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PART I:

PURPOSE AND AUDIENCE
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HOW THE RESOURCE IS ORGANIZED
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DEFINING CULTURAL COMPETENCE
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cultural competence: the ability to
recognize differences based on culture,
language, race, ethnicity, and other 
aspects of individual identity and to
respond to those differences positively
and constructively

p 

p 

p 

p 

BACKGROUND ON TEACHER CULTURAL COMPETENCIES



Part I: Introduction 5

Regardless of assignment or approach, such teachers work 
toward the same goals for their students: to develop students’
profi ciency in English; to provide students with access to 
important subject matter and advance their understanding of
subject matter; and to assist students in becoming part of the
fabric of the school and responsible members of a democracy.
(NBPTS, 1998)

p 

p 
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THE INCLUSION OF CULTURAL COMPETENCIES IN TEACHER 
STANDARDS

State Standards

Note: See Resources at the
end of Part I for a listing of 
Web sites for all standards
referenced in this section.
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National Standards
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BACKGROUND CONTEXT FOR THIS RESOURCE

What is Diversity?

diversity: variety or heterogeneity; in
populations, variety based on cultural,
ethnic, racial, linguistic, and religious
differences (among others)
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Terminology
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Limitations of Categories

The Achievement Gap



Part I: Introduction 17



18 Leading With Diversity

The Research Base
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Guiding Assumptions 

Learning Builds on What Students Already Know

Diversity Should Be Addressed Up Front in School Improvement Efforts
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Context Matters

Multiple Perspectives

Learning to look through multiple perspectives, young
people may be helped to build bridges among them-
selves; attending to a range of human stories, they may
be provoked to heal and transform. (Greene, 1993, p. 17)
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Factors at All Levels Interact

Increasing Cultural Competence Through Professional Development
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Overcoming Interpersonal Barriers

When we teach across boundaries of race, class, or gender—indeed when
we teach at all—we must recognize and overcome the power differential, the
stereotypes, and the other barriers which prevent us from seeing each other.
Those efforts must drive our teacher education, our curriculum development,
our instructional strategies, and every aspect of the educational enterprise.
Until we see the world as others see it, all the educational reforms in the world
will come to naught. (Delpit, 1995, p. 134)

4
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CONCLUSION

See References for all material cited in Parts I – IV.



Part I: Introduction 27

PREVIEW OF COMPETENCIES ADDRESSED IN PART II

GENERAL COMPETENCY I:
Developing Cultural Awareness

1. The teacher develops awareness of his or her own cultural identity,
values, attitudes, and biases.

2. The teacher is knowledgeable about the culture of the school and
seeks ways to accommodate it to students’ needs.

GENERAL COMPETENCY II:
Providing High-Level, Challenging, Culturally Relevant 
Curriculum and Instruction

1. The teacher engages in culturally relevant instructional practices.

2. The teacher connects students’ interests and background knowl-
edge to content standards in instruction.

3. The teacher considers the appropriateness of instructional activities
for individual students based on their cultural histories.

4. The teacher uses a range of classroom organizational and partici-
pant structures and documents student participation.

5. The teacher provides opportunities for student choice.

6. The teacher implements cooperative learning and other interactive
strategies.

7.  The teacher provides opportunities for students to use nonlinguistic
forms of intelligence, such as artistic and musical.
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GENERAL COMPETENCY III:
Collaborating With Parents and Families

1. The teacher uses cultural knowledge to communicate well with
families.

2. The teacher promotes two-way learning: Families learn from the
school, and school staff learn from families and the community.

3. The teacher assumes that parents are interested in their children’s 
schooling and offers fl exibility in the ways that parents can partici-
pate.

4. The teacher uses cultural knowledge to mediate between home and
school and advocate for what students and families need.

5. The teacher supports family members in acquiring skills that families
deem important.

GENERAL COMPETENCY IV:
Making Classroom Assessment Equitable and Valid for All Students

1. The teacher ensures that students and their families understand the
purposes and consequences of assessments.

2. The teacher uses multiple methods of assessment and multiple
samples of performance to make decisions about students.

3. The teacher allows student choice about forms and times of assess-
ment and provides enough time for all students to complete an
assessment.

4. The teacher manages language demands in ways that maximize
each student’s performance on assessments and minimize diffi culties 
for English language learners.

5. The teacher ensures that students understand what they are being 
asked to do on a standardized assessment.

6. The teacher explores the reasons for students’ responses on assess-
ments.

7. The teacher exercises caution in interpreting and using standardized 
achievement test data
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PREVIEW OF COMPETENCIES ADDRESSED IN PART III

GENERAL COMPETENCY I:
Building on and Expanding Language Profi ciency and Literacy Skills 
of Native English Speakers

1. The teacher responds strategically to differences in students’ ways of
using language.

2. The teacher understands and addresses dialect as a legitimate 
language that can enhance the students’ potential for learning and
literacy.

3. The teacher expects high levels of literacy and supports students’
language and literacy development at all grade and age levels.

GENERAL COMPETENCY II:
Addressing Oral Language Needs of English Language Learners

1. The teacher values and fosters fi rst-language use and development.

2. The teacher supports ELL students’ ongoing English language acquisi-
tion.

3. The teacher mediates students’ development of academic
language.

GENERAL COMPETENCY III:
Building the Literacy Skills of English Language Learners

1. The teacher learns about families’ orientations to literacy and their 
literacy histories.

2. The teacher activates and builds on students’ background knowl-
edge and interests. 

3. The teacher supports transfer of skills from students’ home languages.

4. The teacher supports students’ vocabulary development.

5. The teacher explicitly teaches word analysis.

6. The teacher supports development of metacognitive skills.

7. The teacher scaffolds students’ understanding of text structure.

8. The teacher expects and teaches all learners to read and write at
high levels.
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PREVIEW OF COMPETENCIES ADDRESSED IN PART IV

GENERAL COMPETENCY I:
Maintaining High Expectations for All Students

1. The teacher distinguishes differences from defi cits or disabilities (e.g., 
in language, behavior, learning styles).  

2. The teacher seeks to become aware of any communication of low
expectations or other inequitable treatment of particular students
within the classroom.

3. The teacher demonstrates high expectations by engaging all
students in challenging curriculum.

GENERAL COMPETENCY II:
Supporting Students’ Identity Development

1. The teacher understands the importance of identity development in
students.

2. The teacher recognizes students’ internal strengths, respects their 
identities, and supports identity development through his or her 
attitudes and actions.

3. The teacher respects students’ home languages and dialects and 
understands their role in identity development

GENERAL COMPETENCY III:
Recognizing and Preventing Institutional Racism Within the School

1. The teacher works with others to establish a policy of zero tolerance
for institutional racism.

2. The teacher advocates a policy of disaggregating student data by
race and ethnicity.

3. The teacher challenges school and district policies that refl ect or 
perpetuate low expectations of particular students.

4. The teacher supports equitable policies for identifying, accepting,
and supporting students from nondominant cultural groups in 
advanced placement and gifted programs.
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5. The teacher supports student access to opportunities to advance to
college and other postsecondary schooling.

6. The teacher supports policies to adjust district allocation of resources 
based on equity, not equality.

7. The teacher ensures that families know students’ rights with regard
to student evaluation and special services and that services are
provided when needed.

GENERAL COMPETENCY IV:
Recognizing and Preventing Cultural Racism Within the School

1. The teacher works with families to design projects that engage all
students.

2. The teacher ensures that instructional and assessment practices are 
appropriate for all students and take into account students’ ways of
knowing and using language.

3. The teacher works with colleagues to take inventory of library and
other resources to ensure that these are unbiased, representative,
and relevant to students.

GENERAL COMPETENCY V:
Recognizing and Preventing Individual Racism

1 The teacher deals immediately and constructively with ethnic and
racial slurs or other acts of individual racism and prejudice.

2. The teacher works with educators, families, and community members
to identify and implement a confl ict-resolution approach that is
culturally appropriate.

3. The teacher collaborates with colleagues to determine how students
from different backgrounds experience the classroom, school, or 
district.

4. The teacher uses instructional strategies that support students’ getting
to know, understand, and appreciate each other.
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GENERAL COMPETENCY VI:
Recognizing and Addressing Unequal Power Relationships 
in the School Community

1. The teacher identifi es and supports the ways in which parents and 
families prefer to interact with schools.

2. The teacher learns directly about students’ communities, including
their cultural knowledge.

3. The teacher works closely with families to ensure that they understand
course options and how to support students’ best choices.

4. The teacher works with others to provide a safe environment for 
students to address unequal and destructive power relationships and 
confl icts within the school.
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RESOURCES

Web Sites
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Source Documents for State Teaching Standards

Alabama Chapter 290-3-3.04, Alabama Administrative 
Code: Teacher Education- Instructional Services:
Professional Studies, Basic Programs (http://www.
alabamaadministrativecode.state.al.us/) 

Alaska Standards for Alaska’s Teachers (http://www.
eed.state.ak.us/standards/pdf/teacher.pdf),
Chapter 04.04.200, Alaska Administrative Code: 
Education & Early Development, Statewide Goals:
Professional Content and Performance Standards
(http://www.eed.state.ak.us/TeacherCertifi cation/
4aac04-200.html) 

Arizona Arizona’s Professional Teacher Standards (http://
www.ade.state.az.us/sbtl/otherstandards.asp) 

Arkansas Licensure & Induction for Public School Teachers
(http://arkedu.state.ar.us/publications/pdf/ade_
handbook.pdf) 

California Standards of Quality and Effectiveness for Teacher 
Preparation Programs for Preliminary Multiple and 
Single Subject Teaching Credentials (http:www.
ctc.ca.gov/educator-prep/standards/Adopted
PreparationStandards.pdf)

Colorado Performance-Based Standards for Colorado
Teachers (http://www.cde.state.co.us/cdeprof/
li_perfbasedstandards.htm)

Connecticut Connecticut’s Common Core of Teaching (http://
www.state.ct.us/sde/dtl/curriculum/ccteach_all.
pdf) 

Delaware Delaware Professional Teaching Standards (http://
www.doe.state.de.us/DPIServices/teacher.htm) 

Florida Competencies and Skills Required for Teacher 
Certifi cation in Florida, Ninth Edition (http://www.
fi rn.edu/doe/sas/ftce/ftcecomp.htm) 

Georgia Policies and Procedures Manual for the
Professional Education Unit and Program
Approval System (http://www.gapsc.
com/TeacherEducation/Procedures/
ApprovalProcedures.asp) 
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Hawaii Performance Standards for Teachers (http://www.
htsb.org/standards/index.html) 

Idaho Rubrics for Teacher-Preparation Program Approval, 
Core Rubrics (http://www.sde.state.id.us/certifi ca-
tion/resourceed.asp) 

Illinois Illinois Professional Teaching Standards (http://
www.isbe.state.il.us/profprep/standards.htm)

Indiana Teacher Standards—Developmental (http://www.
doe.state.in.us/dps/standards/teacherindex.html) 

Iowa Iowa Teaching Standards and Model Criteria
(http://www.state.ia.us/educate/ecese/tqt/tc/
documents.html) 

Kansas Regulations and Standards for Kansas Educators 
(http://www.ksde.org/cert/cert.html) 

Kentucky New Teacher Standards for Preparation and 
Certifi cation (http://www.kyepsb.net/teacher-
prep/newteachstandards.asp) 

Louisiana Bulletin 996—LA Standards for Approval of Teacher 
Education Programs (http://www.doe.state.
la.us/lde/bese/1041.html)

Maine Maine’s Ten Initial Teacher Certifi cation Standards 
http://www.maine.gov/portal/education/
teachers.html

Maryland Maryland Essential Dimensions of Teaching
Standards (http://www.marylandpublicschools.
org/MSDE/divisions/certifi cation/progapproval/
Program_Approval_Section.htm) 

Massachusetts 603 CMR 7.08, Code of Massachusetts Regulations:
Professional Standards for Teachers (http://www.
doe.mass.edu/lawsregs/603cmr7.html?section=08) 

Michigan Entry-Level Standards for Michigan Teachers 
(http://www.michigan.gov/documents/ELSMT_&_
PED_as_SBE_approved_Oct__24_02_57198_7.pdf) 

Minnesota Chapter 8710.2000, Minnesota Board of Teaching 
Rules: Standards of Effective Practice for Teachers
(http://education.state.mn.us/html/intro_board_
teach_rules.htm) 
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NCATE/State Partnership Protocol (http://www.
mde.k12.ms.us/ed_licensure/teacher_education.
html)

Missouri Missouri Standards for Teacher Education Programs
(MoSTEP) (http://dese.mo.gov/divteachqual/
teached/standards.htm) 

Montana Title 10, Chapter 58, Administrative Rules of 
Montana: Standards for State Approval of Teacher 
Education Programs (http://www.opi.state.
mt.us/index.html) 

Nebraska Title 92, Chapters 20 & 21, Nebraska Administrative 
Code; Guidelines Recommended for Use With
Rule 20 (Approval of Teacher Education Programs)
(http://www.nde.state.ne.us/TCERT/)

Nevada Elementary, Middle, and Secondary License and
Endorsements (http://www.doe.nv.gov/licensing/
endorsements.html)

New Hampshire Chapter Ed 600, Administrative Rules: Approval of
Professional Preparation Programs (http://www.
gencourt.state.nh.us/rules/ed600.html) 

New Jersey Title 6A, Chapter 9.3, New Jersey Administrative
Code: Professional Standards for Teachers and 
School Leaders (http://www.state.nj.us/njded/
profdev/profstand/) 

New Mexico Title 6, Chapter 61.2-5, New Mexico Administrative
Code: Licensure in Elementary, Middle, Secondary, 
and K–12 Education (http://www.nmcpr.state.
nm.us/nmac/_title06/T06C061.htm)

New York Part 52.21, Regulations of the Commissioner of
Education: Registration of Curricula in Teacher 
Education (http://www.highered.nysed.gov/tcert/
part52.21.htm)

North Carolina Core Standards for Teachers (http://www.ncptsc.
org/EveryTeacher.htm)

North Dakota Multicultural Education and Native American
Studies Requirement (http://www.nd.gov/espb/
progapproval/general.html) 
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Ohio Teacher Education and Licensure Standards 
(http://www.ode.state.oh.us/Teaching-Profession/
Teacher/Certifi cation_Licensure/Standards/) 

Oklahoma Competencies for Licensure and Certifi cation;
Standards of Performance and Conduct for 
Teachers (http://www.sde.state.ok.us/home/
defaultns.html)

Oregon Oregon Administrative Rules 528-020 (Division 
20): Standards for Competent and Ethical
Performance of Oregon Educators (http://arcweb.
sos.state.or.us/rules/OARS_500/OAR_584/584_020.
html)

Pennsylvania Chapter 354, General Standards and Specifi c 
Program Guidelines for State Approval of
Professional Educator Programs: General
Provisions; Pennsylvania’s Code of Professional 
Practice and Conduct for Educators (http://www.
teaching.state.pa.us/teaching/cwp/view.
asp?a=135&Q=93761&PM=1) 

Rhode Island Beginning Teacher Standards (http://www.ridoe.
net/Certifi cation_PD/certifi cation/bts.htm)

South Carolina Policy Guidelines for South Carolina Teacher 
Education Units; NCATE Unit Standards, Elements,
and Rubrics (http://www.scteachers.org/educate/
rulesregs.cfm) 

South Dakota Teacher Preparation Program Approval 
Administrative Rules; Program Review Guidelines 
(http://doe.sd.gov/oatq/postscndry/teachered.
asp) 

Tennessee Tennessee Licensure Standards and Guidelines 
(http://www.state.tn.us/education/accttchredu-
cation.htm)

Texas Pedagogy and Professional Responsibilities 
Standards (EC-Grade 12) (http://www.sbec.state.
tx.us/SBECOnline/standtest/edstancertfi eldlevl.
asp) 

Utah Title 53A, Chapter 6, Rule R277-515, Utah Code:
Approval of Educator Preparation Program (http://
www.rules.utah.gov/publicat/code/r277/r277-515.
htm) 
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Vermont Five Standards for Vermont Educators (http://www.
state.vt.us/educ/new/pdfdoc/pgm_prostandards/
vsbpe/fi ve_standards_03.pdf)

Virginia Licensure Regulations for School Personnel (8 VAC
20-21-110); Regulations Governing Approved 
Programs for Virginia Institutions of Higher 
Education (8 VAC 20-541) (http://www.pen.k12.
va.us/VDOE/newvdoe/teached.html) 

Washington WAC 180-78A-270: Approval Standards for 
Performance-Based Preparation Program for 
Teachers, Administrators, and Educational Staff 
Associates (http://www.leg.wa.gov/wac/index.
cfm?fuseaction=chapterdigest&chapter=180-78A) 

West Virginia State Board Policy 5100: Approval Educational
Personnel Programs (http://wvde.state.wv.us/poli-
cies/)

Wisconsin Chapter PI 34 Rules: Teacher Education Program
Approval and Licenses (http://dpi.wi.gov/tepdl/
pi34.html)

Wyoming Chapter 3: Certifi cate Requirements (http://soswy.
state.wy.us/RULES/5615.pdf) 
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PREVIEW OF COMPETENCIES ADDRESSED IN PART II

GENERAL COMPETENCY I:
Developing Cultural Awareness

1. The teacher develops awareness of his or her own cultural identity,
values, attitudes, and biases.

2. The teacher is knowledgeable about the culture of the school and
seeks ways to accommodate it to students’ needs.

GENERAL COMPETENCY II:
Providing High-Level, Challenging, Culturally Relevant 
Curriculum and Instruction

1. The teacher engages in culturally relevant instructional practices.

2. The teacher connects students’ interests and background knowl-
edge to content standards in instruction.

3. The teacher considers the appropriateness of instructional activities
for individual students based on their cultural histories.

4. The teacher uses a range of classroom organizational and partici-
pant structures and documents student participation.

5. The teacher provides opportunities for student choice.

6. The teacher implements cooperative learning and other interactive
strategies.

7.  The teacher provides opportunities for students to use nonlinguistic
forms of intelligence, such as artistic and musical.
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GENERAL COMPETENCY III:
Collaborating With Parents and Families

1. The teacher uses cultural knowledge to communicate well with
families.

2. The teacher promotes two-way learning: Families learn from the
school, and school staff learn from families and the community.

3. The teacher assumes that parents are interested in their children’s 
schooling and offers fl exibility in the ways that parents can partici-
pate.

4. The teacher uses cultural knowledge to mediate between home and
school and advocate for what students and families need.

5. The teacher supports family members in acquiring skills that families
deem important.

GENERAL COMPETENCY IV:
Making Classroom Assessment Equitable and Valid for All Students

1. The teacher ensures that students and their families understand the
purposes and consequences of assessments.

2. The teacher uses multiple methods of assessment and multiple
samples of performance to make decisions about students.

3. The teacher allows student choice about forms and times of assess-
ment and provides enough time for all students to complete an
assessment.

4. The teacher manages language demands in ways that maximize
each student’s performance on assessments and minimize diffi culties 
for English language learners.

5. The teacher ensures that students understand what they are being 
asked to do on a standardized assessment.

6. The teacher explores the reasons for students’ responses on assess-
ments.

7. The teacher exercises caution in interpreting and using standardized 
achievement test data
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INTRODUCTION

culture: ways of living; shared behaviors, 
beliefs, customs, values, and ways of 
knowing that guide groups of people in
their daily life and are transmitted from
one generation to the next
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nondominant group: those who have
been defi ned as a minority group on
the basis of their race, ethnicity, gender,
sexual orientation, disability, or religion;
who historically have been underserved
by schools; and who face limitations
to access and power in society. For 
example, in U.S. schools the nondominant
group is often characterized as students
and teachers of color.

dominant group: those who have been
defi ned as a majority group on the basis
of their race, ethnicity, gender, sexual
orientation, disability, or religion and who
historically have had greater advantages,
access, and power in society. For 
example, in U.S. schools the dominant
group is often characterized as white,
middle-class students and teachers.
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Guiding Assumptions About Culture

The Concept of Culture Is Fraught With Controversy

All Cultures Have Strengths

funds of knowledge: historically 
accumulated and culturally developed 
bodies of knowledge and skills essential 
for household or individual functioning
and well-being (Moll et al., 1992)
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Human Development Intersects With Cultural Expectations and 
Experiences

Everyone Is Guided by Sociocultural Knowledge

By sociocultural knowledge we mean the knowledge participants (students,
teachers, principals, mothers, fathers, friends, etc.) use to guide their behavior 
in the various social settings they participate in. Such knowledge is complex 
and subtle; it includes specifi c knowledge of social roles and rules and general-
ized, usually only dimly conscious, knowledge of categories and management
skills that makes it possible, for instance, to detect shifts in conversational con-
texts. (Spindler, 1982, p. 5)
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Cultures Change

The Study of Culture Reveals Patterns and Variation

Patterns and Variation

…[W]hile culture can be broadly understood as the patterns of beliefs, values, 
and practices that we both inherit and transform over time, individuals never 
share all of the culture of the group to which they belong. At the same time,
cultural practices are open or responsive to their ever-changing environment.
From this view, culture is both patterned and dramatically varied. (Gutiérrez,
2002, p. 314)



10 Leading With Diversity



Part II: Culture 11

GENERAL COMPETENCY I:

DEVELOPING CULTURAL AWARENESS 
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Building a Hybrid Culture in the Classroom

Chamorro teacher Tita Hocog, who teaches sixth grade on the
island of Rota in the Commonwealth of the Northern Marianas, 
incorporates both “Western” schooling practices and those
familiar to her students. Not only does she use local knowledge
about fi shing, agriculture, and weaving as part of her curriculum,
but also she organizes instruction to include home ways of
interacting. For instance, in assessment, she allows students
choices about presenting in front of the class individually, or as a 
group. For those not comfortable with a presentation mode, she
offers the option of an individual conference with her, which she
may tape-record.

Whereas Ms. Hocog uses content standards comparable to 
those of the mainland United States, she nearly always has
students working in groups—something that is harmonious with
their naturally peer-oriented learning. Nor does she worry about
individual grades for every project. Because she observes
students very closely and assesses them through a wide range
of means, she believes she is well aware of their progress. She
reasons, moreover, that in judging the beauty and integrity of a
basket, one does not ask who wove each individual palm leaf.

(Based on fi eld notes of the Coconut Wireless Project [Nelson-
Barber, Trumbull, & Wenn, 2000])
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In Short…

The culturally competent teacher

p Recognizes that everyone has a cultural identity and learns
about his or her own culture and cultural values

p Understands the primary attributes of U.S. school culture and 
how they may differ from those of students’ cultures

p Addresses cultural differences that students may experience

p Recognizes how a “hidden curriculum” can exclude
students from nondominant cultures, lower expectations for 
them, and depress their academic performance
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GENERAL COMPETENCY II:

PROVIDING HIGH-LEVEL, CHALLENGING, CULTURALLY 
RELEVANT CURRICULUM AND INSTRUCTION 

Including Student Voice

[A] curriculum that presents students’ cultures in a positive light invites students’ 
participation (Sheets, 1995; Ladson-Billings, 1994). Similarly, lessons in which 
students’ everyday experiences are recognized as sources of knowledge pro-
mote the exercise of student voices—and the academic learning that can
result from active engagement. (Kordalewski, 1999, p. 3)
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CREDE’s Five Standards for Effective Pedagogy

1 Teachers and Students Working Together

 Use instructional group activities in which students and 
teacher work together to create a product or idea.

2 Developing Language and Literacy Skills Across All 
Curriculum

 Apply literacy strategies and develop language
competence in all subject areas.

3 Connecting Lessons to Students’ Lives

 Contextualize teaching and curriculum in students’ existing
experiences in home, community, and school.

4 Engaging Students With Challenging Lessons

 Maintain challenging standards for student performance;
design activities to advance understanding to more 
complex levels.

5 Emphasizing Dialogue Over Lectures

 Instruct through teacher-student dialogue, especially
academic, goal-directed, small-group conversations
(known as instructional conversations), rather than lecture.

(Available: http://www.crede.org/standards/standards.html)
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Maintaining Standards and Understanding ELL Development

It is unreasonable to expect ELLs to perform comparably to their native-English-
speaking peers in their initial years of schooling (hence, the need for standards 
specifi c to ELLs), and holding them to this expectation too early in their educa-
tional careers can be detrimental to their academic progress, not to mention
their self-esteem. The problem enters when students are not pushed to go be-
yond this stage over time, are presumed to be at an elementary level, or are
misdiagnosed as having educational disabilities by teachers unfamiliar with the 
needs of ELLs. (Hakuta, 2001, p. 3)
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Shapes and Patterns

Portions of the National Council of Teachers of Mathematics
(NCTM) Algebra and Geometry Standards read as follows:

p Recognize, name, build, draw, compare, and sort two- and
three-dimensional shapes.

p Recognize, describe, and extend patterns such as
sequences of sounds and shapes or simple numeric patterns
and translate from one representation to another.

In Dillingham, Alaska, Yup’ik Eskimo kindergarten and fi rst graders 
are learning about geometric shapes and patterns. A poster 
in the classroom displays traditional Yup’ik border patterns that 
are traditionally used on fancy fur parkas. The seven patterns
displayed are composed of triangles, squares, and non-square 
rectangles. Another poster shows children and adults wearing
parkas with these patterns. As children notice the posters and
comment on them, the teacher responds and mentions the
name of a pattern. Later, she asks who remembers the pattern’s 
name.

The following week, the teacher introduces the children to a
new learning center that will remain in the classroom for up to a
month. Here they will explore shapes and patterns themselves,
using shape cards, a small poster with the patterns and pattern 
names on it, and a paper doll for whom paper parkas can be
made. The whole process is harmonious with Yup’ik ways of 
learning: Observation comes fi rst (the posters), then hands-on
learning with meaningful materials takes place with each child
learning at his or her own pace. The teacher assesses children 
by observing their profi ciency with reproducing and naming the
patterns and shapes.

(Based on Ilutsik & Zaslavski, 2002 and NCTM, 2003)
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A White Teacher Gets to Know Her African American Students

Every fall, Teacher Margaret Rossi gives each student an “entry
questionnaire.” She asks them to write not only their name,
address, phone number, and birth date, but also what they do
outside of school and which subjects they like. As Rossi says,

“I try to fi nd out as much as I can about the students early in the
school year so I can plan an instructional program that motivates
them and meets their needs. You’d be surprised how many kids
tell me that nobody has ever bothered to even ask them what
they like. The entry questionnaire is also a great way to learn a 
little about their reading and writing levels. I think that it’s hard for 
sixth graders in a community like this one to trust, white people
especially. They’ve been lied to too many times. I don’t blame
them for not wanting to open up with me right away. But soon
enough they begin to see that I take the information they give
me to heart.”

(Ladson-Billings, 1994, p. 67)

Failing to Consider the Impact of an Assignment

A middle school teacher gave what appeared to be an
assignment that would personally involve students in thinking
about history. She asked each of them to pretend he or she was
alive during the U.S. Civil War and write a letter to someone who
was alive at that time. Researcher Dr. Arlette Willis’s own son was 
a member of this class. He came to his mother distressed: How
was he to go about completing this assignment, which made
him uncomfortable and presented some diffi culties with fi guring 
out what to write. If he were a slave, would he be able to read 
and write? Was he supposed to pretend he was White? “Clearly,
the teacher was not taking into account the message… sent in
terms of whose participation and identity were important in the
classroom.”

(García & Willis, 2001, p. 14)
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Collectivist Cultures

The continuum of individualism-collectivism represents the
degree to which a culture emphasizes individual fulfi llment 
and choice versus interdependent relationships, social 
responsibility, and the well-being of the group. Individualism 
makes the former the priority, collectivism the latter.
(Trumbull et al., 2001, p. 19)
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cultural capital: knowledge associated
with those in power. According to Bourdieu
(1986), it can exist in three forms: disposition
of the mind and body; cultural goods such
as pictures, books, and other material
objects; and educational qualifi cations. 

Cooperative Learning and Intergroup Relations

[S]tudies show that when students work in ethnically mixed, cooperative
learning groups, they gain in cross-ethnic friendships. In addition, the
evidence indicates that the friendships are long lasting and tend to be
close, reciprocated friendship choices…. Moreover, [one study showed that]
many of the cross-racial friendships made during [a] cooperative learning
intervention were formed between students who had never been in the
same cooperative group. (Tharp et al., 2000, p. 81)
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“provides the cognitive and experiential basis for relating school
learning to the individual, community, and family knowledge
of the student. It provides the critical form of assistance—
dialogue—for the development of thinking and problem solving, 
as well as for forming, expressing, and exchanging ideas in 
speech and writing.” (Tharp et al., 2000, p. 32)
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Description of an Instructional Conversation

Mrs. Ortiz, a third-grade teacher in Puerto Rico, began an
instructional conversation by opening the fl oor to all of her 
students through the use of wh- questions, chorus elicitations*,
or sentence completion activities. In this way, she did not
specifi cally call on certain students, as teachers commonly do.
In addition, Mrs. Ortiz allowed her students to have considerable
control over the conversation. In her classroom, students
themselves initiated 38% of the conversational interactions, while
students in a comparison classroom in Chicago initiated only
9%. Mrs. Ortiz was also more accepting of students’ initiations,
either commenting on them or incorporating them into the
conversation (77% of the time), as opposed to 46% in the
comparison classroom.

Another feature of Mrs. Ortiz’s instructional conversation was its
personal nature. Students would “often introduce a personal 
topic into the lesson and be allowed to expound upon it at great 
length. Many times, Mrs. Ortiz would introduce information from 
her personal life or childhood into the lessons as well” (McCollum, 
1991, p. 115). In the case of Mrs. Ortiz’s lesson on a story the
students had read, El Cangrejito de Oro (The Golden Crab),
about a boy who was learning how to fi sh, the teacher and
students spent a full nine minutes sharing their experiences about
fi shing for crabs.

Mrs. Ortiz’s instructional approach, which elevates the role
of peers in each other’s learning, could be characterized as
constructivist. It explicitly engages students in active learning,
supports students to connect their prior knowledge and
experience to the topics of the classroom, and places the
teacher in the role of a facilitator who guides the lesson expertly
but does not completely dominate the talking. It is an approach 
that has been shown effective with immigrant students from
group-oriented cultures, such as those in Mexico and Central
America (Trumbull, Diaz-Meza, & Hasan, in press); yet it also has 
all the hallmarks of the kind of instruction identifi ed as exemplary 
for all students by recent reform agendas.

*allowing students to answer in unison rather than one-by-one 

(Adapted from Trumbull & Farr, 2005. Based on McCollum, 1991)
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Using a Visual Representation Instead of Language

A fourth-grade class of NELB [non-English language background]
students conducted an activity demonstrating the concept that
when water freezes, its weight remains the same, although its
volume increases. A student who had diffi culty writing expressed 
the concept by drawing two scales, one with a container of
water and the other with a similar container of ice. He marked
both scales with arrows showing that the weight stayed the
same and made lines on the two containers showing the volume
increased when the water turned to ice.

(Lee & Fradd, 1998, p. 17)
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In Short…

The culturally competent teacher

p Holds high expectations for students’ learning and
performance

p Recognizes that ELLs’ performance patterns will differ from 
those of NESs

p Links students’ interests and knowledge with standards 

p Considers how assignments might affect individual students

p Uses a variety of classroom organizational and participant 
structures

p Uses instructional approaches that allow for student choice

p Promotes interaction in the classroom through cooperative
learning and other tested methods

p Provides opportunities for students to use non-verbal
intelligences
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GENERAL COMPETENCY III: 

COLLABORATING WITH PARENTS AND FAMILIES
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Across All Groups, Parents Do Care

Recognize that all parents, regardless of income, education level, or cultural
background, are involved in their children’s learning and want their children
to do well in school. Every study in this review that compared levels of parent
involvement found that families of all backgrounds are equally involved at 
home, although the forms of involvement varied somewhat by culture and 
ethnicity…[A]lmost all were willing and able, with training, to implement
practices linked to improved achievement. And every study that looked
at high-performing schools in low-income areas found that parents were 
highly engaged. Furthermore, most studies showed that children’s gains 
were directly related to how much their families were involved. (Henderson &
Mapp, 2002, p. 61)
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Confl icting Values

A Mexican American immigrant father is having a parent
conference with his fourth-grade daughter’s teacher. “She’s 
outstanding,” says the teacher. “She speaks up in class and 
expresses her opinions so well.”

The father looks down at his lap. There is a moment of silence.
Then he looks up at the teacher somewhat tentatively. “She’s
doesn’t talk too much, does she?” he asks with a look of
concern.

At home he and his wife have taught their daughter to listen
respectfully to adults. They believe this is especially important in 
the classroom so that their daughter will learn what the teacher, 
the expert, has to impart. The teacher believes that active
learning is important and involves students by encouraging
them to interact verbally, posing questions and stating opinions
supported by evidence.

(Based on Greenfi eld, Quiroz, & Raeff, 2000)
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Explaining and Modifying a School Practice

Many schools in urban areas have resorted to locking their 
buildings around the clock and permitting entry only via a 
guard, who checks whether visitors have an appointment and
proper identifi cation. Even parents who have arranged a visit 
have to leave any infant equipment (such as strollers and baby 
carriers) outside in the bicycle area. This means problems getting 
around from one place to another in the large schools that tend
to populate large cities, particularly if the parent has more than 
one preschool-age child.

These practices can be especially alienating and mystifying 
to families who have come to the city from rural areas, where
safety was not a problem. They may not automatically interpret
the practice as a safety measure but sense that the school is
for some reason intentionally preventing parents from having
contact with their children and children’s teachers during the
school day. A formal letter may not be nearly as effective in
fostering understanding and trust as a conversation with a
trusted teacher who understands something about the family
background.

Faced with this situation, teachers in Los Angeles explained
the safety issues to parents and then worked with school
administration to revise the policy so that strollers, carriages, and
baby carriers could be brought into the school—once inspected. 
School personnel had not realized that their policy was going to
shut parents out and alienate them in the ways it did.

(Based on teacher reports in the Bridging Cultures Project,
Trumbull et al., 2001)
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Parents Learn Along With Their Children

Mrs. Hernandez, a Mexican American kindergarten teacher in
the Los Angeles area, was highly successful in getting the parents
of her immigrant Latino students (mostly mothers) to participate
in their children’s schooling. Many parents volunteered in the 
classroom, but with the advent of a highly prescriptive reading 
program, she found that there were fewer ways for parents to 
participate. 

Mrs. Hernandez began to organize some small groups to train
parents in how to help with particular skills. Five mothers, all of
whom were concerned about their children’s slow progress 
in reading, agreed to come together after school on several
occasions. As it turned out, these mothers were all nonliterate,
not having had the opportunity to go to school in Mexico
and Central America, where they lived before immigrating to 
California.

Mrs. Hernandez had the mothers make alphabet fl ashcards. They 
had to trace the letters and cut out the cards. In the process, 
they learned the English alphabet themselves. They then helped
their children practice to the point of fl uency in identifying the
letters, and all of the children improved in reading skills by the 
end of the year.

(Based on Trumbull et al., 2003)
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In Short…

The culturally competent teacher

p Uses cultural knowledge to promote successful cross-cultural 
communication

p Promotes two-way learning between parents and school, 
explaining the school culture and learning about parents’ 
experiences, hopes, and goals for their children

p Learns about parents’ and students’ educational histories

p Assumes parents are interested in their children’s schooling

p Creates fl exible parent involvement opportunities 

p Learns from families how they want to be involved in their 
children’s schooling

p Advocates for families’ needs through the school

p Finds out what skills families want to learn and supports them
in whatever ways possible
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GENERAL COMPETENCY IV: 

MAKING CLASSROOM ASSESSMENT EQUITABLE AND 
VALID FOR ALL STUDENTS
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Simplifying the Language of a Math Task

A multiday performance task on volume requires middle school 
students to solve a company’s problem in packaging candies. 
One sentence reads:

 “Prove, in a convincing written report to company
executives, that both the shape and the dimensions of your 
group’s container maximize the volume” (Wiggins, 1993, 
p. 114). 

This sentence is unnecessarily complex. One can imagine
how diffi cult it might be for an English language learner or for 
a student with low reading skills to understand it. The student
might have the mathematical skills and knowledge to solve the
problem but stumble over the complex language. The sentence
could be simplifi ed as follows:

 Explain how both the shape and dimensions of your group’s 
container provide the maximum volume for the candies.

This sentence is simpler in terms of both vocabulary and syntax.
It is also shorter. The original prompt seems to emphasize
writing skills as well (“...in a convincing report”) rather than only
mathematics. Although one of the standards proposed by the 
National Council of Teachers of Mathematics (NCTM) does refer 
to “communication,” that communication should be evidence
of a student’s ability to explain his or her mathematical thinking,
not to write a persuasive essay.

(Wiggins, 1993)
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The Lunch Money Problem

A standardized fourth-grade test item reads:

 Sam can purchase his lunch at school. Each day he wants
to have juice that costs 50¢, a sandwich that costs 90¢, and
fruit that costs 35¢. His mother has only $1.00 bills. What is the
least number of $1.00 bills that his mother should give him so
he will have enough money to buy lunch for 5 days?

In a research project, the third sentence in this item caused
some problems for certain students, apparently on the basis of
their personal experience (related to socioeconomic class). Most
(84%) White, high-income students read the sentence correctly.
However, only 56% of low-income American Indian and 52% of
low-income African American students read it correctly. Some in
these latter groups interpreted the sentence to mean that Sam’s
mother had only one dollar altogether. They tried to solve the
problem by having Sam select items that would cost less than a
dollar and missed the point of the problem.

Teachers observed that since most of the low-income students
were on free-lunch programs, the context of the problem was 
not relevant to them. But the complexity of the sentences and
the choice to use “$1.00 bills” instead of “one-dollar bills” quite
likely affected students’ interpretations as well.

(From Solano-Flores & Trumbull, 2003)



Part II: Culture 47

Deciphering English Language Learners’ Writing

In a northern California district, Spanish-English bilingual fi fth
graders who were completing their fi rst year in English-only 
instruction had to take the same reading test as native English 
speakers. Teachers scoring their tests were not surprised that
these students were still struggling to master the English spelling
system, but those who didn’t speak Spanish themselves found
they needed the support of Spanish-speaking teachers to
decipher many words and phrases. Here are some examples 
from students’ answers to open-ended questions about two
different stories the students read.

He geib ibriting hi had hi dident kip nating…(He gave everything
he had he didn’t keep nothing).

…the was slipping in the estrits (they was sleeping in the streets)

Yo yahto knoe way I don’t gib many bicas wen I diden hab
many they ! deden Helpmy! (You ought to know why I don’t give
money because when I didn’t have money they didn’t help
me!)

(From Beaumont et al., 2002, pp. 250–251)
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In Short…

The culturally competent teacher

p Ensures that students and their families understand the
purposes and consequences of assessments

p Uses multiple methods to assess students and elicits many
samples of performance over time

p Allows students latitude about how and when they will be
assessed

p Minimizes the language demands of assessments that are 
not intended to assess language

p Ascertains whether students understand what they are 
expected to do on a given assessment and later listens to
the reasons for their responses

p Explains and gives practice with different assessment 
formats 

p Collaborates with native speakers of students’ languages to
gain better understanding of students’ written responses

p Is cautious in the interpretation and use of scores on
standardized tests

See References for all material cited in Parts I – IV.



Part II: Culture 49

RESOURCES 

Publications
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Web Sites
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PREVIEW OF COMPETENCIES ADDRESSED IN PART III

GENERAL COMPETENCY I:
Building on and Expanding Language Profi ciency and Literacy Skills 
of Native English Speakers

1. The teacher responds strategically to differences in students’ ways of
using language.

2. The teacher understands and addresses dialect as a legitimate 
language that can enhance the students’ potential for learning and
literacy.

3. The teacher expects high levels of literacy and supports students’
language and literacy development at all grade and age levels.

GENERAL COMPETENCY II:
Addressing Oral Language Needs of English Language Learners

1. The teacher values and fosters fi rst-language use and development.

2. The teacher supports ELL students’ ongoing English language acquisi-
tion.

3. The teacher mediates students’ development of academic
language.

GENERAL COMPETENCY III:
Building the Literacy Skills of English Language Learners

1. The teacher learns about families’ orientations to literacy and their 
literacy histories.

2. The teacher activates and builds on students’ background knowl-
edge and interests.

3. The teacher supports transfer of skills from students’ home languages.

4. The teacher supports students’ vocabulary development.

5. The teacher explicitly teaches word analysis.

6. The teacher supports development of metacognitive skills.

7. The teacher scaffolds students’ understanding of text structure.

8. The teacher expects and teaches all learners to read and write at 
high levels.
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INTRODUCTION

language: the primary system of human
communication; a symbol system that
can represent thoughts; the principal
means of transmitting culture cross-
generationally; the most important symbol
system used in teaching and learning

academic language profi ciency: the 
ability to comprehend and use the
language of school and texts, e.g.,
to obtain and communicate new
information, grasp and offer explanations,
interpret oral and written discourse, and
use evidence to support one’s point of 
view (contrasted with interpersonal or 
conversational language profi ciency)
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dialect: a regional or social variety of a
language that differs from other varieties
in its vocabulary, pronunciation, grammar,
and discourse style

p 

p 

p 

p 
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Guiding Assumptions About Language

Language Differences and Cultural Differences Go Together

All Dialects Are of Equal Linguistic Value
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People Are Capable of Mastering Multiple Languages and Dialects

All Students Need to Learn Standard English

Students’ Home Languages and Dialects Should Be Respected
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Celebrating the Wonders of Language

Ironically, the more determined we are to rid the school of children’s 
home languages, the more determined they must become to pre-
serve it. Since language is one of the most intimate expressions of 
identity, indeed “the skin that we speak,” then to reject a person’s 
language can only feel as if we are rejecting him....Despite any good
intentions, if we cannot understand and even celebrate the wonders
of the language these children bring with them to the school—the
language forged on African soil, tempered by two hundred years 
of love, laughter, and survival in the harshest of conditions—then we
have little hope of convincing them that we hold their best interests
at heart. (Delpit, 2002, pp. 47–48)

All Teachers Need to Support Students’ Language Development 

nondominant group: those who have
been defi ned as a minority group
on the basis of their race, ethnicity,
gender, sexual orientation, disability,
or religion; who historically have
been underserved by schools; and
who face limitations to access and
power in society. For example, in U.S.
schools the nondominant group is
often characterized as students and
teachers of color.
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dominant group: those who have been
defi ned as a majority group on the basis
of their race, ethnicity, gender, sexual
orientation, disability, or religion and who
historically have had greater advantages,
access, and power in society. For 
example, in U.S. schools the dominant
group is often characterized as white,
middle-class students and teachers.
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GENERAL COMPETENCY I: 

BUILDING ON AND EXPANDING LANGUAGE PROFICIENCY 
AND LITERACY SKILLS OF NATIVE ENGLISH SPEAKERS
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participant structure: the organizational
format for interaction in the classroom,
including expectations for who may
speak at which points in an interaction
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Cultural Variation in Dispensing Praise

Verbal praising of students is widely variable cross-culturally. 
Yup’ik Eskimo teacher, Mrs. Nancy Sharp, has reported some of
the differences between her approach to praise and that of her 
kass’aq (White) colleagues to her co-researchers in the Ciulistet
project (Lipka et al., 1998).

“Sharp described her reward structures as less verbally effusive 
than those of her kass’aq colleagues. She did not say she refuses
to praise, but she rejected the ‘bubbly’ praise she heard used 
by outside teachers. She preferred to praise privately and only
once, rather than in multiple verbal iterations. In our analysis of
tape contrasting Native and nonNative teachers, we have seen
repeated examples of this. One will fi nd a Western teacher using
evaluative praising (e.g., good, great, etc.) more frequently
in a 10-minute period than a Yup’ik teacher in an entire class 
period.... Sharp believed that the student should receive rewards 
such as free time at the beginning of the class, opportunities
to work alone on projects if one gets one’s work done, and
encouragement through subtle nonverbal responses, such as 
raising of the eyebrows (meaning yes in Yup’ik), a single verbal
praise, or repeating the correct answer.”

(Lipka et al., 1998, p. 64)

Known-Answer Questions

Some students are not used to being asked known-answer questions. A
known-answer question is one to which the teacher knows the answer, and it 
is a strategy that teachers use to test student comprehension. Some children
have not had experience with such questions in their home communities.
They may reason that if the answer were known to the teacher—or obvious—
she would not be asking the question. For this reason, they may not respond 
when they actually know the answer. (Heath, 1983)
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Guidelines for Teaching Standard English

Instruction in standard English should be coupled with 
information about the nature of dialect diversity. By giving 
students information about various dialects, including their 
own, teachers can demonstrate the integrity of all dialects.
This approach clarifi es the relationship between standard and 
vernacular dialects, underscoring the social values associated
with each and the practical reasons for learning the standard 
dialect.

Teachers and materials developers need a clear understanding
of the systematic differences between standard and vernacular 
dialects in order to help students learn standard English.

The dialect of spoken standard English that is taught should
refl ect the language norms of the community. The goal of
instruction should be to learn the standard variety of the local
community, not some formal dialect of English that is not actually 
used in the area. Regional standards are particularly relevant in 
the case of pronunciation features.

Language instruction should include norms of language use
along with standard English structures. Speaking a standard
dialect includes the use of particular conversational styles as
well as particular language forms. For example, using standard 
English in a business telephone conversation does not involve
simply using standard grammar and pronunciation. It also
involves other conventions, such as asking the caller to “hold” if
an interruption is called for, or performing certain closing routines 
before hanging up.

(Christian, 1997, p. 3)
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Valuing Students’ Home Dialect

Giving validity and equal status to students’ home dialect makes it easier for 
them to acquire the school dialect in addition to the home dialect. Teachers 
can help students in this process by creating opportunities that allow students
to use both. (Adger, 1997)
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In Short…

The culturally competent teacher

p Learns about the patterns of language use in students’
communities

p Uses a variety of structures for students to participate in
classroom interactions

p Observes students’ responses and performance and alters 
the pace of instruction and communication as needed

p Makes language expectations of the classroom clear

p Models new ways to use language

p Respects students’ home dialects and does not equate
difference to defi cit

p Recognizes that mastering a new dialect does not mean
giving up the old one

p Learns about key features of students’ dialects

p Engages in activities that highlight differences between the
dialect of school and that of home

p Supports students’ conscious choices about when to use
which dialect

p Makes curricular and instructional connections to students’
dialects
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GENERAL COMPETENCY II: 

ADDRESSING ORAL LANGUAGE NEEDS OF ENGLISH 
LANGUAGE LEARNERS
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Not Bilingual, but Multilingual

Many students are actually multilingual rather than bilingual. For example,
numerous Mexican immigrant students come from indigenous cultures that 
have a home language other than Spanish, such as Tzotzil or Zapotecan.
Spanish is their second language, and English their third. (Fox, 2004)

Until recently, in Haiti French was the language spoken in school, and Haitian
Creole (Kreyòl) the language of home and community. Haitian immigrant
children who have begun their education in Haiti may thus be learning a third 
language when they enter U.S. schools. (Lefebre, 1998)
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In Short…

The culturally competent teacher

p Understands the cognitive and social value of continued
fi rst-language development and communicates that value
to students and parents

p Encourages development of both languages and use of the
fi rst language in the home

p Uses school records, family interviews, and consultation with
professionals to determine a student’s needs and review 
progress

p Uses tested techniques such as sheltered English and 
content-area instruction to build language profi ciency

p Engages in intensive vocabulary development and other 
explicit language instruction

p Maximizes time for student talk and opportunities for 
interactions with native English speakers

p Understands the difference between conversational and
academic profi ciency with language

p Models and scaffolds language forms and uses associated 
with different subject areas and genres 
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GENERAL COMPETENCY III:

BUILDING THE LITERACY SKILLS OF ENGLISH LANGUAGE 
LEARNERS



28 Leading With Diversity

Choosing a Story

Mr. Giancarlo Mercado teaches fourth grade in Venice, 
California. Most of his students are Latino immigrants, and one
of their favorite stories is “Las Mañanitas,” the tale of a small boy
whose family members are migrant workers. The boy always
knows when they are about to move because the cardboard 
boxes show up at their house.

Mr. Mercado says that his students—many of whom have had 
to move multiple times because of economic pressures—were 
riveted by this story. They were eager to read it and were
passionately engaged afterward in discussing the young boy’s
dilemma over whether to stay with friends in order to fi nish the 
school year in the same school or travel with his family. (All 28
students thought he should go with his family.) Mr. Mercado’s 
experience shows how engaged students can be when
literature topics coincide with their interests, values, and prior 
experience.

(Based on an account in Trumbull, Diaz-Meza, & Hasan, in press.)



Part III: Language 29

Common Underlying Profi ciency

[A]lthough the surface aspects (e.g., pronunciation, fl uency) of different 
languages are clearly separate, there is an underlying cognitive/academic
profi ciency which is common across languages. This common underlying pro-
fi ciency makes possible the transfer of cognitive/academic or literacy-related 
skills across languages. (Cummins, 1981, p. 19)
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In Short…

The culturally competent teacher

p Learns about families’ approaches to literacy in the home
and their literacy histories

p Activates and develops background knowledge through 
preteaching activities

p Supports transfer of skills from the fi rst language to English

p Promotes vocabulary development through a variety of
approaches, including using words in context, preteaching
key words, constructing semantic maps, and comparing
new words to known words in the fi rst language

p Teaches students about how English words are constructed
(morphology and orthography)

p Supports development of metacognitive skills that students
can use before they read, while they read, and after they 
read to enhance their comprehension

p Scaffolds students’ understanding of text structures

p Promotes development of fl uency through guided and
repeated reading

See References for all material cited in Parts I – IV.
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RESOURCES

Publications
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Web Sites
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PREVIEW OF COMPETENCIES ADDRESSED IN PART IV

GENERAL COMPETENCY I:
Maintaining High Expectations for All Students

1. The teacher distinguishes differences from defi cits or disabilities (e.g., 
in language, behavior, learning styles). 

2. The teacher seeks to become aware of any communication of low
expectations or other inequitable treatment of particular students
within the classroom.

3. The teacher demonstrates high expectations by engaging all
students in challenging curriculum.

GENERAL COMPETENCY II:
Supporting Students’ Identity Development

1. The teacher understands the importance of identity development in
students.

2. The teacher recognizes students’ internal strengths, respects their 
identities, and supports identity development through his or her 
attitudes and actions.

3. The teacher respects students’ home languages and dialects and
understands their role in identity development.

GENERAL COMPETENCY III:
Recognizing and Preventing Institutional Racism Within the School

1. The teacher works with others to establish a policy of zero tolerance
for institutional racism.

2. The teacher advocates a policy of disaggregating student data by
race and ethnicity.

3. The teacher challenges school and district policies that refl ect or 
perpetuate low expectations of particular students.

4. The teacher supports equitable policies for identifying, accepting,
and supporting students from nondominant cultural groups in 
advanced placement and gifted programs.
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5. The teacher supports student access to opportunities to advance to
college and other postsecondary schooling.

6. The teacher supports policies to adjust district allocation of resources
based on equity, not equality.

7. The teacher ensures that families know students’ rights with regard 
to student evaluation and special services and that services are 
provided when needed.

GENERAL COMPETENCY IV:
Recognizing and Preventing Cultural Racism Within the School

1. The teacher works with families to design projects that engage all
students.

2. The teacher ensures that instructional and assessment practices are 
appropriate for all students and take into account students’ ways of
knowing and using language.

3. The teacher works with colleagues to take inventory of library and
other resources to ensure that these are unbiased, representative,
and relevant to students.

GENERAL COMPETENCY V:
Recognizing and Preventing Individual Racism

1 The teacher deals immediately and constructively with ethnic and
racial slurs or other acts of individual racism and prejudice.

2. The teacher works with educators, families, and community members
to identify and implement a confl ict-resolution approach that is 
culturally appropriate.

3. The teacher collaborates with colleagues to determine how students
from different backgrounds experience the classroom, school, or 
district.

4. The teacher uses instructional strategies that support students’ getting
to know, understand, and appreciate each other.
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GENERAL COMPETENCY VI:
Recognizing and Addressing Unequal Power Relationships 
in the School Community

1. The teacher identifi es and supports the ways in which parents and 
families prefer to interact with schools.

2. The teacher learns directly about students’ communities, including
their cultural knowledge.

3. The teacher works closely with families to ensure that they understand
course options and how to support students’ best choices.

4. The teacher works with others to provide a safe environment for 
students to address unequal and destructive power relationships and 
confl icts within the school.
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race: a socially constructed category of 
people, grouped on the basis of physical
characteristics, including skin color, hair,
and facial features. Color terms, such as
Red, Yellow, White, and Black have often
been used to denote racial groups. For 
the purposes of this publication, we use
only white and black, unless quoting from
research literature.

INTRODUCTION

ethnicity: membership in or 
identifi cation with a group that has
common geographic origins, history,
culture, language, and often religion.
Examples of ethnic groups are “Yup’ik
Eskimos, Swedes, Haitians, Nubians, 
Basque, and Irish” (Henze, Katz, Norte,
& Sather, 2001, p. 2).
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nondominant group: those who have
been defi ned as a minority group
on the basis of their race, ethnicity,
gender, sexual orientation, disability,
or religion; who historically have
been underserved by schools; and
who face limitations to access and
power in society. For example, in U.S.
schools the nondominant group is
often characterized as students and
teachers of color.

dominant group: those who have
been defi ned as a majority group
on the basis of their race, ethnicity,
gender, sexual orientation, disability,
or religion and who historically have
had greater advantages, access,
and power in society. For example,
in U.S. schools the dominant group is
often characterized as white, middle-
class students and teachers.
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Guiding Assumptions About Race and Ethnicity

Expectations for Differential Achievement Based on Race/Ethnicity 
Must Be Challenged

Racial and Ethnic Identities Are Internally and Externally Defi ned
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A Sense of Acceptance and Belonging Supports Identity and 
Academic Engagement
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Everyone Has a Racial and Ethnic Identity

Observations From a Study at “Capital High”

[Black high achievers]…do not appear to believe—nor does their experi-
ence support—the idea that they can truly be bicultural and actualize…their 
“crossover dreams”….Instead their experiences, both in and out of school,
support the value of appearing raceless to their teachers and other adults in
the school context….The organizational structure of the school rewards race-
lessness in students and thus reinforces the notion that it is a quality necessary
for success in the larger society. (Fordham, 1988, pp. 79–80)
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The Complexity of Racial and Ethnic Identity Must Be Understood

Characterization of a Group’s History Should Not Usurp an Individual’s
Personal Experience

Social and personal viewpoints should complement each other. In studies of 
identity, the need for a double perspective is compelling. Seen as collective
phenomena, identities are categories ground out through sociohistorical pro-
cesses. But it is wrong to imagine that society fi lls those categories with indi-
viduals who adopt them as personal identities. (Linger, p. 218)
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Racism Persists in U.S. Society 

racism: the belief that one racial or 
ethnic group is superior to another; when
a dominant group asserts its power and
acts on this belief, it results in a “system of 
advantage based on race” (Tatum, 1992).



Part IV: Race & Ethnicity 13

Power Differences Underlie Racism

Racism Takes Different Forms

Taking a Stand

Standing against racism and for justice requires 
aggressive action to redistribute power, create 
open resources and institutions, and affi rm cultural
pluralism. (Derman-Sparks and Phillips, 1997, p. 25)
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To Advance Equity, Racism Must Be Addressed 
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Individuals Seek Positive Identity

Just as the Black student seems to redefi ne positively what it means to be of
African ancestry in the United States through immersion in accurate informa-
tion about one’s culture and history, the White individual seeks to replace 
racially related myths and stereotypes about what it means and has meant to
be White in U.S. society. (Helms, 1990)

Learning about Whites who have been antiracist allies to people of color is a
very important part of this process. (Tatum, 1992, p. 16)
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The Need for a Healing Community

[W]ithout the ongoing and persistent attention of a healing community to the
elimination of racism, it will not go away. Furthermore, any reform effort de-
signed to reduce the achievement gap that does not help whites and people
of color heal from the hurts of racism will not be likely to succeed over time.
(Weissglass, 2001, p. 49)
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GENERAL COMPETENCY I:

MAINTAINING HIGH EXPECTATIONS FOR ALL STUDENTS
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In Short…

The culturally competent teacher

p Distinguishes differences from defi cits or disabilities based on 
racial or ethnic norms in behavior, language, and learning
styles

p Refl ects on singular teaching practice to identify any
unconscious communication of low expectations or 
unequal treatment of students

p Engages all students in challenging learning activities

p Challenges policies that promote low expectations of
particular students

Cultural Differences in Assumptions About Who Can Achieve

As an ethnic Chinese, I belong to a cultural group that does not give much
weight to individual differences….To the Chinese, the only thing that really 
differentiates children in competence and ability is how much effort their 
parents fi rst and their teachers later have put into the job of teaching them.
When children do not turn out well, it is not because they are incapable of 
learning…it is because their parents or teachers did not do a competent job
of teaching them. (Wong-Fillmore, 1997, p. 124)
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GENERAL COMPETENCY II:

SUPPORTING STUDENTS’ IDENTITY DEVELOPMENT
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Why Do I Have to Check a Box?

Producer/director, writer/actor Teja Arboleda recounts his 
experience with a census-taker, who made three trips to his
house to get him to declare his race on the form he had mailed
in. A multiethnic/multiracial person, he continued to resist the
pressure to characterize himself by checking a box.

(Visit #2)

“Hello again. I’m from the Census Bureau and…”

“I remember.”

“Ah… my employer suggested I return. He asked if you might be
able to help me with this little matter.”

“It’s not a little matter. I’m sorry, but these racial categories
should be illegal.”

“What are you talking about?”

“I am of so many so-called races. What am I supposed to put
down?”

“Other. Right here….” She pointed to a little box which read:
‘Other race (Print race),’ at the bottom of the page.

“What is that supposed to mean? Am I supposed to just make
one up? And why is it at the bottom? Look. White is at the top.
Doesn’t that say anything to you? I’m sorry. Have a good day.”

(Visit #3, the following week)

“You again,” I said.

“I’m so sorry.” Her eyes swelled with tears. “My boss is really 
upset.”

“Well, I’m sorry too. But you know my answer. Human beings are 
a lot more complex and interesting than just some color-coded
boxes. If I put down my race, I would need extra paper. Either 
that or put down human. Can I put down human in the ‘Other’
box?”

 Her mouth broke into a little smile. “No.”

“Then please, tell your boss if he wants to talk to me, he can
come here…”

 She turned to leave, pressed the form against the door frame,
and checked the “Other” box.…She wrote “Hispanic” in 
the adjacent box…closed the gate, avoided my eyes, then
hastened to the other side of the street.

“Hey, you can’t do that!” I yelled.

“I’m sorry, just doing my job,” she said, shrugging her shoulders.

(Arboleda, 1998, pp. 211–212)
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The Complexity of Identity

Many people have mixed ancestry, allowing them to identify
with two or more national origins. They may identify with one
ethnic group more than others, or they may view their ethnicity
as just American. The racial and pan-ethnic classifi cations used 
for the census and by many schools do not make allowances
for persons of mixed racial heritage, such as black and white, or 
Japanese and Hawaiian, or black and Vietnamese….A growing
number of students are refusing to classify themselves on forms
that request this information often because they belong to
more than one of the groups or because they resist the racial 
categories forced on them. At the same time, teachers and
others with whom students interact may continue to respond to
them primarily on the basis of their identifi able race or ethnicity.

(Gollnick & Chinn, 2002, pp. 98–99)
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From the Research…

The research tells us a number of things. The fi rst is that the 
experience of belongingness is associated with important
psychological processes. Children who experience a sense
of relatedness have a stronger supply of inner resources. 
They perceive themselves to be more competent and
autonomous and have higher levels of intrinsic motivation.
They have a stronger sense of identity but are also willing to 
conform to and adopt established norms and values. These
inner resources in turn predict engagement and perfor-
mance. (Osterman, 2000, p. 343)
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cultural capital: knowledge associated
with those in power. According to Bourdieu
(1986), it can exist in three forms: disposition
of the mind and body; cultural goods such
as pictures, books, and other material
objects; and educational qualifi cations. 

Immigrant Students’ Cultural Capital

…[I]mmigrants must possess a unique skill and fl exibility to acquire and 
manage different identities so they can co-exist and function without
confl icts in different contexts simultaneously. Latino immigrants, especially,
used to be conceived as “handicapped” because of their experience of
oppression and their low economic status….The mastery of different lan-
guages, the ability to cross racial and ethnic boundaries, and a general
resiliency associated with the ability to endure hardships and overcome
obstacles will clearly be recognized as a new cultural capital that will be
crucial for success in a modern diversifi ed society, not a handicap. (Trueba,
2002, p. 7)
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Recognizing Students’ Identities

Sometimes teachers are afraid to delve into the domains of
race and ethnicity, but students from nondominant groups may 
be highly interested in researching and writing about concerns 
that have to do with their group identity. Dr. Rosa Hernandez
Sheets showed how a group of racially and ethnically mixed
low-functioning ninth graders could be turned into an honors
class when given support to explore social questions meaningful 
to them. Dr. Sheets also allowed students to establish their own
small groups to carry out research projects of their choosing. She
wasn’t disturbed when the groups fell along racial and ethnic
lines; it seemed natural and a reasonable way to go about
pursuing common interests.

The questions students of color investigated were:

Student Perception of Interracial Relationships: Can Love Cross
Colors?

The Impact of Peer Pressure on Sex Life, Drug Use, and
Conformity to Social Group Standards

None of Ya Business: African American Student Perception of 
Gossip

The European American group investigated Student Perception
of High School Truancy.

(Sheets, 1999b)
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I found out that there are many things that young people love
to work on….[T]he kinds of things they loved to work on had
very much to do with ethnicity, gender, class, and sexuality…I 
think of ethnicity as very much connected to class and sexuality
and gender, and that these have to be studied as interlocking
spheres. (Muñoz, 1997, p. 172)

Allowing Students’ Identities to Enter the Classroom

Without a doubt, ethnic pride and self-esteem are essential for healthy human
development. These processes develop more fully when fortifi ed by rigorous 
academic instruction, which in turn is accompanied by a dynamic system of
social supports. If students’ language, culture, and knowledge are blocked
from entering the classroom, students resist this cultural exclusion. Student
resistance operates every bit as much against teachers from the same racial-
ethnic background as it does against teachers from the so-called majority or 
dominant groups. (Mehan et al., 1995, p. 141)
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Language as a Component of Identity

Language is one of the most powerful human resources needed to maintain
a sense of self-identity and self-fulfi llment. Without a full command of one’s
own language, ethnic identity, the sharing of fundamental cultural values and
norms, the social context of interpersonal communication that guides inter-
actional understandings and the feeling of belonging within a group are not
possible. (Trueba, 1993, p. 259)
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In Short…

The culturally competent teacher

p Understands the importance of students’ identity
development and its complexity in students from 
nondominant cultural backgrounds

p Supports identity development through classroom practices
that foster a sense of belonging and provide opportunities
for students to shape curriculum

p Values students’ home languages and dialects and
encourages their continued development
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GENERAL COMPETENCY III:

RECOGNIZING AND PREVENTING INSTITUTIONAL RACISM 
WITHIN THE SCHOOL

Antiracist Education: A Start

What constitutes an antiracist education? Not only do children need to learn
about other people and their cultures, they also need to learn to live and
work with them. A real beginning would be to remove some of the disparities
they see at school: grouping practices and tracking practices where chil-
dren are divided, often by race, for quite differential instructional treatment.
(Wong-Fillmore, 1997, p. 129)
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The Role of Tracking in Perpetuating Power Differences

Tracking is the practice of grouping students on the basis
of perceived ability to learn. It is not only unfair from the
perspective of the ways students are selected for groups, but it
establishes a hierarchy of “top groups,” “middle groups,” and 
“low groups” that students tend to remain in as they progress 
through the grades. An African American male sophomore
who had been in the low track in a desegregated high school
remarks, “You live in the basement, you die in the basement. You 
know what I mean?” (p. 269). Other damage is done as well, by
such tracking. As Oakes (in O’Neil, 1992) remarks, “[O]ften in the
culture of the schools, the “top group” quickly becomes the “top
kids,” in a very value-laden way. So the students take their place
in the hierarchy and the values associated with it” (p. 18).
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It is no secret that the “low” track is disproportionately made
up of students from nondominant racial, ethnic, and cultural
backgrounds; so, the practice of tracking perpetuates a system
in which those students are in a less-valued position and are less 
prepared for postsecondary options.

Fine, Weis, and Powell (1997) have recounted the story of a high
school where the English teachers rebelled at the tracking system 
and invented an intellectually demanding multicultural World 
Literature course for all ninth graders. The course is integrated
across all racial, ethnic, class, gender, and academic history
lines. Students, teachers, and parents enthusiastically support the
course, though some community members have been highly
critical of it.

Refl ecting on the course, a White female junior remarked, “It is 
valuable to have it not tracked. First it gives all of us a common
background experience. And if we all learn the same things, we
become a group, a class, not just separate little groups of our 
own.”

(Fine, Weis, & Powell, 1997, p. 269)
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The Meaning of “Giftedness” in Keresan Pueblo Communities

According to the Keresan Pueblo people, giftedness is a
quality possessed by all individuals and manifested by one’s 
contribution to the well-being of one’s community. There is not a
single word for “gifted” but rather specifi c words for talents and 
abilities that can be clustered into four interrelated domains—all 
of which are connected to the cultural values and activities of
Keresan Pueblo society.

Domain One (Affective): A’dzii ayama’ guunu – giving from the
heart
Domain Two (Linguistic): Weeka’ dza – using special linguistic 
abilities in service of the oral tradition
Domain Three (Knowledge): Dzii guutuni – having abundant
cultural knowledge and using it appropriately
Domain Four (Creativity): Kaam ‘asruni – being able to create 
with the hands

Although people’s gifts are recognized, they are not emphasized
or rewarded in order to build individual self-esteem but 
recognized because they contribute to the perpetuation and
preservation of the community’s way of life. This orientation has
been called “collectivistic” or “interdependent” in contrast
to the dominant culture’s “individualistic” or “independent” 
orientation (Greenfi eld, 1994).

(Based on Romero, 1994)

Note: Keresan is the family of languages spoken by the Pueblos
of Acoma, Cochiti, Laguna, San Felipe, Santa Ana, Santo
Domingo, and Zia.
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The AVID Program

Since 1990, AVID has provided more than 30,000 middle and high
school students from predominantly low-income, high-minority
schools with the extra support that they need. AVID targets
average students, places them in the most demanding classes,
and provides them with an elective class, one period a day, in
which for they learn critical-thinking and study skills. They have
access to a rigorous curriculum as well as enrichment activities.
These students get help from peers and college tutors and
participate in motivational activities that help them realize they 
can succeed in college.

Research shows that AVID students do better on local and state
tests, complete courses, and go on to college at higher rates
than their peers (Watt, Powell, & Mendiola, 2004). According 
to the AVID Web site, 95% of AVID students report enrolling in
college—77% of them in four-year schools, compared to a
national average of 35% (www.avidonline.org).
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A New Approach to School Funding

[T]he most promising development [in fi scal policy] is the shift from equity to
educational adequacy, which is the attainment of suffi cient funding levels, 
in absolute terms, to produce the likelihood that students will achieve at
acceptable, specifi ed levels. Instead of focusing solely on monetary inputs,
policymakers are stressing attainment of high minimum outputs as a primary
goal in school fi nance (Clune, 1994). (Hadderman, 2002, p. 2)
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In Short…

The culturally competent teacher

p Maintains a zero-tolerance policy regarding instances of
institutional racism and works with colleagues and students
to enforce it

p Advocates disaggregation of data and use of data to
identify patterns of inclusion in and exclusion from high-level
courses and special programs

p Opposes tracking practices that result in inequities 

p Supports equitable policies for identifying, accepting, and
supporting all students in AP and gifted programs

p Supports all possible opportunities for students to advance
to college and other postsecondary schooling

p Advocates for resources based on equity, not equality

p Acts as a liaison between school and home to make sure
that families are informed about their children’s rights and
that children receive support and services from the school
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GENERAL COMPETENCY IV:

RECOGNIZING AND PREVENTING CULTURAL RACISM 
WITHIN THE SCHOOL
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A Third-Grade Recycling Unit

Sometimes a seemingly well-conceived curricular unit can be
more complicated than anticipated. In her book Crossing Over 
to Canaan, researcher/educator Gloria Ladson-Billings describes
how a novice teacher, Kyla, retooled an interdisciplinary unit
on recycling in order to make it appropriate for all her students.
Most students were interested in building the compost heap,
reading and writing about environmental topics, and calculating
how much waste their own classroom was producing. All but two
seemed engaged in collecting aluminum cans, which would be
cashed in for a charity that the class would decide on. One of
these was Winston.

“In one of the class discussions, Winston informed the class that
his father collected cans to earn money. Quickly Kyla realized 
that her ‘class project’ had the potential to eat into the family
income of one of the children in the class. Instead of scrapping
the unit, Kyla telephoned the father to discuss what the class was
doing” (p. 63). He agreed to come in and talk with the class and
explain the ins and outs of fi nding and gathering cans—showing
that it was an activity that required skill and hard work in order to
be even minimally profi table.

(From Ladson-Billings, 2001)
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Features of a Successful Classroom for African American 
Students

p The teacher drew upon African American heritage as frame
for all learning.

p The teacher did not avoid issues of race and culture.

p Students were appreciated as members of a specifi c 
culture.

p There was constant physical contact between teacher and
students.

p Students’ home language was valued.

p There was much student talk in the classroom.

p The classroom was like a community, with a familial
atmosphere.

p Students’ learning together was valued.

p Failure was not an option; students were expected to
achieve academically; and teacher’s standards exceeded
state and district mandates.

Meeting the Needs of Immigrant Southeast Asian Students

Because of their limited English profi ciency, [immigrant] Southeast Asian 
students cannot fully understand what is taught in English. Language is not
the only obstacle in their study. They also lack the life experiences that give
meaning to many concepts in the content areas. The teaching style of
American teachers, which is predominantly auditory, also contributes to their 
learning diffi culties. Southeast Asian students are more visual-graphic oriented. 
Therefore, a multisensory teaching approach would help them learn better. 
(Te, 1995, p. 116)



40 Leading With Diversity

p Students were supported to be themselves.

p The teacher shared power with students, including them in
critical examination of the curriculum.

p Students made links between what they learned in the 
classroom and their personal experiences.

(Based on Ladson-Billings,1992, summarized in Quiocho & Rios,
2000, pp. 511–512)
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Types of Bias in Textbooks

1. by omission: selecting information that refl ects credit on only 
one group

2. by defamation: calling attention to the faults and ignoring
the virtues of an individual or group

3. by disparagement: denying or belittling the contributions of
an identifi able group

4. by cumulative implication: constantly creating the
impression that only one group is responsible for positive 
societal development

5. by lack of validity: failing to ensure that information about
issues is always accurate and unambiguous

6. by inertia: perpetuation of myths and half-truths by failure to
keep abreast of historical scholarship

7. by obliteration: ignoring signifi cant aspects of the history of
a cultural or minority group
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8. by disembodiment: referring in a casual and depersonalized
way to the historical role of identifi able cultural and minority 
groups

9. by overgeneralizing: dealing with a cultural group in
platitudes and generalizations rather than being factual,
objective, and realistic

10. lack of comprehensiveness: failing to mention all relevant 
facts that may help the student make an informed opinion

(Adapted from Manitoba Education and Training, Native
Education Directorate and Instructional Resources Unit, 2000)

In Short…

The culturally competent teacher

p Works with families to ensure an inclusive curriculum

p Engages in differentiated instructional practices and
appropriate informal and formal assessment practices that 
reach all students

p Participates in the selection process for resources
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GENERAL COMPETENCY V:

RECOGNIZING AND PREVENTING INDIVIDUAL RACISM
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Seizing the Moment

Fifth-grade teacher Giancarlo Mercado teaches in Venice, 
California, a community with great cultural, ethnic, and racial
diversity. His students are a mix of immigrant Latinos from Mexico
and Central America (many of them from indigenous American
groups), Latinos whose families have lived in the Los Angeles
area for more than a decade, African Americans, and a small
number of European American students—often immigrants
themselves. He reports that his students sometimes use ethnic
slurs without understanding their meaning or emotional
content. They are parroting terms that they have heard on the
playground or elsewhere.

Mr. Mercado never ignores these insults: Rather, he uses them
as an opportunity to facilitate discussions about where they
came from, what they imply, and why they are upsetting and
inappropriate. He writes the offending terms on the board 
and then makes connections to what students are learning
about through their curriculum. For instance, because the class
studies California history, he links current racial inequities to the
treatment of Indians and Mexicans who became U.S. residents
when a portion of Mexico was appropriated by the United
States. He helps students develop the language to talk about
their own experiences and feelings related to prejudice and 
racism.

(Based on fi eld notes, Nov. 22, 1999, Bridging Cultures project; 
see Trumbull, Rothstein-Fisch, Greenfi eld, & Quiroz, 2001)
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Culturally Different Approaches to Confl ict Resolution

Research on cross-cultural variations in confl ict resolution strategies has 
shown that people of different cultures use signifi cantly different confl ict 
resolution strategies and that when they do use the same strategies, they
serve different goals. In a study of Asian and Australian college students
studying in Melbourne, researchers found that Asians preferred avoidance 
and compromise as strategies for resolving confl ict, whereas Australians 
preferred compromise and collaboration. Although compromise was 
favored by both groups, in the case of the Asian students, compromise 
was used to maintain interpersonal relationships (a person orientation); in
the case of the Australian students, compromise was seen as a means to
solving the immediate problem (a task orientation). (Based on Fletcher,
Olekalns, & De Cieri, n.d.)
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In Short…

The culturally competent teacher

p Does not tolerate ethnic and racial slurs or other acts
of individual racism or prejudice and deals with them
immediately and constructively

p Educates students about the consequences of name-
calling, stereotyping, and other acts of racism or prejudice

p Works with colleagues and the community to defi ne a 
culturally appropriate approach to confl ict resolution

p Cooperates with colleagues to learn how students 
experience the school climate

p Uses instructional strategies that support students’ getting to
know, understand, and appreciate each other
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GENERAL COMPETENCY VI: 

RECOGNIZING AND ADDRESSING UNEQUAL POWER 
RELATIONSHIPS IN THE SCHOOL COMMUNITY

The Need for Sound Knowledge About
Families

…[L]ike many of the family intervention
programs that came before it, parent
involvement is an attempt to fi nd small 
solutions to what are extremely complex 
problems. I am concerned that this “new”
movement—because it is not based on
sound knowledge about the character-
istics of the families with which it is con-
cerned—will fail to take into account the
impact of such programs on the families
themselves. (Valdés, 1996, p. 31)
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Connecting With Parents

[Successful teachers at Fairmont and Lincoln, two predominantly African 
American schools] did not wait for parents to initiate parental participation; 
they reached out and welcomed these parents into the school….School
personnel at Fairmont made special efforts to accommodate parents’ 
unique situations. As one teacher noted, “There have been instances in which
a parent expressed that she could not read, and I allowed the parent to 
monitor the students instead of reading to them.” (Morris, 2004, p. 88)
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Sharing Resources Across Schools and Communities

School staff can be so immersed in, and sometimes overwhelmed by, the
growing demands of accountability that they don’t always recognize the
help community members have to offer. They can begin by fi nding out 
where students and their families live, work, and play. What issues are people
talking about? What community assets can help the school? How can school
resources be useful to community groups? (Jehl, Blank, & McCloud, 2001b, p. 4)
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Values Are Communicated to Students

In social conditions of unequal power 
relations between groups, classroom 
interactions are never neutral with
respect to the messages communi-
cated to students about the value of
their language, culture, intellect, and
imagination. (Cummins, 2001b, p. 650)
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In Short…

The culturally competent teacher

p Elicits input on how parents and families want to interact
with schools

p Works with parents collaboratively and provides a variety of 
ways for parents to participate in the school community

p Learns from community groups and community-based
organizations with which families are involved

p Works with others to help students feel safe and comfortable
in addressing confl icts and issues that arise in school

See References for all material cited in Parts I – IV.
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RESOURCES 

Publications
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Web Sites
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222 Richmond Street
Suite 300
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Northeast and Islands Regional Educational Laboratory (LAB)

The Education Alliance at Brown University
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Phone:  800.521.9550
Fax:  401.421.7650
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