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	UNIT 1
	
CLIMATE SETTING – CREATING A SUPERIOR LEARNING ENVIRONMENT.
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Culturally Responsive Education

With an ever-increasingly diverse student population and the demonstrated need for a culturally competent workforce, educators must learn to adopt culturally responsive teaching strategies.  Doing so will also help decrease the persistent achievement gap. 

Today's classrooms must re-examine both the content of what we teach and how we teach it in order  to reach all students. 

This workshop will provide participants with key knowledge areas to better enable educators to work with diverse students and to prepare all students for  a future of diversity.


Participant Objectives

1. Gain an understanding of culturally responsive education and its implementation.

2. Enhance understanding of how culturally responsive education can increase student achievement.

3. Learn the characteristics of culturally competent teachers and schools.

4. Learn how to engage families.

5. Acquire cultural competence skills.

6. Learn how to prepare students for a diverse world and workplace.

7. Complete a self-analysis of personal biases.

Essential Questions
· What do I understand about myself – my beliefs and values – that shape my actions as a culturally competent educator? 

· How can I connect and communicate effectively with my students in order to provide culturally competent teaching?
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	Listening


	· 80 % of awake time is spent communicating. 

· We spend 45 % of awake time listening.
· 75% of the words are ignored, misunderstood or forgotten

	
	
Most Adults Listen Actively for 17 Seconds

	
	

	Types of Listening


	•
Active

•
Passive

•
Informational

•
Conversational

•
Argumentative

•
Inattentive

·     Pretend



	
	

	Active Listening 

Active listening is a structured form of listening and responding that focuses the attention on the speaker. The listener must take care to attend to the speaker fully, and then repeats, in the listener’s own words, what he or she thinks the speaker has said. The listener does not have to agree with the speaker--he or she must simply state what they think the speaker said. This enables the speaker to find out whether the listener really understood. If the listener did not, the speaker can explain some more. 

Often, the listener is encouraged to interpret the speaker’s words in terms of feelings. Thus, instead of just repeating what happened, the active listener might add AI gather that you felt angry or frustrated or confused when@. . .[a particular event happened]. Then the speaker can go beyond confirming that the listener understood what happened, but can indicate that he or she also understood the speaker’s psychological response to it. 

Active listening forces people to listen attentively to others. It avoids misunderstandings, as people have to confirm that they do really understand what another person has said. It tends to open people up, to get them to say more. When people are in conflict, they often contradict each other, denying the opponent=s description of a situation. This tends to make people defensive, and they will either lash out, or withdraw and say nothing more. However, if they feel that their opponent is really attuned to their concerns and wants to listen, they are likely to explain in detail what they feel and why. 

	
Conflict Research Consortium, University of Colorado, USA


	Constructivist Listening
	I agree to listen and think about you in exchange for you doing the same for me.

	
	


Does not criticize or complain about others during their time to talk.
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	The Power of Listening

· When was the last time you were fully listened to?

· How did you feel?

· Where and with whom do you do your best listening?




	Constructivist Listening
	We use Constructivist Listening in order to:

· provide for an appropriate space  for the expression of thoughts and feelings
· focus on the needs of the speaker

· foster opportunities to develop alliances across

· difference

· maximize limited time for efficient work




	
Cultural 
Questions
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1. Have you ever been reluctant to work with a learner from a particular cultural group because of your perception that they are not good learners? Have you heard this from colleagues? Have you heard this from other learners? Describe your reactions.

2. Have you been aware of colleagues or other learners who ascribe stereotypic labels to learners because their primary language is other than English? Do you think they would respond in the same way if the accent was French or Danish? What if it was Arabic or Swahili? Why or why not?

3. Have you heard colleagues or other learners excuse the low academic performance of learners in a nondominant group by pointing to the one person who is an outstanding  example in that group? How do you react in that situation?

4. After thinking about the best teachers you have had, list the teaching practices they employed. What did they do? What happened in their classrooms? Did they make you feel special? How? Can you remember whether they reached out only to you, or did they do something so that each learner felt special?

5. Have you ever been aware of a female learner saying that she is not good in math because girls do not do well in math? Have you ever heard male learners make such a comment? Have you or your colleagues ever made such a statement. How did you react?

6. Do you recall an experience when the learners reacted negatively to you as an instructor? Were they reacting to you as a person, to the lesson itself, or to the context of the learning? What did you do in response to the negative behavior?

7. Have you ever been uncomfortable working with a learner or a colleague because they are lesbian or gay? Have you heard this from colleagues? 
Have you heard this from other learners? Describe your reactions.

8. Have you ever been uncomfortable working with a learner or a colleague because they are Muslim or middle eastern? Have you heard this from colleagues? Have you heard this from other learners? Describe your reactions.

9. Have you ever been uncomfortable associating with a colleague because they are “different”  because of a fear of disapproval from others? Have you heard this from colleagues? Have you heard this from other learners? Describe your reactions.

	
UNIT 2
	
THE NEED FOR A CULTURALLY RESPONSIVE EDUCATION - FOR ALL STUDENTS.


	
The Need for A Culturally Responsive Education
The Global Outlook 
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	Forty percent 
of the S&P 500’s biggest corporations …  do ... more than 
60 percent of their 
business abroad .
                                       
Big Money on Rise, Average Worker Losing.
Hartford Courant 11/13/10
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"I am somehow less interested in ...Einstein's brain than in the near certainty that people of equal talent have lived and died in cotton fields and sweatshops." 
Stephen Jay Gould

	Working Effectively with Students From Culturally Diverse Backgrounds


	· Today, one of every five children in the United States is from an immigrant family. 


· By 2040 one of every three U.S. children is projected to be from an immigrant family. 

· Nearly 80 percent of the new immigrants are people of color from Latin America, Asia, and the Caribbean. 


· Approximately 75 percent of the new immigrants are of Spanish-speaking origin, although children speaking more than 100 different languages are entering U.S. schools.




	Connecticut



	· the largest achievement gap between rich and poor students in the nation


· 50th out of 50 states in long-term job growth; 


· has the second highest juvenile incarceration rate for Hispanic males and the third-highest for African American males; 


· the largest increase in income inequality in the nation since 1988; and,


· in 2007, for the first time ever, spent more on its prisons than on its public higher education system.




                                CT Coalition for Achievement Now, Inc   http://www.conncan.org/



	Other Facts


	1. in 2003, CT had a higher percentage of Hispanic students in special education than all but 5 states 


2. over the past 10 years CT has ranked #1 to #10 in most  segregated state in the union




	Empathy Deficit


	Researchers at the University of Michigan Institute for Social Research reported that college students now are 40 percent less empathetic than they were in 1979, with the steepest drop coming in the last 10 years. Students today are generally less likely to describe themselves as "soft-hearted" or have "tender concerned feelings for others" and more likely to admit that "other people's misfortunes" usually don't bother them, the Globe reported. 

(Boston Globe, Oct 17, 2010)


	High School–Graduating on Time


	Nationwide, nearly 30% of high school students don’t graduate on time, and the figures are much lower for disadvantaged minority students than for White and Asian students.

Without a high school diploma, students’ chances for success in college or the workplace are severely restricted. 



	The Model Minority Myth


	Five Asian Pacific American groups have the lowest college completion rates of any racial or ethnic group. (Hmong, Tongans , Cambodians, Laotians, Guamanians )
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	Schools & Families Must do a Better Job

preparing students for a diverse world where cultural competence is becoming increasing valuable
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UNIT 3 
	
WHAT IS CULTURE? KNOWLEDGE AND SKILLS FOR MORE EFFECTIVE TEACHING AND LEARNING.


Comparing Cultural Norms and Values

	Aspects of Culture

	Mainstream American (U.S) Culture
	Other Cultures


	Sense of self and space 
	Informal

Handshake
	Formal Hugs, bows, handshakes

	Communication and language 
	Explicit, direct communication
Emphasis on content—  meaning found in words
	Implicit, indirect communication

Emphasis on context—  meaning found around words 

	Dress and appearance 
	"Dress for success" ideal. Wide range in accepted dress 
	Dress seen as a sign of  position, wealth, prestige
Religious rules

	Food and eating habits 
	Eating as a necessity—fast   food 


	Dining as a social experience

Religious rules 

	Time and time consciousness 
	Value on promptness—  
time = money
	Time spent on enjoyment of   relationships 

	Relationships, family, friends 
	Value on youth, age seen as handicap 


	Age given status and respect 



	Values and norms
	Preference for direct  confrontation of conflict 
	Preference for harmony 



	Beliefs and attitudes 
	Gender equity 


	Different roles for men and women

	Mental processes and learning style 
	Problem-solving focus 
	Accepting of life's difficulties 



	Work habits and practices 
	Emphasis on task


	Emphasis on relationships




Cross-Cultural Hooks
Another way to help get beyond irritations you may feel when encountering cultural differences is to identify the specific behaviors that bother you and then look deeper to understand the cultural programming that underlies them. Using the following cross-cultural hook list will help you do that.

Check if this has been an “irritation” for you.
·  FORMCHECKBOX 
Discounting or refusing to deal with women.

·  FORMCHECKBOX 
Speaking in a language other than English.

·  FORMCHECKBOX 
Bringing whole family/children to appointments.

·  FORMCHECKBOX 
Refusal to shake hands with women.

·  FORMCHECKBOX 
No nonverbal feedback (lack of facial expression).

·  FORMCHECKBOX 
No eye contact.

·  FORMCHECKBOX 
Soft, "dead fish" handshake.
·  FORMCHECKBOX 
Standing too close when talking.

·  FORMCHECKBOX 
Heavy accent or limited English facility.

·  FORMCHECKBOX 
Coming late to appointments.

·  FORMCHECKBOX 
Withholding or not volunteering necessary information.

·  FORMCHECKBOX 
Not taking initiative to ask questions.

·  FORMCHECKBOX 
Calling/not calling you by your first name.

·  FORMCHECKBOX 
Emphasizing formal titles in addressing people.

DIVERSITY AWARENESS:
                                          Programs for Educational Opportunity

TOOLS FOR SCHOOLS
University of Michigan

Foundations of Cross-Cultural Understanding

All people are more alike than different.  Though the human brain notices differences more quickly than it recognizes similarities, the nature of the human experience guarantees that all people have a vast store of common qualities, experiences, attributes, and beliefs.

The largest variable that effects society is that of individual variance.  Within any designated group, the full spectrum of possible expressions and experience exists.

Within any identifiable group of people there is more diversity than between all groups of people.  We tend to obscure the vast degree of diversity that exists between members of a group to which we can give a label.  Generalizations can lead to stereotyping, which can greatly hinder understanding.

Our own cultural identity filters our perceptions of the world.  The integral nature of culture affects all our observations and expressions.  The first phase of understanding is recognition of our own cultural identity, and assessment of the unconscious effects of culture that constantly influence our behaviors and attitudes.

We must search for descriptive words that do not communicate value judgments.  Words like strange, weird, unclean, primitive, underdeveloped, savage, minority suggest inferior value, status, and a lack of respect.  Because group or individual differences do not mean on is better that the other we must avoid using words that communicate any sense of net worth.

It is important to use precise language, rather than general or vague words that may cause miscommunications.  Often conditional statements are more accurate than absolute ones.  Phrases like "some people of this culture," or "in the past" can clarify examples and guard against the construction of stereotypes.

Our beliefs, behaviors, and attitudes are greatly influenced by faulty historical "truths."  Scientists, theologians, historians, and philosophers have at times delivered interpretations as "fact" to establish the superiority of one group of people over all others.  We must evaluate our beliefs with open minds to remove any vestiges of these prejudices.
A Baker’s Half Dozen: 
Seven Forms of Bias in Curriculum Materials

1. Invisibility: What You Don’t See Makes a Lasting Impression. Textbooks published prior to the 1960s largely omitted African Americans, Latinos, and Asian Americans, and many of today’s textbooks continue to give minimal treatment to women, those with disabilities, gays and lesbians, and others. 


2. Stereotyping: Glib Shortcuts. Perhaps the most familiar form of bias is the stereotype, which assigns a rigid set of characteristics to all members of a group, denying individual attributes and differences. Stereotypes cast males as active, assertive, and curious, while portraying females as dependable, conforming and obedient. 

3. Imbalance and Selectivity: A Tale Half Told. Curriculum sometimes presents only one interpretation of an issue, situation, or group of people, simplifying and distorting complex issues by omitting different perspectives. A description of women being given the vote omits the work, sacrifices, and physical abuse suffered by women who won the vote. 
4. Unreality: Rose Colored Glasses. Textbooks have gained a sort of notoriety for glossing over unpleasant facts and controversial events. When discussions of racial discrimination or sexual harassment are dismissed as remnants of a bygone day, students are being treated to unreality. 

5. Fragmentation and Isolation: An Interesting Sideshow. Many of today’s texts include special inserts or even chapters highlighting certain topics. “What If He Has Two Mommies?” or "Ten Women Achievers in Science" are examples of such fragmentation. Such isolation presents these groups and topics as peripheral, less important than the main narrative.

6. Linguistic Bias: Words Count. Language can be a powerful conveyor of bias, in both blatant and subtle forms. The exclusive use of masculine terms and pronouns, ranging from our forefathers, mankind, and businessman to the generic he, denies the full participation and recognition of women.  

7. Cosmetic Bias: Shiny Covers. Cosmetic bias offers an “illusion of equity” to teachers and students who may casually flip the pages of a textbook. Beyond the attractive covers, photos, or posters that prominently feature all members of diverse groups, bias persists. Examples include a science textbook that features a glossy pullout of female scientists, but precious little narrative of the scientific contributions of women.

Teacher Education Textbooks: The Unfinished Gender Revolution 
By Karen Zittleman and David Sadker

This article, in a slightly different version, was published in the December 2002/January 2003 issue of Educational Leadership)s



PLANNING PROGRAMS TO BREAK DOWN 
CULTURAL BARRIERS


Cultural Norms





Note: 
Cultural norms are intended as general guides – 

not absolutes for all members of an ethnic group. 


Sources include: (Davis, G. & Rimm, S., 1997) (Dresser, N., 1996) (Education Alliance at Brown University, 2002) (Lynch, E. & Hanson M., 1997) (McPhatter, A., 1997) (Murphy, E. & Nesby, T., 2002) (Nash, K., 1999) (Pearson, M., 1995) (Robinson, L., 1998) (Sparks, S., 2000) (Srebalus, D. & Brown, D, 2001) (Ting-Toomey, S., 1999) (Vasquez, J., 1990). 

AFRICAN AMERICAN CULTURE 

1. Expressiveness (in language, emotion, and gestures) 

2. Strong kinship bonds, extended family networks, and connection to others in their ethnic group/community 

3. Connection with heritage and history is strong 

4. Informality, and flexibility to adjust to various conditions/situations 

5. Collective orientation (value of group effort for the common interest) 

6. Strong oral language tradition; humor and imagery in language 

7. High-context communication (nonverbal cues, gestures, and expressions) 

8. Religious, spiritual orientation; visible ties religious organizations 

9. Extended family provides authoritarian child-rearing practices/guidance 

10. Respect for the elderly and their role in the family 

11. More oriented to situation than time; time is flexible 

12. Use of Ebonics and use of slang in some subgroups 

13. Ability to navigate between two cultures, high assimilation in some subgroups 

14. Motion, body language, and touch are all valued 

15. Education as a means to a better life 

16. Value of African American colleges and universities 

17. Direct eye contact when speaking, less eye contact when listening 

18. Independent, competitive, and achievement oriented (pride in overcoming obstacles and barriers to success) 

19. Importance of music (for communication, self- expression, spirituality) 

20. Communicating with passion, expression, spontaneity, and animation

AFRICAN AMERICAN LEARNING STYLES

✏ Movement and kinesthetic abilities highly developed 

✏ Value imagination and humor 

✏ Ability to express feelings and emotions, both verbally and nonverbally; strong oral language
tradition 

✏ Richness of imagery in informal language 

✏ Experience with independent action and self-sufficiency 

✏ Physical action orientation (learn by doing) 

✏ Learn quickly through hands-on experience, manipulative materials, and multiple stimuli 

✏ People oriented (focus on people rather than objects) 

✏ Resourcefulness, unique problem solving abilities 

✏ Tend to view things in their entirety--not in separate pieces 

✏ Preference for the oral mode of presentation in learning 

✏ Use of inferences, may approximate time/space/number 

✏ Alert, curious, good retention and use of ideas 

✏ Ability to navigate between two cultures, some subgroups have high assimilation to 

mainstream learning styles 

ASIAN AMERICAN CULTURE 

1. "We" over "I"--support for the group has higher value than the individual 

2. Use of self-control, self-denial, and self-discipline 

3. Cooperation, non-confrontation, and reconciliation are valued 

4. Formality and rules of conduct 

5. Direct physical contact (particularly between men and women) should be avoided; public displays of affection are not acceptable 

6. Dedication to the extended family, one's company or work, and community 

7. Honor/status given to position, gender, age, education, financial status 

8. Achievement and goal oriented, diligent, and persistent 

9. Spiritualistic, humanistic, and often believe in fate 

10. Contemplative, circular thinking (never making decisions in haste) 

11. Tradition and conformity to the group are valued 

12. Family solidarity, responsibility, and harmony 

13. Traditional hierarchical family roles, children are extension of parents 

14. Parent provides authority, expects unquestioning obedience 

15. Mutual interdependence within the family unit and community 

16. Hierarchy, role rigidity, status defined by ascription (i.e. birthright inheritance, family name, age, sex) 

17. Emotionally controlled, modest, and stoic 

18. Indirect and nonverbal communication used, often implied meanings 

19. May avoid eye contact as a mark of respect to authority figures 

20. High value placed on education, reverence/status given to teachers 
ASIAN AMERICAN LEARNING STYLES

✏ High achievement motivation 

✏ Use of intuition in learning and problem solving preferred 

✏ High degree of self-discipline, self-motivation, self-control 

✏ High level of concentration and persistence on academics 

✏ Possible language barriers in some subgroups 

✏ Disagreeing with, arguing with, or challenging the teacher is not an option; this has to do with
respect 

✏ Attitude toward discipline as guidance 

✏ Modest, minimal body contact preferred 

✏ Respects others, ability to listen and follow directions 

✏ Excellent problem-solving ability (female Asians have higher math scores than any other 
female ethnic group) 

✏ Indirect and nonverbal communication used, attitudes unfavorable to participate in discussion 
groups 

✏ Keen awareness of environment 
✏ Strong valuing of conformity may inhibit creative thinking 

HISPANIC/LATINO CULTURE 

1. Personal and interpersonal relationships highly valued and come first 

2. Strong extended family system more pronounced than other ethnic groups 

3. Commitment to the Spanish language 

4. Direct physical contact expected, affectionate hugging and kissing on the cheek are acceptable for both the same sex and opposite sex 

5. Relaxed with time 

6. Strong religious beliefs (primarily Catholicism) 

7. Value cooperation--not competition 

8. Courtesy, sensitivity, and formality in relationships 

9. Collective orientation, group identity 

10. Interdependence of the group, and loyalty to the family 

11. Saving face, use of indirect communication 

12. Tendency toward more traditionally defined family structure (father as head of house) and more defined sex roles 

13. May use both the father and mother's surname 

14. More overt respect for the elderly 

15. Subgroups of highly educated and very affluent 

16. Subgroups of extremely poor (for example, migrant farmers) 

17. Past orientation, listens to experience 

18. Independence/development of early skills not pushed in young children 

19. High-context (nonverbal communication, gestures, and expressions) 

20. Females may have restricted freedom (chaperones, group dating, etc.) 
HISPANIC/LATINO LEARNING STYLES

✏ Large supportive extended family; the learning process benefits by involving the extended 
family often 

✏ Value cooperative group learning--not competitive learning 

✏ Most communicate fluently in native language (Spanish) within the family and ethnic 
community 

✏ If not bilingual, possible language barriers may arise without the assistance of a translator 

✏ Less independent and more modest 

✏ Children have unusual maturity/responsibility for their age 

✏ Youth initiate and maintain meaningful interaction and communication with adults (adults 
may also take the lead) 

✏ More affectionate and physically closer to others in class, conversation, asking questions, and 
all learning activities 

✏ Use intuitive reasoning (making inferences) naturally 

✏ Experience with giving advice and judgments in disputes 

✏ Eagerness to try out new ideas and work collaboratively 

✏ Value history, oral tradition, and visual/kinesthetic learning 

NATIVE AMERICAN CULTURE 

1. Individuality--approximately 550 tribes in the United States 

2. Value cooperation--not competition 

3. Avoidance of conflict, non-interference 

4. Horizontal decision making, group consensus 

5. Respect for nature and human's place within 

6. Group life is primary, collective orientation 

7. Respects elders, experts, and those with spiritual powers 

8. Introverted, avoids ridicule or criticism of others if possible 

9. Accepts "what is," holistic approach to life 

10. Emphasizes responsibility for the family and tribal community 

11. Seeks harmony and values privacy 

12. Observes how others "behave," emphasis on how others "behave" and not on what they say 

13. Incorporates supportive non-family or other helpers into family network 

14. Native languages still used and taught in many tribal communities 

15. Use nonverbal communication (gestures, expressions, body language) 

16. Interconnectedness of all things, living and nonliving 

17. Emphasis on preserving a natural balance, both in nature and life 

18. Self-sufficient at an earlier age than other ethnic groups 

19. Living in the here and now, time is flexible, actions are controlled and influenced by cultural traditions rather than linear time systems 

20. Oral history, songs and dances, ceremonial activities, and reservation communities are all important aspects of Native American life 

NATIVE AMERICAN LEARNING STYLES

✏ Oral traditions give value to creating stories, poems, and recalling legends; good at 
storytelling 

✏ Value cooperation--not competition; work well and communicate effectively in groups 

✏ Learn holistically; beginning with an overview or "big picture," and moving to the particulars 

✏ Trial-and-error learning by private (not public) experiences 

✏ Developed visual/spatial abilities, highly visual learners 

✏ Value life experiences in traditional learning 

✏ Value design and create symbols to communicate, often exhibit visual art talent 

✏ Often exhibit performing arts talent 

✏ Intuitive ability valued and well developed 

✏ Seeks harmony in nature and life, are good mediators 

✏ Excellent memory, long attention span, deductive thinkers 

✏ High use of nonverbal communication 

✏ Accept responsibility and discipline of leadership 
	
UNIT 4 
	
UNDERSTANDING  AND WORKING WITH BIAS – CLARIFYING BELIEFS AND VALUES  LEADING TO MORE EFFECTIVE INSTRUCTION.


WHO SHOULD BE HIRED?

You are a member of a community advisory committee.  Seven of the teachers on the school faculty resigned shortly before school opened.  The principal has asked the committee to choose seven replacements from seventeen applications on file.  Time will not allow you to interview the applicants.  Your only information is the completed applications, references, and principal’s notes based on the interviews he has conducted.

Below is a summary of the information given you about each of the applicants.  Use this information to choose the seven teachers to be hired on a 1-year contract.  The group decision must be both consensual and unanimous.  The principal will present your recommendations to the district superintendent for consideration.

Case Descriptions

1. Martha Atler - 27, white, no religious affiliation, M.S. degree, has 4 years of successful teaching experience (2 years in a middle-class, predominantly white community and 2 years in a racially mixed community).  She is reported to have ties to a military militia group.

2. Robert Simpson - 51, white Protestant, a professed segregationist with a B.A. degree and 27 years of teaching experience.  He is in good health and is an active member of several community activist organizations.

3. Nannette Freeman - 29 black, Muslim.  Nannette has an M.S. degree and 6 years of fairly good experience.  She is in good health, and is an active member of several community activist organizations.

4. Maxine Liberman - 21, white Jewish, B.A. from Vassar.  Maxine has traveled extensively and is well versed in many areas.  She has no prior teaching experience.

5. James Crow - 35, Native American, tribal religion.  James has a B.A. degree and has worked for 11 years.  He taught on several Indian reservations and for the Peace Corps.  He is bitter about the conditions of his people.  Single, no children.

6. Mary Weaver - 38, white, Pentecostal minister.  Mary has a B.A. degree and has 15 years of experience.  She has taught in church schools and in public schools.  She feels strongly that a child’s education should include a focus on moral things as well as academic.

7. Marie Vitalie - 32 Italian, Catholic.  Marie has a M.S. degree and 5 years of teaching experience.  She is reported to have lesbian tendencies.

8. Bernice Johnson - 22, black, Catholic.  Bernice has a B.A. degree and 1 year of teaching experience in the middle-class community in which she was reared.  She is a sports enthusiast.

9. Julio Rodriquez - 28, recently arrived from Mexico.  Received a chemical engineering degree from the University of Guadalajara.  Originally certified through the Alternative Route to Certification program.  Speaks limited English but feels able to communicate effectively with children.

10. Herbert Brown - 49, black Baptist, M.S. degree.  Herbert comes from a family who was  active in the Black Panther organization of the 1960s and has taught for 4 years.  His experience included Afrocentric freedom schools in the United States and Africa.

11. Sister Robert Ann - 40, white, a nun.  Sister Robert Ann is a strict disciplinarian who has taught in church schools for 19 years.  She has a provisional certificate and permission from her order to teach in a public school system.  She has bee a religionist since she was 19 years old.

12. Nguyen Nguyen - 28 Vietnamese, Buddhist, B.A. degree with no teaching experience.  Nguyen assisted in the literacy programs conducted in the factory where he was a part-time employee since age 16. 

13. Mary Jones - 25, BLACK, Methodist.  Mary has a B.S. degree and 1 year of successful teaching experience.  She is single with one child.  She was involved in a drug raid during her freshman year in college.

14. Maria Garcia - 39, Mexican American, Catholic.  Maria is a former welfare recipient who received a B.A. degree by attending night school.  She has worked for 6 years in a day care center.  She is married and has 10 children, ranging in age from 9 to 21 years old.

15. Brian Nelson - 25, white, no religious affiliation.  Brian has a B.A. degree and has been asked to leave two schools in the 2 years that he has worked.  He considers himself a liberal and feels that this contributed to his problems with his former principals.

16. Donalda Foley - 35, white, PhD candidate, holds school administrator certification, 12 years of experience in inner city schools, former Teacher of the Year in another district. Undergoing sexual reassignment surgery – male to female. References from former colleagues and students. 

17. Vijay Singh, 40, PhD from Stanford in Educational Leadership, born and raised in India, has thick accent, 20 years of teaching experience.

SOURCE:  Developed by Constance A. Shorter (1980).  Who should be hired?  University of Illinois at Chicago, College of Education.  Adapted by Pamela M. Norwood and Deborah Carr Saldana, Adapted 2009 by William A. Howe

	African American Vignette #5

Two white women are sitting across from one another in a lunch room cafeteria talking in subdued tones.  Terri is telling Lauren how she feels about Sandra, a new black employee in the retail store where they both work.  "I really like Sandra.  I don't really think of her as black.  She seems almost white." 

    
Questions for the reader: What do you think Terri means when she says that Sandra "seems almost white?"  How do you think Sandra might feel if she overheard Terri saying this?


	Arab/Muslim Vignette #2

Two white women, Valerie and Diane, are sitting together on a subway.  A woman wearing a scarf on her head has just exited the subway car with two small children. Valerie says, “I guess Moslem women are forced to wear those scarves on their heads even when they’re in this country.  God, I wouldn’t last with an Arab guy for two minutes.”


 Question for the reader: Valerie is making at least two assumptions. What are they? 


	Asian American Vignette #1

At a lunch break during a conference, a third-generation Japanese American woman who speaks with a standard American accent and a European American man eat together.  He was the facilitator of a discussion group that morning - a group in which she actively participated.  As they are eating lunch, he asks her, "Where are you from?”  The woman replies “Toledo, Ohio.”  “I mean,” he says, “Where are you really from?”


 Questions for the reader: What do you think about the white facilitator's questions?  How do you think the Japanese American  woman might feel about them? 



	Latino/Latina Vignette #5 - Written by a Latino:

I live in the Bay Area in California, which is quite racially diverse.  One time, while travelling for business, I was in the Spokane airport.  I’m surprised to notice that all the people walking through the airport are white.   I see a group of four young white men, college age - talking, laughing and playfully rough housing with each other. 


 A few minutes later I decide to use the restroom.  While standing at a urinal, I hear somebody in a jesting voice yell out, "Hey Jose!"  I turn my head and see one of the young white men from the group looking at me and laughing as he leaves the restroom.


 Question for the reader: What mind set might have led the young white man to make fun of the Latino? 




	
UNIT 5 
	
TEACHER SKILLS & EXPECTATIONS – USING CULTURALLY RESPONSIVE EDUCATION TO INCREASE STUDENT ACHIEVEMENT.


	Differentiated Instruction


	· The average teacher uses 5-7  teaching strategies.


· The research tells us that teachers should use 15-30 teaching strategies.



	


	Teacher Expectations

	· Teachers often make snap judgments, based on their perceptions, about students and thus treat them differently

· Many teachers interact with students differently according to the student’s race and socio-economic status

Bennett, C., (2007). 
Comprehensive Multicultural Education. Boston: Pearson/Allyn and Bacon



Teacher-Student Interactions

The findings of Sadker and Sadker (1987) summarize a trend of repeated consistency found in research on teacher-student interaction conducted by other researchers. 

In general, teacher-student interactions decrease in quality and quantity in descending order for white males, minority males, white females and minority females, although a number of studies indicate that black females receive more positive teacher-student intellectual interactions than do black males who typically experience frequent but negative interactions with teachers. 

More specifically, the research literature documents the following findings:

Teacher-Student Interactions
 The findings of Sadker and Sadker (1987) summarize a trend of repeated consistency found in research on teacher-student interaction conducted by other researchers. 


 In general, teacher-student interactions decrease in quality and quantity in descending order for white males, minority males, white females and minority females, although a number of studies indicate that black females receive more positive teacher-student intellectual interactions than do black males who typically experience frequent but negative interactions with teachers. More specifically, the research literature documents the following findings:

1. Teachers praise white students more than African American students and most Hispanic students.   
AGREE ___ DISAGREE ___

2. Teachers criticize African American and Mexican American students more than white students.   
AGREE ___ DISAGREE ___

3. Teachers direct more questions to white students than to African American, Native American, and Hispanic students.   
AGREE ___ DISAGREE ___

4. Teachers respond to more questions asked by white students than asked by African American and Native American students.   
AGREE ___ DISAGREE ___

5. Teachers discipline and verbally criticize working class white children more than middle class white students.   
AGREE ___ DISAGREE ___

6. Teachers are more authoritarian and less democratic or open with African American students than with white students.   
AGREE ___ DISAGREE ___

7. Teachers direct more questions to male students than to female students but are likely to direct more questions to white females than to African American and Native American males.   
AGREE ___ DISAGREE ___

8. When teachers praise African American students, the praise is likely to be routine rather than for a specific achievement or behavior. Praise for African American students is more often qualified than for white students.   
AGREE ___ DISAGREE ___

9. White teachers demonstrate more concern for white female students' academic work than African American females' academic work and demonstrate more concern for African American females' behavior.   
AGREE ___ DISAGREE ___

The research base to support the above findings for infusion into the teacher education curriculum is extensive (Datta, et al., 19~ Leacock, 1969; St. John, 1971; Rubovitz & Maehr, 1973; Brophy and Good, 1974; Byalick & Bersoff, 1974; Jackson & Cosca, 1974; U.S. Commission on Civil Rights, 1974; Appleford, et al, 1976; Dweck & Bush, 1976; Friedman, 1976; Persell, 1977; Laosa, 1977; DeMeis & Turner, 1978; Hillman & Davenport, 1978; Marwit, et al, 1978; McGhan, 1978; Gllilmet, 1979; Huffine, et al, 1979; Safilios​Rothschild, 1979; Brophy and Evertson, 1981; Scritchfield & Picou, 1982; Smith, 1982; Tobias, et al., 1982; Buriel, 198% Dusek & Joseph, 1983; Hamilton, 1983; Simpson & Erickson, 1983; Tobias, et al., 1983; L. Grant, 1984; Damico & Scott, 1985; L. Grant 1985; Mu oz-Hern ndez & Santiago Santiago, 1985; and Woolridge & Richman, 1985).
Summary of Culturally Responsive Education

A Checklist – Does Your School Comply?

·  FORMCHECKBOX 
 Schools should honor, respect, value and understand diversity in theory and practice. 

·  FORMCHECKBOX 
 A culturally responsive education curriculum should be embedded with the concepts of Rigor, Relevance and Relationships. Rigor - exposing students to challenging class work with academic and social support; Relevance - demonstrating how students will use their learning; and Relationships - building caring and supportive connections with students, parents, and communities.

·  FORMCHECKBOX 
 Classroom and school-wide traditions, values and practices should reflect respect for family and community assets, including students’ native languages, cultural experiences, and family knowledge.

·  FORMCHECKBOX 
 The curriculum content should reflect the cultural, ethnic, and gender diversity of society   and the world.

·  FORMCHECKBOX 
 A culturally responsive education provides meaningful and valuable exposure to students, faculty and staff from different cultures, ethnicities, religions and other forms of differences. 

·  FORMCHECKBOX 
 Teachers must be aware of their students’ histories and community strengths taking into account the various styles and strategies that students employ for learning. 

·  FORMCHECKBOX 
 Learning styles are influenced by students’ personalities, cultural backgrounds and life experiences, therefore teachers should employ multiple pedagogical strategies so that students of all backgrounds learn in ways that are most comfortable for them while also expanding their learning repertoires.

Connecticut State Board of Education

Hartford

Position Statement on Culturally Responsive Education

May 4, 2011

Culturally responsive education supports students in developing a lifelong appreciation for understanding and valuing cultural understanding in all settings of life. The incorporation of culturally responsive education as a critical component of all current curriculum, activities and services is a mainstream pedagogical practice that can serve to improve the academic lives of all students.

Connecticut’s public schools are plagued with persistent achievement gaps between wealthy and poor students and between white students and students of color despite numerous initiatives to break this cycle. Recognizing that the school population is becoming increasingly diverse and that the nations of the world have become all the more interdependent, the Connecticut State Board of Education supports and affirms the importance of a culturally responsive education for all students.

A study of the research on effective educational strategies points us toward a theory of teaching and learning that addresses the important role of knowing and understanding the culture of our students and using such knowledge to inform curriculum development and teaching methodologies. This body of knowledge, known as culturally responsive education, will also better prepare all students to enter a diverse workforce and compete for jobs with their counterparts in a global economy. Opportunities are needed to examine personal biases, gain understanding of the complex life issues faced by others, and to develop the skills and attitudes necessary to work with and live alongside others from different cultural backgrounds. The theoretical foundation of culturally responsive education acknowledges that one of the key factors influencing poor student achievement among students of color is the cultural incongruity between the school and the home. This combined with a further cultural mismatch between teaching styles and curriculum, and that of the culture and learning styles of students of color, leads to a failure to engage students effectively. 

Culturally responsive education is a teaching approach that helps students use their cultural backgrounds to aid in the acquisition of knowledge, skills and attitudes. Culturally responsive teachers use culturally relevant instructional material, affirm student cultural identities, and use cultural backgrounds as a knowledge base for learning and academic success. Further, family involvement and community partnerships are encouraged. While helping to close the achievement/opportunity gaps, culturally responsive education also helps fight racism and other forms of discrimination, bias and oppression. Through this process all students can become skilled at working within a diverse world. Early and frequent interactions with students from different cultures, ethnicities, religions and other forms of differences, as well as learning the beliefs, values, customs and perspectives of others, should be a natural part of the curriculum. 

The Connecticut State Board of Education acknowledges that sufficient, specialized and appropriate resources must be provided to close the achievement gaps between high-performing and low-performing students, males and females, and students of different racial, ethnic and socioeconomic groups. To close the gaps, schools must provide high-quality, academically-focused extended learning opportunities to refine and strengthen students’ skills. Culturally responsive education can help meet these needs. 

America is one of the most multicultural of all nations. A society rich with a variety of cultures, contributions, perspectives, assets and strengths adds to the ongoing grand experiment envisioned by the founders of this country; a democracy based on many coming together as one. Americans succeed, not when we ignore differences, but when we embrace them. Our diversity is our strength.

Becoming a Successful Teacher in a Diverse

Classroom 

Adapted from What Successful Teachers Do in Diverse Classrooms 
(Glasgow, McNary, & Hicks, 2006

Making Multicultural Connections
· Be sensitive to the diversity in classroom

· Make sure white students get a multicultural education too

· Develop and promote positive ethnic identity

· Include multicultural works when developing a quality English curriculum


Include Students with Special Needs

· Recognize that different cultures view disabilities differently

· Teach all students about disabilities to facilitate social acceptance

· Avoid excessive drills (math)

Cultivate Gender Sensitivity

· Encourage discussion about gender equity issues

·  Prevent gender inequities in classroom activities

· Consider how students sometimes treat male and female teachers differently

Including Students Who are Sexual Minorities

· Create an emotionally and physically safe classroom environment

· Explore curriculum that includes minority sexual identity and sexuality

· Be Aware of the diverse and complex process of defining one’s sexuality


Supporting Students Who Are Economically Disadvantaged

· Teach group skills to help low-income students establish a positive and encouraging network to attend college

· Use Cooperative Learning & Testing

· Support equal access to extra-curricular activities

Meeting The Needs of English Language Learners

· Be aware of low expectations for language minority students

· Careful use of cooperative learning groups

· Prepare for cultural and linguistic mismatch between teachers and students
Working With Parents

· Help parents learn how to help their children succeed

· Involve minority and culturally diverse parents as resources in the classroom

· Consider negative and positive effects of homework on students and families

Establishing and Sustaining Your Professional Identity

· Actively seek experiences to become more multicultural

· Internalize that cultural experience and perspective are different for each individual

· Become knowledgeable about adolescent culture

Bilingual Education: Talking Points

By J. David Ramirez

The question of how to best educate students with limited or no English language skills is critical. Current discussion on whether these children should receive instruction in their primary language is intense and often heated. Indeed, such exchanges have become a national debate.

Knowledge and a critical appraisal of the history of language policy in the United States and of what research tells us about how quickly children develop first and second language skills leads one to conclude that these exchanges are not mere reflections of differences in pedagogical approaches. They represent a deeper historical pattern of struggle over social, economic and political power, e.g., the desire to dominate on the basis of language, language proficiency, ethnicity, race and/or gender. Language policy has been and continues to be used as a more socially acceptable surrogate for overt racism (Wiley, in press). Even the motivation and context for research has been seriously questioned for political undertones (Secada, 1993).

Exchanges regarding language of instruction are largely not about differences in pedagogy, but, perhaps, about the very nature of whether we, as a society, really commit ourselves to continue our “grand experiment” in democracy. This experiment has not yet created the conditions for full democratic participation by all members in our communities, but perpetuates traditional inequities in distribution of power, e.g., resources, decision-making and wellbeing, among diverse groups within our society. Explication of these conditions is beyond the scope of this article, but it is provided elsewhere (Orfield, 1997; Nakagawa, 1996; Wiley, in press; Crawford, 1992; Rickford, 1997). The intent of this article is to directly address some of the more blatant misinformation proffered by members of the English-only movement, the current standard bearers for maintaining the inequitable and undemocratic status quo.

It is important that I begin by clarifying terms. First the term, “bilingual education,” is itself confusing. Bilingual education, as described in federal and state legislation and budgets, refers to a range of instructional support services for students who speak a language other than English and who are formally identified as lacking the necessary English language skills required by traditional English only classrooms. Such students are referred to in this legislation as being “Limited English Proficient.” The purpose of these special support services is to ensure school success by helping students both to learn English and to learn their academic subjects, e.g., math, science, social science and language arts. Thus, the term bilingual education is used interchangeably to refer to:

1. English-only services such as English as a Second Language (ESL, traditionally emphasizing English social communication language skills), content-based ESL (emphasis is placed on the development of the specific academic English language skills required by each content area, e.g., English math language, English science language, and English social science language), and sheltered English content instruction (primary emphasis is on the development of specific content skills such as mathematics, and a secondary emphasis on the development of the specific academic language skills required of the particular content area);


2. Instructional services which provide content instruction both in English and the student's non-English primary language. The main purpose of primary language use is to assure that the non-English speaking students are able to learn academic subject matter in the language they know best as they acquire their English language skills. In some higher quality programs, there is an added goal of providing the students with opportunities to continue to develop their primary language skills and to become fully proficient in two languages, English and their primary language. Educational programs which provide instruction in two languages also include one or more of the English only instructional services listed above as essential program components.

As alluded to above, these special instructional support services for students learning English tend to be funded primarily through federal and/or state monies. It is critical that the reader understand that almost all of currently existing specially funded so-called “bilingual education” instructional services fall into the first category above. That is, English-only instructional services comprise almost all instructional services provided through bilingual education funds. To minimize this potential confusion in the type of instructional services being discussed, I will not refer to bilingual education, but instead I will use the term multilingual education to refer to instructional programs wherein both English AND the child's primary language are used for instruction. In addition I will specify the particular English-only instructional approach under discussion.

The second important term to be clarified is “English Learner.” Traditionally federal and state policy makers tend to use the more pejorative term, Limited English Proficient, which connotes a deficiency on the part of the student by emphasizing what the student does not know. In actuality, the student already knows another language and is “adding” English as a second language. From a more constructivist approach, to recognize and validate the important

knowledge that these children bring to the classroom, I prefer to use the term English Learner.


Assertions vs. Facts
The following presents a litany of the key arguments against “bilingual education” made by English-only advocates. My response follows each assertion. I present this information as a modest effort to assist local educators, parents, students, and members of the community in their quest to assure equity and access to rigorous and relevant education for ALL students in our public schools.


English-only: Bilingual Education does not work. The continued low achievement of Hispanic LEP students shows that bilingual education has

failed.

Response: Data clearly shows that nationally almost all English Learners or LEP students receive an English-only program. Therefore, the low achievement of LEP students must indicate that English-only programs do not work. 

As an example, almost all (over 80%) English Learners in California are in programs where no primary language is used for instruction. All of their instruction is in English. Nationally, the proportion of English Learners receiving English only instruction, under the auspices of “bilingual education,” is even higher. Thus, the results of student assessments clearly demonstrate that English-only Programs do not work. There is research evidence to show that the more infrequent “multilingual education” programs (those that incorporate primary language instruction) result in significant gains in content

skill development and English language proficiency.

English-only: Bilingual programs are impractical because we do not have the bilingual teachers or resources to address the needs of the over 120 primary language groups in the United States, even in heavily impacted areas such as California, New York, New Jersey, Florida and Texas.

Response: It is practical, not to mention advisable, to provide multilingual programs in schools and classroom where there are sufficient numbers of English Learners speaking the same primary language. Moreover, it does not cost any more to provide a multilingual classroom than it does to provide a traditional English-only classroom. A RAND study in 1983 and the BW Associates study for the California State Legislature in 1992 found that providing special support services to English learners does not cost any more than the cost of providing a traditional English only program.

It is important to differentiate between schools with “small and scattered primary language populations” (e.g., Urdu) from those with substantial numbers of students speaking the same primary language (e.g., Spanish, Cantonese, Vietnamese or Khmer). While I concur that it is impractical to provide a full multilingual program for small and scattered primary language groups, as a teacher I am responsible for providing meaningful instruction to each of my students. If my student is the only Urdu speaking student in my class or my school and this student does not understand any English, I need to determine how to access other primary language resources so that the content is accessible. These could include cooperative learning activities with bilingual English-Urdu speaking students, working with the parents to help their child at home, or working with a community based organization that has multilingual services to provide this student with equal access to my lessons. However, in classrooms and schools where there are substantial numbers of students who speak the same primary language, it is practical to provide these students with equal access to the core curriculum in their primary language. This can be achieved as they are in the process of learning English through the services of a bilingual teacher specially trained to provide multilingual educational services, i.e., first and second language development as well as content instruction in English and the students' primary language. 

Research clearly shows that providing students with primary language instruction does not slow down their rate of English language acquisition. Research indicates that English learners do not develop English language skills any faster when provided an English-only program than when provided with a program that combines quality English language development with quality primary language content instruction. National and international research indicates that it requires, on average, five or more years to develop the high level of academic English language skills required for classroom learning. This research also shows that English learners can clearly catch up to their English proficient peers in the content areas when provided access to the content in their primary language, even when they are tested in English.

Two major studies concluded that it does not cost any more to provide a multilingual classroom than it does to provide a traditional English-only classroom. A study by RAND Corporation for Congress (Samulon, 1983) and one conducted by BW Associates for the California State Legislature (BW Associates, 1992) all found that over 80% of the cost to educate a child is reflected in staff. Most districts do not pay bilingual teachers more than nonbilingual teachers and the cost of providing books and other learning materials for multilingual and traditional English-only classrooms does not differ. Therefore both studies concluded that it does not cost any more to provide a

multilingual classroom than it does for a traditional English only classroom.

English-only: Since we cannot provide bilingual services (i.e., in this context, English-only advocates are referring to multilingual instruction) to all of the over 120 primary language groups, it is not fair to provide those services to any one of them.


Response: This is absurd. We currently have a critical shortage of math and science teachers. Should we drop all math and science education from our schools? More pointedly, this position is tantamount to saying, “Because there are not enough heart donors to meet the needs of all the patients in need of a heart transplant, we therefore should prohibit all heart transplants.” As stated before, I agree that it is impractical to consider providing full multilingual services in situations where there are few and scattered primary language groups. However, in schools and districts where there are substantial  numbers of the same primary language groups it is practical and reasonable.

English-only: The language of this land has always been English. Bilingual education is a legacy of the 1960s, which should be eliminated.

Response: This is not true. We tend to forget that not all of the colonists came from England. The early colonists also spoke and provided schooling in German, French, Dutch and Spanish. This practice continued into the 20th century wherever large enclaves of these primary language speakers lived. In fact, German-speaking public schools thrived in the mid-West until World War II when the anti-German sentiment forced many German Americans to disassociate themselves from their German heritage lest they be branded as being non-American and suffer the same treatment as Japanese Americans.

An examination of the history of language policy in the United States, quickly reveals that the various cycles of English-only efforts were more concerned with issues of economic and political enfranchisement of some groups over others rather than pedagogy, e.g., English-only business men over the Cherokee Nation; White landowners over Blacks in the South; and White settlers over Mexican residents in California. (Crawford, 1992)

The Articles of Confederation and the Declaration of Independence were, as a matter of course, consistently translated into these non-English languages to assure the full participation of all colonists. Attempts to have English declared as the “Official Language” (e.g., Benjamin Franklin) were soundly rejected by the Founders. They considered language a tool whose use should be determined by the individual and not the State. They clearly expressed the belief that what defined Americans was not the language they spoke, but their commitment to a democratic form of government.

Finally, the U.S. Supreme Court in 1966 clarified through the Lau decision that equal treatment alone does not guarantee equal access to educational opportunities. Instruction must be comprehensible to each student. Each school district must provide evidence documenting the efficacy for every student of whatever educational approaches are provided.

English-only: My grandparents were immigrants. They learned English without bilingual education and they were successful. Why do these groups need it?


Response: First, it is a myth that all immigrant groups were successful. While social language skills are quickly developed, e.g. on average within a year, the more demanding language skills needed for academic success requires at least 5 or more years to develop. (Ramirez, 1992 Collier, 1997) With the availability of plentiful low-skilled entry-level jobs, earlier immigrants did not need to develop high level academic skills to find a job. They could secure one with minimal social English language skills. Now, immigrants must master complicated academic skills to find employment in today's job market. To do so requires a more sophisticated mastery of academic English language skills, which requires more time to develop. There is no easy or quick fix to develop such skills.

Research documents that current immigrants are learning English at a faster rate than immigrants from prior generations. It used to take anywhere from three to four generations for the children of some immigrant groups entering prior to 1950s to enter the economic, social and political mainstream. There is substantial evidence that school failure or lack of school success was common for early immigrants. For example, Italian, Irish, Polish and Jewish immigrant

children at the turn of the century left school early and did not enter high school. Data suggests that until the 1950s, immigrant and many first generation children received little formal education (e.g., Berrol, 1982; Bodnar, 1982; Fass, 1988; Perlmann, 1988).


English-only: Just because we are for English-only does not mean we are “anti-immigrant.” 

Response: This is not true. English-only initiatives patterned after those currently under consideration in California clearly target immigrant parents and their children. These initiatives dangerously erode the rights of all parents to determine the education that they would like for their children.

For example, under the California Unz initiative, language minority parents who want their children provided with some instruction in their primary language would be required to petition their school district for such services each year. The services would only be provided if the parents were joined in their request by at least twenty other parents. As immigrant parents typically do not speak English, are not familiar with our political process or the school system, and are typically isolated in their communities, this proposed initiative creates several substantive and significant barriers for immigrant parents seeking a meaningful education for their children. Such barriers targeted to a specific group can only be construed as being anti-immigrant.

English-only: Bilingual advocates are simply trying to protect the jobs of bilingual teachers.

Response: This is a myth and is intentionally misleading to the public. Currently there is a shortage of teachers, particularly in states attempting to reduce class size. If multilingual education were to be prohibited, all of the bilingual teachers would still have their jobs; their teaching skills are badly needed. Since bilingual teachers tend to receive the same salary as nonbilingual teachers, there is no financial incentive for bilingual teachers to advocate for multilingual education other than their concern for the achievement of their students. Lastly, state and federal monies for education all require stringent accountability. This function is fulfilled by directors of multilingual education. If multilingual education were to be prohibited, such

administrators would still be needed to provide program oversight.

English-only: English-only initiatives support local control.


Response: This is not true. In current practice, local school boards are able to choose from a range of educational programs the one that best suits the needs of their local community. In contrast, English-only initiatives dictate to school boards a single educational program. This shifts power away from the local communities to the state which would then have the responsibility for enforcing the provisions of the initiative.

English-only: English-only instruction supports and strengthens families.


Response: This is not true. In some in stances, English-only families would be as negatively impacted by poorly constructed initiatives as language minority families. For example, the Unz initiative would prohibit the use of any language other than English in grades K-5. Instruction in a language other than English would be allowed in grades 6 and above only if the following conditions were met: parents annually petition their school board to provide their child with instruction in a language other than English, there are at least 19 other students with the same request, and each student demonstrates proficiency in English on a standardized measure by scoring 50% or higher.

As written, the Unz initiative would apply to both language minority and English-only speaking families.

Language minority families would be negatively impacted. Lilly Wong-Fillmore at the University of California, Berkeley compared English Learner preschoolers who were in an English-only program to those in a Primary Language instructional program. She found that. English Learner preschoolers in the primary language instructional program showed greater growth when tested in English at the end of their kindergarten year than did their peers who had participated in the English-only preschool program. Of great concern was the impact upon the family.

Dr. Wong-Fillmore found that the English Learner preschoolers in the English-only  program quickly stopped speaking their primary language and switched to English. This occurred not only in school but at home. The result was that the amount and content of parent-child interactions were greatly reduced and restricted. Parents, unable to communicate in English, were speaking less to their children, limiting their conversations to caretaking activities such as “Did you clean your room?” Parents were unaware of what was happening at school and found themselves unable to support their children's learning. 

In contrast, language minority parents whose children were in primary language preschool programs continued with extended parent-child interactions and complex conversations, enabling parents to support their children's learning. The Unz initiative, and similar English-only proposals would serve to weaken language minority families, and assure that these parents would not be able to support their children's learning meaningfully and actively.

English-only speaking families would also be hurt by the 'initiative. There is a growing number of English speaking parents who recognize the social, economic and political advantages of multilingualism, have their children placed in Two Way Bilingual Immersion Education programs or in foreign language programs. As written the Unz initiative would prohibit these families from availing themselves of these programs at the elementary level. At the secondary level, assuming a normal distribution of test scores, one could expect that half of English speaking students currently enrolled in foreign language classes would score below 50%. Under the Unz initiative these students would be forced out of such classes. This exclusion would curtail their ability to meet foreign language requirements for college admission.


English-only: English-only instruction will strengthen communities.

Response: English-only proposals tend to weaken the social fabric of the community as well as it economic potential. Using the Unz initiative as an example, as proposed it is already exacerbating divisions between nonimmigrant and immigrant groups (even among those sharing similar language and cultural backgrounds), racial groups and English and language minority groups. If passed, the Unz initiative would also make school personnel personally liable if they use a language other than English in schools. Testimony was recently submitted in a pending court case regarding incidents in a Southern California school district, where teachers reported that “language vigilantes” comprised of “concerned citizens” went through

classrooms and pulled down any signs that were not in English. (Quiroz vs. Orange Unified School District, 1997) One can only imagine how the Unz initiative, if passed, could catalyze these and other “patriotic Americans” to more extreme actions. Such a climate is not conducive towards creating a spirit of collaboration between the school, home and community. 

The business community in the United States is an important part of an increasingly competitive global economy. It is clamoring for a workforce that is both multilingual and multicultural. Restricting the students' opportunities for developing multilingual language skills would limit the economic opportunities of the students and would serve to restrict the needs of our expanding labor force.

English-only: The public education bureaucracy is not responsive to the needs of local schools. Sponsors of the Unz initiative attribute their efforts to the failure of the California Department of Education in providing local school boards with the flexibility to determine the kind of education they would like to provide to their children. Only four school districts out of over a thousand districts in the State successfully obtained waivers from the California Department of Education exempting them from providing bilingual education.

Response: Such claims are examples of sensationalism and intentional misinformation. While it is true that there are over a thousand school districts in California, it is important to note that, to date, only four districts submitted such waiver requests. Thus, every district that has sought a waiver from the State has obtained one. If one is truly concerned about maximizing local control, one would think that efforts to streamline the waiver request process would be more appropriate than ones which only serve to limit choices for students, parents, school boards, and communities.

English-only: English-only initiatives unite our communities with a common language. They help to avoid the balkanization occurring in Canada and assure non-English speakers a fair chance at “The American Dream.”

Response: This statement reinforces attitudes and behaviors which serve to divide communities rather than to bring them together. It also misrepresents the reality of American society. 

English-only campaigns exacerbate conflicts between speakers of English and native born citizens. The English-only movement reinforces attitudes against English Learners, e.g., “They do not want to learn English,” and “Their children are taking limited resources from our children.” These attitudes are surprising given the research documenting that the rate of transition to English among immigrants has gone from two or three generations to one generation. Also, the demand for English classes among immigrant adults far outpaces the availability of such services. Immigrants are learning English and they are learning it at a faster rate than their predecessors.

The media has and continues to be a willing partner in creating a climate of mistrust and conflict within the community around immigrant and language issues. News articles consistently report information in a superficial, sensational, confrontational style, focusing on the extremes: “Us against them.” Rather than receiving clear, direct information which would allow them to make a reasoned decision, readers are forced into taking sides. No middle ground is sought. Reacting to this critique, a reporter for the Los Angeles Times responded, “A balanced article does not sell papers; conflict does.”

Conclusion

In a moment of generosity, one might assert that the unstated assumption behind English-only initiatives is the belief that English proficiency is the key to harmony within the community as well as to personal success (when combined with hard work and sacrifice). However, it has been my observation that White women are as proficient in English as White men. It is equally obvious that many members of so-called “model minorities” such as Japanese and

Chinese Americans also demonstrate formidable proficiency in English, as well as high educational attainment comparable to or exceeding that of many more successful White men. Furthermore, many Latino Americans and African Americans have successfully acquired academic English language skills and advanced academic credentials. Yet, White women and men and women of color do not enjoy the same level of economic, political or social opportunity as their White male counterparts. As noted earlier, language policy in the United States has been and continues to be used as an effective tool to control access to social, economic and political resources. These examples illustrate that underlying the “language problem” are issues of racism, sexism, classicism and ethnocentrism. Consequently, the conflict within our communities will not be resolved solely by requiring that everyone speak English, but by directly addressing these underlying issues.

David Ramirez is the Director of the Center for Language Minority Education and Research, University of California at Long Beach. He is one of the leading researchers on the longitudinal impact of bilingual education. 

	Technical Competence in Teaching Skills



	…  (such as leading discussions and managing groups), solid knowledge of subject matter, and knowledge of how to teach are essential, but not sufficient for effective teaching. 

Teachers’ attitudes and expectations, as well as their knowledge of how to incorporate the cultures, experiences, and needs of their students into their teaching, significantly influence what students learn and the quality of their learning opportunities.  


                                      Darling-Hammond, L., & Bransford, J. (2005).

______________________________________________________________________

	

	Three Criteria of Culturally Relevant Education



	1.
Students must experience academic success. 

2.
Students must develop and/or maintain cultural competence. 

3.
Students must develop a critical consciousness through which they challenge the status quo of the current social order.  

                                                   … Gloria Ladson-Billings (1994)



	

	Key Elements to Enable All Students to Achieve to High Standards


	1. High expectations for all students.

2. Cultural congruence in instruction.

3. Teacher knowledge and respect for cultural traditions.

4. Teaching strategies that promote meaningful participation.


                                                         Zeichner (1995)



	

	Cultural Questions That Competent  Teachers Ask Themselves  (Pang, 2005)

	1. Do I recognize the power and complexity of cultural influences on students?

2. Are my expectations for my students culturally based or biased?

3. Am I doing a good job of seeing life from the perspective of my students who come from different cultures than mine?

4. Am I teaching the skills students may need to talk in class if their culture is one in which they have little opportunity to practice “public” talking?


	


Six Practices of Culturally Responsive Teaching

1. Teachers focus attention on students from traditionally marginalized backgrounds, who are also at the most risk of failing, to become empowered “intellectual leaders” in the classroom. 


2. Teachers involve students meaningfully and fully into the learning community, instead of teaching them in an isolated ways.


3. Teachers acknowledge and utilize students’ true-life experiences as legitimate parts of the curriculum. This requires compassion and understanding of the lives students lead.


4. Teachers view literacy as not only the written words but the oral contributions.


5. Teachers and students work together to learn how to overcome the dominant social and political culture in order to succeed. 


6. Teachers realize that the education of students involves more that just the rote mechanics of passing on knowledge. Teachers are also part social worker, part therapist and part advocate. The unjust lives that students may lead cannot be ignored in the continuum of education 


Culturally Responsive teachers (Gay):

· Develop personal relationships with their students


· Listen non-judgmentally and patiently to cultural 
stories and share their own stories


· Wait longer for students to respond, ask probing questions, praise and encourage student voice.


· Use interactive techniques


· Seize “teachable moments”


· Understand the interplay of instructional content and cultural knowledge


· Search the school, community and home environments for insights into their students


· Understand and appreciate students’ personal cultural knowledge and integrate this knowledge into their teaching

CHARACTERISTICS OF A MULTICULTURAL TEACHER  
University of California, Irvine – Ed173 Online Course


With the increasing attention on preparing teachers to work effectively in classrooms having diverse groups of students, a good deal of attention has been given to the characteristics of successful multicultural teachers. The following seven attributes help describe the skills that enable teachers to create environments that respect and draw upon diversity.


1.  FORMCHECKBOX 
 Understanding one's cultural perspective and how it affects the ongoing teaching/learning relationship, and that exploring this cultural issue is an ongoing process. 


2.  FORMCHECKBOX 
 Providing and promoting an atmosphere in which cultural differences are respected and explored. This atmosphere is one in which this process is not only academic, but also attitudinal and affective. 


3.  FORMCHECKBOX 
 Drawing upon the cultural experiences of students and parents in order to include authentic cultural perspectives in the curriculum. 


4.  FORMCHECKBOX 
 Flexibly adjusting and accommodating varied learning styles, building on students' strengths, and avoiding judgments and labels that might otherwise be placed on students. 


5.  FORMCHECKBOX 
 Being skeptical when using student evaluation tools and raising questions regarding the validity of all assessment instruments when used with students from culturally different groups than those on whom the norms were calculated. 


6.  FORMCHECKBOX 
 Understanding and communicating that all cultures have their own integrity, validity and coherence. 


7.  FORMCHECKBOX 
 Expanding students' knowledge of their own cultures and their capacity to appreciate differences in others, and helping them move toward a multicultural and global perspective in their thinking. 

No Child Left Behind: Now What Do We Need to Do to be Culturally Responsive?

by Norma L. Day-Vines, Ph.D., and James M. Patton, Ph.D.
from Link Lines, February/March 2003
Below are some evidence-based strategies for making NCLB culturally responsive in a manner that helps to truly close the achievement gap.

Consider Own Attitudes, Biases and Assumptions. Recognize biases and attitudes about culturally different children that may impede the ability to deliver culturally responsive teaching and related services. Well-constructed cultural competency training can help accomplish this goal (Patton & Day-Vines, 2002; Sue & Sue, 2003).

Value Children's Language. Much has been written about the fact that educators frequently do not value the language children bring to school, particularly when students' language of origin represents a marked departure from Standard English (i.e., Ebonics, Spanglish). For best results, educators should use the language students bring to school as a spring board to teach Standard English in a manner that doesn't disparage their mother tongue. Mothers are the people with whom children usually have the closest ties. Therefore, any action that disparages the mother tongue may in reality be demonstrating a disparagement of the children's cultural experience and identity (Hilliard, 2002; Nieto, 1996).

Recognize that the Culture of the School and the Culture of the Child's Family May Not Be Well Synchronized. School cultures often approximate “white middle class norms.” These norms tend to consist of a preference for nuclear versus extended families, an emphasis on the individual as opposed to the collective, competition versus interdependence, scientific versus intuitive ways of knowing, and communication patterns are verbally rather than nonverbally oriented. These cultural differences are often competing and contradictory and may create distress for some students. Teachers must recognize that differences do not necessarily constitute deficiencies (Kalyanpur & Harry, 1999).

Recognize the Cultural Values Children Bring to School and incorporate them into pedagogical styles. For instance, relationships are highly prized among many African American children and other marginalized culturally diverse groups. Therefore, many of these children are not receptive to the learning experience unless they have a viable relationship with the teacher and opportunities to work cooperatively with other children. Cultivating classroom climates that engender a sense of kinship and affiliation is important to ensure success for culturally diverse students (Ladson-Billings, 1994b).

Consider the Importance of Code Switching Among African American Children. Code switching is a practice in which individuals alter their behavioral patterns to conform to the current environment. For example, African American youngsters may speak and behave in the Black English vernacular when interacting with African American peers, yet modify speech and behavioral patterns to coincide with the norms and expectations valued in more integrated settings. This behavior is not unusual. It demonstrates efforts to successfully navigate multiple and simultaneous cultural markers, norms, and values such that they engage in communication and behavioral patterns that are situationally appropriate (Celious & Oyserman, 2001).

Incorporate African American Children's Need for Multisensory Stimulation into Pedagogical Styles. Develop lesson plans that are interactive and stimulate students' visual, auditory, and kinesthetic senses simultaneously in an effort to increase interest and motivation in learning (Ladson-Billings, 1994a).

Provide Culturally Relevant Instructional Materials. NCLB mandates improved performance in reading, and later, mathematics and science. In an effort to make the curriculum more culturally relevant, it is imperative to provide, among instructional materials, core content texts, literature, and arts, materials that are by and about African Americans. This includes historical descriptions of African Americans who have made significant contributions to this country and the world (Ladson-Billings, 1994a).

Affirm Students' Cultural Identity with Power-Enhancing Confidence Builders to Enable Their Successful Development. Often because of prior negative experiences in schools and in society, African American students equate academic success with “acting white.” Consequently, they feel compelled to choose between social acceptance by peer group members or academic success. Teachers can help students recognize that they can maintain a positive Black identity and work towards academic success simultaneously. The two goals do not have to be mutually exclusive (Nieto, 1996; Patton & Day-Vines, 2002).

Promote Family Involvement and Community Partnerships. Foster culturally reciprocal relationships in which parents, families, and communities are brought into full and authentic partnership with schools and enlist families' knowledge and understanding of their children and communities as resources for improving educational outcomes. For instance, during parent-teacher conferences invite parents to share their concerns, expectations, and recommendations for how to work more effectively with their children. As educators, we may have curriculum expertise, but parents, family members, and community leaders often have other detailed and important information about children from which teachers can benefit (Billingsley & Caldwell, 1991; Day-Vines, 2000; Kalyanpur & Harry, 1999).

Maintain High Expectations for All Children. Harboring low expectations for children is debilitating because it conveys to children a sense that they are inadequate. Furthermore, once children internalize this belief, feelings of inferiority abound, and children are more likely to view themselves as self-fulfilling prophecies (Delpit, 1995; Nieto, 1996).

Avoid Filtering All Behavior Through the Singular Lens of Race, Ethnicity, Culture or Class. Frequently, it is convenient and tempting to attribute a child's behavior solely to her or his racial or cultural background. While it is important to recognize and respond appropriately to cultural cues, it is more important to recognize the child as an individual first and foremost, and then consider cultural contexts that may influence behavior (Sue & Sue, 2003). 

Seek out New Information from Cultural Informants, who are members of an indigenous culture who can provide considerable insight into aspects of the culture that may be unfamiliar to outsiders. Usually, cultural informants are bicultural, that is, they can maneuver fluently both in mainstream American culture and in their own indigenous culture, while respecting the central properties of both. Often their ability to commute between two very disparate cultures permits them to understand the expectations of both their own and the culture of the “other.” These individuals serve as guides and have an abundance of resources upon which classroom teachers can capitalize (Patton & Day-Vines, 2002).
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UNIT 6 
	
SCHOOL EXPECTATIONS – UNDERSTANDING EFFECTIVE SCHOOLS.


Flesh-Colored Band-Aids[image: image11.png]Y




Assume you are visiting the classroom of another teacher whom you don’t know well. Indicate how you would feel when that teacher says one of the comments in quotation marks or when you see the things described below. If you rated anything other than “1” please note why.

1. __ Seemed normal; is there a problem?


2. __ Confused; I don’t understand.

3. __ Surprised but not offended.

4. __ Left out; invisible.

5. __ Offended

1.
“So, Alice, when you grow up, do you want to have a career or raise a family?”

	
	1……. 2…….3…….4…….
5


2.
“While this tribe’s ritual may seem unusual to you, it’s as common to them as your grandmother baking Christmas cookies is to us.” 


	
	1……. 2…….3…….4…….
5



3.
Classroom bulletin board in the spring with pictures associated with Easter (colored eggs, baskets, bunnies, etc.) 


	
	1……. 2…….3…….4…….
5


4.
Assignment to create a family tree, at least three generations back. 


	
	1……. 2…….3…….4…….
5


5.
“Feel free to use your home computer to research your project on the internet, write it, and illustrate it. There’s lots of good clip art on the web these days.” 


	
	1……. 2…….3…….4…….
5



6.
“You speak English really well!” (to a child of Asian descent) 

	
	1……. 2…….3…….4…….
5




7.
Schedule PTA meetings at 9:00 am the last Thursday of each month. 


	
	1……. 2…….3…….4…….
5



8.
“So I’ll order three pizzas, one with pepperoni and onion, one with sausage and mushrooms, and one with everything, okay?” 


	
	1……. 2…….3…….4…….
5



9.
“Famous Americans” bulletin board with pictures and information about George Washington, Alexander Graham Bell, Thomas Jefferson, Bill Gates, Larry Bird, Norman Rockwell, Lewis and Clark, and General Custer. 


	
	1……. 2…….3…….4…….
5



10.
“It’s so hard to pronounce your name. “How about if we just call you ‘Tom?” 


	
	1……. 2…….3…….4…….
5


Created by Gina D. Shack, Ph.D. 2001. 

CHARACTERISTICS OF A MULTICULTURAL SCHOOL  
James A. Banks. University of Washington, Seattle

--------------------------------------------------------------------------------

An equally important issue concerns the characteristics of a multicultural school. Again, considerable thought has been given to this issue. The ten attributes described below are frequently cited as being those found within multicultural schools and have been summarized in the work of James Banks at the University of Washington.

1.  FORMCHECKBOX 
 Teachers and administrators have high expectations and positive attitudes toward all students regardless of their backgrounds. 

2.  FORMCHECKBOX 
 The formalized curriculum reflects the experiences, cultures and perspectives of a range of cultural, racial and ethnic groups. 

3.  FORMCHECKBOX 
 Teaching styles match the learning styles and ways of knowing of diverse students. 

4.  FORMCHECKBOX 
 School personnel (teachers, administrators, etc.) show respect for the students' first languages and dialects. 

5.  FORMCHECKBOX 
 The instructional materials used in the school show events, situations and concepts from the perspectives of diverse groups of individuals. 

6.  FORMCHECKBOX 
 The assessment and testing procedures used in the school are culturally sensitive. 

7.  FORMCHECKBOX 
 The school culture and "hidden" culture (as evidenced by such things as the racial composition of the staff, the materials in halls and on bulletin boards, etc.) reflect cultural and ethnic diversity. 

8.  FORMCHECKBOX 
 School psychologists and counselors have high expectations for all students and help all students and their families to set high educational and career goals. 

9.  FORMCHECKBOX 
 The school has an effective plan for involving all parents in the school and for enhancing their children's and their own education. 

10.  FORMCHECKBOX 
 The school has a policy supportive of multicultural education that communicates its significance to the entire school community.
	
UNIT 7 
	
PARENT AND FAMILY ENGAGEMENT – WORKING EFFECTIVELY WITH PARENTS IN CHILDREN’S EDUCATION.


How Well is Your School Bridging Racial, Class and

Cultural Differences?
	Promoting Understanding of Different Cultures
	Circle  one for each question.

	1. The school’s racial and cultural diversity is recognized and openly discussed in a constructive way at parent group and faculty meetings, school council meetings, and discussion groups that include staff and families.
	Already do this
	Could do this easily.
	This will take time.
	This will be hard.

	2. The school’s curriculum reflects cultures of families, and there are books and materials about families’ cultures in classrooms and the library/media centers.
	Already do this
	Could do this easily.
	This will take time.
	This will be hard.

	3. Families’ cultural traditions, values, and practices are discussed in class.
	Already do this
	Could do this easily.
	This will take time.
	This will be hard.

	4. Activities and events honor all the cultures in the school.
	Already do this
	Could do this easily.
	This will take time.
	This will be hard.

	Recognizing & Addressing Class and Language Differences
	Circle one for each question.

	5. The  PTA/PTO is not dominated by any one group of parents, and its officers reflect the school’s diversity.
	Already do this
	Could do this easily.
	This will take time.
	This will be hard.

	6. Extra efforts are made to recruit and welcome all families, and families of all backgrounds are involved at the school.
	Already do this
	Could do this easily.
	This will take time.
	This will be hard.

	7. School activities and events are planned with parents and respond to their interests.
	Already do this
	Could do this easily.
	This will take time.
	This will be hard.

	8. Interpreters are available for all meetings and events, and report cards, newsletters, signs, and other communications are translated into the school’s major languages.
	Already do this
	Could do this easily.
	This will take time.
	This will be hard.

	9. English-speaking staff and families make an effort to mix with families who speak other languages.
	Already do this
	Could do this easily.
	This will take time.
	This will be hard.

	Addressing Issues of Race and Racism
	Circle one for each question.

	10. School staff and families use books and stories about different groups’ experiences, including African Americans, to stimulate discussions about their own backgrounds and values.
	Already do this
	Could do this easily.
	This will take time.
	This will be hard.

	11. Teachers and other staff use “teachable moments” and stories from local media to comment on and discuss racially motivated incidents.
	Already do this
	Could do this easily.
	This will take time.
	This will be hard.

	12. Professional development for staff explores negative attitudes, practices and expectations for students of color, and aims to create high standards, rigorous practice, and increased expectations for all students.
	Already do this
	Could do this easily.
	This will take time.
	This will be hard.

	Welcoming and Respecting All Families
	Circle one for each question.

	13. Parents and teachers are surveyed about school climate, and school staff and parent group leaders follow up on the results.
	Already do this
	Could do this easily.
	This will take time.
	This will be hard.

	14. The school has a system for helping staff and students learn how to pronounce all students’ first and last names correctly.
	Already do this
	Could do this easily.
	This will take time.
	This will be hard.

	15. Front office staff is warm and welcoming to all families and visitors and compliment family members on their contributions.
	Already do this
	Could do this easily.
	This will take time.
	This will be hard.


	Use the following questions to reflect on the answers from your checklist.

	In which areas are you doing well?






	In which areas are you not doing well?



	How are parents and the parent organization involved in addressing differences?





	What are your concerns?







	What steps could you take to address culture, race, class and other differences?


	Right now?

	Over the long term?



	


This checklist is taken from:

Beyond the Bake Sale—The Essential Guide to Family-School Partnerships (2006) 
by 
Anne T. Henderson, Karen L. Mapp, Vivian R. Johnson, and Don Davies 
(pages 146-149).

	Parent and Family Engagement 


	What do Families Want from Schools?
	What do Schools Want from Families?

	1.

2.

3.


	1.

2.

3.


Parent and Family Engagement
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Building Culturally Responsive Relationships, 2006


Barriers To Effective Communication

    “Culturally diverse communities have been told through overt and covert avenues that they are not as good as white students and will not do as well because of their background. They overhear teachers say things like, well, you can't expect anything else from these children. Their parents don't care and they come from transient families.” (Diaz, 2001)

· “They are illiterate”

· “They don't help their children with their homework”

· “They take their children to Mexico for almost anything throughout the school year and keep them away from school for weeks. How can the children learn this way?”

· “They just don't care as much as the other parents do”

(Quiocho & Daoud, 2006)


Barriers To Effective Communication

· Contrary to the belief held by many teachers and school personnel, Latinos parents DO care and value education.

· Studies indicate that minority parents do care about their children’s academic success and want to be involved in their children’s schooling (Trumbellet al., 2001).

· Research shows that when parents participate at school and encourage learning at home, children tend to be more successful at all grade levels (Fan & Chen, 2001; Jeynes, 2003 as cited in Wong & Hughes, 2006).
	SRBI Framework and CALI


	· SRBI Framework is a systems approach for improved student achievement and the effective implementation of CALI  (Connecticut Accountability for Learning Initiative) practices. 

· CALI is a comprehensive initiative to accelerate the learning of all students.  Among other practices, CALI highlights the assessment of all students’ on a regular basis, 

1. Using assessments that inform instruction (common formative assessments);  

2. Effective teaching strategies; 

3. Data driven decision making; 

4. Clear, specific measurable goals for student learning; 

5. Improving school climate to increase connectedness of students and the use of data teams to collect, analyze and use data to improve instruction and curriculum.



SRBI Framework for Student Achievement
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UNIT 8 
	
CLASSROOM MANAGEMENT – CULTURALLY RESPONSIVE CLASSROOMS.


Culturally Responsive Classroom Management

· How do you make students feel welcomed in your classroom? 
· How do you motivate your students to have hope and avoid failure?
· How do you ensure that students are treated  equally and fairly?
1. Ensure culturally congruent communication styles
2. Promote positive peer interaction
3. Be empathetic  
4. Be assertive



Culturally Responsive Classroom Management

	
Strategies for Preventing Discipline Problems
Punishment versus Consequences



	Punishment:
	Consequences:

	· Attacks child’s dignity
· Is oriented externally
· Focuses on past action
· Gives short-term results
· Is not related to a 
pre-established rule

	· Enhances child’s dignity
· Is internally oriented
· Is future-oriented
· Gives long-term results
· Is related to the a 
pre-established rule




Strategies for Preventing Discipline Problems
1. Develop ‘student-centered’ classrooms
2. Get to know students-learn their interests, talents and gifts
3. Distinguish between “bad” children and “inappropriate” behavior
4. Run classroom democratically with a focus on social justice; share control of classroom with students
5. Handle discipline one on one.  Avoid public humiliations
6. Teach students self-management skills
7. Create a “caring” community or ‘family’ environment
8. Assess unique needs of all students
9. Be aware of potential cultural conflicts/misunderstandings
Culture in the Classroom:  Impact on Learning

VERBAL COMMUNICATION

· Grammar

· Semantics—meaning of words

· Phonology—sound, pitch, rhythm, and tempo of words

· Discussion modes—patterns of participating, listening, simultaneous speech

NON-VERBAL COMMUNICATION

· Kinesics—body language

· Proxemics—personal space

· Haptics—frequency, quality, and location of touch

· Signs and Symbols—meanings associated with artifacts, clothing, emblems, jewelry, etc.

ORIENTATION MODES

· Body position—unconscious movements and relaxation

· Spatial and architectural patterns

· Attention modes

· Time modes

INTELLECTUAL MODES

· Preferred ways of learning

· Knowledge most valued

· Skills emphasized or considered mandatory

SOCIAL VALUES

· Ideal behaviors (definitions of appropriate behavior, beauty, truth, sincerity, fairness, etc.)

· Ideal goals (beliefs about end-states of existence, such as security, happiness, freedom, power, fame, states of grace and salvation)

· Gender role expectations


source:  Based on Edward T. Hall from C. Bennett, Comprehensive Multicultural Education:  Theory and Practice, 1999

	
UNIT 9 
	
CULTURAL COMPETENCE SKILLS – CRITICAL SKILLS FOR THE FUTURE.


Seven Cultural Competence skills

“the ability to think, feel and act in ways that are 
respectful of cultural diversity “

	1. 
	Demonstrates real empathy for the feelings, values, needs, and  insights of other people


	2. 
	Demonstrates good will.  


In your interactions, be

  - flexible,  positive, pleasant and  sincere.



	3. 
	Seeks out and learns more about other people, 

- including their perceptions and expressions, including 
how you can learn from them. 



	4. 
	Able to deal with ambiguity. 

- Hold off making judgments until essential facts are determined and possible outcomes are assessed. 
Understanding of the societal context in which decisions are made.



	5. 
	Gives praise that is both acceptable and sincere.

Use caution if criticism is necessary.



	6. 
	Invites trust by keeping confidences. Try to avoid embarrassing yourself or others.


	7. 
	Uses creative feedback from others and gives it as well. 




7 Key Social Skills Influenced by Culture
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	1. Speaking Louder
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	2. Learning “small-talk”
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	3. Learn Being Assertive
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	4. Learning Self-Promotion
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	5. Firm, confident Hand-Shake
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	6. Great Smile

	[image: image19.wmf]
	7. Good Eye Contact
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JOURNALING _______________________
The #1 Responsibility of Schools�


Ensure that all students feel safe, both physically and emotionally, in order for learning to occur at its optimum.





�I Believe We Can Change the World if We Start Listening to One Another Again.





Simple, honest, human conversation. ��Not mediation, negotiation, problem solving, debate, or public meetings. ��Simple, truthful conversation where we each feel heard, and we each listen well. ��This is how great changes begin, when people begin talking to each other about their experiences, hopes, and fears. “��From Turning to One Another: Simple Conversations to Restore Hope to the Future, by Margaret Wheatley.
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“ We are training teachers for the classroom of the 80’s.”  …..  Tyrone Howard
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�   “When teachers are intimidated by their students, they’re unable to address behavior straightforwardly because their fear is paralyzing. In my experience in working with new teachers who are afraid of their students but unwilling to admit it, the strategy most adopted is to ignore the misconduct. 


    �Children know when teachers fear them and resent it because the fear is demeaning in its reversal of appropriate adult-child relations. The misbehaving child is not receiving suitable guidance from the adult in authority, and he or she realizes it perhaps more quickly than the adult.” (Weiner, 1999)
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