2. The Nepali students engage with
a) the learning activities?
b) their peers?
c) their teacher?
3. Students- teacher relationship,
4. The integration of the diverse cultural aspects
5. Teacher’s ways of engaging students
6. Inclusion of Bank’s five dimension in the classroom teaching
7. Use of critical pedagogy in the classroom
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Appendix- D
Letter of Invitation
Dear Sir/ madam,
My name is Arjun Lamichhane and I am doing a Masters in Curriculum and
Instruction in the Faculty of Education in the University of Regina. As a student of the
graduate program, I am conducting research for my thesis as a partial fulfillment of my
program under the supervision of Dr. Twyla Salm.
You are being invited to participate in the research project on “The teachers’ and
students’ experience of teaching and learning in culturally diverse classrooms.” In this
study, I am interested in exploring the teachers’ and Nepali students’ experience of
teaching and learning in the culturally diverse classrooms in Saskatchewan. The purpose
of this study is to develop a deeper understanding of culturally diverse classrooms in
Saskatchewan. If you wish to participate in this research, I would be most grateful. I have
attached the consent form that outlines the details of the study. I have also attached the
questions that will act as a guideline for two interviews. You will note that I have the
permission of the Regina Public School Division and the Research Ethics Board at the
University of Regina to conduct this study.
Please be advised that both your participation and comments will be confidential.
If you have any questions or concerns regarding the study, please contact me at 306-3515515 or lamichha@uregina.ca or my supervisor Dr. Twyla Salm. She can be reached at
306-585-4321 or Twyla.Salm@uregina.ca.
If you wish to participate, please respond to this email and I will contact you to
make arrangements. Thank you for your consideration.
Yours Sincerely,
Arjun Lamichhane
Faculty of Education
University of Regina
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Appendix- E
Consent Form (parent)
Project Title: Teachers’ and Students’ Experience of Teaching and Learning in
Culturally
Diverse Classrooms
Researcher: Arjun Lamichhane, Faculty of Education, University of Regina
Email: lamichha@uregina.ca
Telephone: 3063515515
Supervisor: Dr. Twyla Salm, Faculty of Education, University of Regina
Email: twyla.salm@uregina.ca
Telephone: 306-585-4604
Purpose of the Research:
The purpose of the research is to explore how do teachers and Nepali students
experience teaching and learning in culturally diverse classrooms in SK.
Procedures:
This research will require about one hour interview twice and one half day
classroom observation. The interview will be centered on your child’s experiences of
learning in the culturally diverse classroom. The interview will be conducted at any place
of your choice and the interview will be recorded on an audio-recorder. Similarly, during
your child’s class observation, I will not interfere in his/ her regular classroom teaching
and learning procedure.
I will transcribe your child’s audio recorded interview and you child will be asked
to review the transcript for accuracy and will have the opportunity to add, alter, or delete
information from the transcripts. The transcripts will then be analyzed. You will also be
asked to review the interpretation for accuracy. Transcript and interpretation will be
delivered electronically at your email address. A completed copy of the research results
will also be delivered to each participant upon the completion of the project.
Please feel free to ask any questions regarding the procedures and your child’s role.
Potential Risks:
There are no known or anticipated risks to your child by participating in this
research. However, if either the teacher or the student makes disparaging remarks about
the other, caution will be exercised and those comments removed.
Potential Benefits:
This research will contribute to the literature that assists curriculum designers,
policy makers, school administrations and school boards to provide the necessary support
for teachers who face teaching challenges in the culturally diverse classroom. Likewise,
this research will contribute to the literature that assists the University of Regina to
prepare qualified teachers for teaching in a culturally diverse classroom. Last but not
least, this research will also help future researchers who want to study the further
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research regarding multiculturalism and classroom pedagogy in the Saskatchewan school
sectors.
Confidentiality:
If you agree your child to be participated in the interview and allow me to observe
his/her class, I assure to maintain confidentiality by using pseudonyms of him/her and
his/her school. The data from this research project will be published and presented;
however, his/her identity will be confidential. Although direct quotations will be reported
from the interview, he/she will be given a pseudonym, and all identifying information
will be removed from the report. Interviews will be taken place at a time and venue of
your choosing, but must quiet, comfortable, and private, so as to protect confidentiality.
Confidentiality will be further ensured with the appropriate storage, use, and destruction
of protocols, audio recordings and transcripts. Your child’s participation is not
anonymous because the school principal, homeroom teacher and his/ her classmates
know he/ she will be one of the participants. Because I will be observing in your child’s
classroom, the other students will also know that your child is part of a study.
Right to Withdraw:
Your child’s participation is voluntary and he/she can answer only those questions
that he/she is comfortable answering. He/she may withdraw from the research project for
any reason, without explanation or penalty of any sort after two months of his/her
interview. In addition, the data collected from him/her will be deleted from the research
project at your request. After two months, his/her data may be integrated into the analysis
or part of the final report. In order to defray the cost of time and your child’s
contribution, he/she will be reimbursed of a gift card of $25.
Storage of Data:
The data will be stored in my personal computer at home and the computer files
will be protected by a password. After the required five years, the audio-tapes will be
erased and destroyed, and the destroyed, and the transcripts, including computer files,
will be deleted or shredded and discarded.
Follow up: A summary of final report will be made available to you by Arjun
Lamichhane.
Questions or Concerns:
Please contact the researcher using the information at the top of the page one
(1).This project has been approved on ethical grounds by the University of Regina
Research Ethics Board. Any questions regarding your rights as a participant may be
addressed to the committee at 306-585-4775 or research.ethics@uregina.ca. Out of town
participants may call collect.
Consent:
Your signature below indicates that you have read and understand the description
provided; I have had an opportunity to ask questions and my questions have been
answered. A copy of this consent form has been given to me for my records.
_________________
____________________
______________
Parent’s Name
Parent’s Signature
Date
_____________________
_____________
Researcher’s Signature
Date
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Appendix-F
Consent Form (student)
Project Title: Teachers’ and Students’ Experience of Teaching and Learning in
Culturally
Diverse Classrooms
Researcher: Arjun Lamichhane, Faculty of Education, University of Regina
Email: lamichha@uregina.ca
Telephone: 3063515515
Supervisor: Dr. Twyla Salm, Faculty of Education, University of Regina
Email: twyla.salm@uregina.ca
Telephone: 306-585-4604
Purpose of the Research:
The purpose of the research is to explore how do teachers and Nepali students
experience teaching and learning in culturally diverse classrooms in SK.
Procedures:
This research will require about one hour interview twice and one half day
classroom observation. The interview will be centered on your personal experiences of
learning in the culturally diverse classroom. The interview will be conducted at any place
of your choice and the interview will be recorded on an audio-recorder. Similarly, during
your class observation, I will not interfere in your regular classroom activities.
I will transcribe your audio recorded interview and you will be asked to review the
transcript for accuracy and will have the opportunity to add, alter, or delete information
from the transcripts. The transcripts will then be analyzed. You will also be asked to
review the interpretation for accuracy. Transcript and interpretation will be delivered
electronically at your email address. A completed copy of the research results will also be
delivered to each participant upon the completion of the project.
Please feel free to ask any questions regarding the procedures and your role.
Potential Risks:
There are no known or anticipated risks to you by participating in this research.
However, if either the teacher or the student makes disparaging remarks about the other,
caution will be exercised and those comments will be removed.
Potential Benefits:
This research will contribute to the literature that assists curriculum designers,
policy makers, school administrations and school boards to provide the necessary support
for teachers who face teaching challenges in the culturally diverse classroom. Likewise,
this research will contribute to the literature that assists the University of Regina to
prepare qualified teachers for teaching in a culturally diverse classroom. Last but not
least, this research will also help future researchers who want to study the further
research regarding multiculturalism and classroom pedagogy in the Saskatchewan school
sectors.
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Confidentiality:
If you agree to participate in the interview and allow me to observe your class, I
assure to maintain confidentiality by using pseudonyms of you and your school.The data
from this research project will be published and presented; however, your identity will be
confidential. Although direct quotations will be reported from the interview, you will be
given a pseudonym, and all identifying information will be removed from the report.
Interviews will be taken place at a time and venue of your choosing, but must quiet,
comfortable, and private, so as to protect confidentiality. Confidentiality will be further
ensured with the appropriate storage, use, and destruction of protocols, audio recordings
and transcripts. Your participation is not anonymous because your principal and your
school division know you will be one of the participants. Because I will be observing in
your classroom, your homeroom teacher as well as the other students will know that you
are part of a study.
Right to Withdraw:
Your participation is voluntary and you can answer only those questions that you
are comfortable answering. You may withdraw from the research project for any reason,
without explanation or penalty of any sort after two months of your interview. In
addition, the data collected from you will be deleted from the research project at your
request. After two months, your data may be integrated into the analysis or part of the
final report. Whether you choose to participate or not will have no effect on your
position. In order to defray the cost of time and your contribution, you will be reimbursed
of a gift card of $25.
Storage of Data:
The data will be stored in my personal computer at home and the computer files
will be protected by a password. After the required five years, the audio-tapes will be
erased and destroyed, and the destroyed, and the transcripts, including computer files,
will be deleted or shredded and discarded.
Follow up: A summary of final report will be made available to you by Arjun
Lamichhane.
Questions or Concerns:
Please contact the researcher using the information at the top of the page one
(1).This project has been approved on ethical grounds by the University of Regina
Research Ethics Board. Any questions regarding your rights as a participant may be
addressed to the committee at 306-585-4775 or research.ethics@uregina.ca. Out of town
participants may call collect.
Consent:
Your signature below indicates that you have read and understand the description
provided; I have had an opportunity to ask questions and my questions have been
answered. A copy of this consent form has been given to me for my records.
_________________
____________________
______________
Participant’s Name
participant’s Signature
Date
_____________________
Researcher’s Signature

_____________
Date
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