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FOREWORD

E Pluribus Unum. This national motto h.xsbeen the basis and fsundation
from which not oaly our country has grown but from which our educational
thrust has sprung. Examined in its proper syntactical sequence. the trans-

aspect “une’ to the exc lusion of the pluralistic cuncept expressed with the
words *‘out of many.’ N

“America is God’s crucible. the Great Melting Pot--God is making the
American” (The Melting Pot. Act L. by Israel Zangwiil). The optimism ex-
pressed by this turn-of-the-century playwright has not been ratifted by his-
tory. and multiracial and multiethnic richness has been too long sacrificed
at the altar of the melting pot. The creation of the “"model American™ is at

‘best a quaint myth. Even during those vears when the melting pot theory

was an integral tenet of national faith. Americans’ references to their fellow
gitizens were sa consistently prefaced by a statement of ethnic origin that
in 1918, Metropolitun magazine found it useful to coin the phrase “hyphe-
nated Americans.” That idiom still has meaning for us today. a fact which.
in itself. is testimony that the melting pot theory never proved itself in the
crucible of reality. Although in recent vears that theory has fallen into dis-
repute. the message has not reached all segients of society and lherefme

has not reached all our schools, -

The goal of education in mntemporar\ society must be to de‘elop in-

dividuals who are open to change and who are flexible. adaptive. aind recep- .

tive. This of necessity means introducing students to the great diversity of
lifestvles which our multicultural heritage embraces.

In the past. sg)(m* weak starts have been made in the schools to introduce
a multicultural | approac h. But often it was done for (he wrong reasons—an
expedient move to reduce tensions. to defuse protest. and to relieve anti-

cipated community pressures. Since reasons for doing something subtly

influence how we act, these attempts failed. They were stop-gap measures
hastily decided upon and inadequately implemented. Often these programs
brought kids. teachers. and materials together in a classroom in the hope
that “'something™ would happen. However. no number of crossed fingers
or lucky rabbits’ feet or speeches at school boards can replace honest assess-
ment of the problem and adequate program preparation.

The schools’ ultimate objective is the design and implementation of
a culturally pluralistic curriculum which will accurately represent our di-
verse society. These studies in cultural heritage must emerge from intro-
spection on the part of carriculum designers. students. and teachers. Fusing
this introspection with objective historical scholarship and the results of
current research about the learning processes will provide a sound fgrmu-
latlun Curviculum matenals of excellence and innovative teacher training
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can then be finally screened by having them subject to confirmation by
members of the racial ethnic group to which the materials refer. :
On this foundation. teachers will be trained to emphusize the learning
processes and human relationships, the affective realm, rather than just
teaching processes and the cognitive r‘ealw. They will learn that the goal
is not ta placate cultural minorities. nor to aggrandize the cultural majority,
but to bring about a new sense of being and a wl}/ \lesomeness in the entire

_society through a strengthening of its parts.

The poet, Gerard Manley Hopkins. celebrated the great variety found in
life with these words:

Glory be to God for dappled things—
For skies of touple-color as a brindled cow:
For ross-moies in all stipple upon trout that swim;
Fresh-firecoal chestnut-falls: finches' wings;
Landscapes plotted and pieced-—fola, fallow, and plow;
- And all trades. their gear and tackle and trim.
All things counter, original, spare. strange;
Whatever is fickle. freckled (who know how?)
MWith swift, slow: sweet, sour: adazzle, dim:
He fathers-forth whose beauty is past change:
Praise Him.*

It seems only proper to celebrate. with the same kind of gusto and joy.
the richly diverse cultural heritage of America. There is no more noble wa
tor educators to do this than to recognize the need to widen. rather than
nartow. the range of human variability in our society and to help proliferat=
the creed that to be different is not to be inferior. We need.-to exert our «.
forts to make the school a place where differences. between and among
people. are not merely tacitly accepted but are celebrated as a national

lessing. S

This documnent is an effort in that direction. The authors and AACTE
have spent many hours. months. and vears pondering the issues and the
questions. This book retlects that deliberation. As we approach our bicen-
tennial vear and reflect on the heritage of this country, let us renew our
confidence in the motto which honors the difference and diversity of *We
the People” by showing :* tc be thersource of our natioral unity.

E Pluribus U'nun. i

William l.. Smith

Director, Teacher Corps

118, Office of Education
e Washington. D.C,

::;'—i;:inB;;lut,\"' originally appeared in Poems of Gerard Manley Hopkins. published
by Oxford U'niversity Press (Fourth edition, 1967). This pvem is now in the public
domain.
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America is a culturally diverse society. As such. its 8ducational system
demands teachers and other education personnel who are trained to CALTY
out professional tasks in a wide variety of settings and with full under-
standing of the significance of multiculturalism for meaningful education.

Inasmuch as over 90 percent of the education personnel in our nation
are prepared in the more than 860 member colleges and universities of the
American Assouiation of Colleges for Teacher education. it is no accident that
the Association has had a long and important leadership role in molticultural
education. Through its Commission on Multicultural Education, established
in 1970, AACTE has called for greater attentiow to.the preservation and
enhancement of cultural pluralism in education, -and particularly in the
preparation of education personnel. _

In 1473 the members of the Commission on Multicultural Education,
under the chairmanship of James Relly. dean, University of Pittshurgh
School of Education, and the Association's Committes on Performance-
Based Teacher Education chaired by 1A, Maucker, vice president for aca-
demic affairs. Kansas State Teachers College. and with the active involve-
ment of Karl Massanari. AACTEPBTE's project director, conceived of a
plan to explure the potential of competency-based teacher education with
respect to the preparation of teachers in and for multiculiural school settings.
This proposal brought together two major interests of AACTE in a way that
enhanced the Association resources available. Fortunately. the Teacher
Corps. under the direction of William Smith and with the active support
of James Steffensen and Preston Royster, was able to provide support: for
the project. The cooperation of The University of Toledo and George F.
Dickson. dean of the College of Education. have been essential to the suceess
of the unde . 1aking. -

< The American Association of Colleges for Teacher Education is proud
0 publish this Teport of the Writing Conference which' is the culmination
of the Multicultural Education Competency-Based Teacher Education Pro-
Lo dect. It is a pioneering effort to identify téig:.her competencies needed by
“all teachers who teach students in a ciltyrdlly diverse society, The Asso-
ciation commends this document to all \\'hl'i{:&r engaged in the improvement

of teacher preparation. in the hope and éxpectilion that the thoughts con-
tained herein will enhance the quality of the dtalogue concerning compe-
tency-based education, and thereby insure more effective teachers of voung

Americans tor future. multicultural generations.

As previously noted. the Teacher Corps and the University of Toledo
have plaved important roles in making this activity possible.

On hehalf of the Association and its officers. | want to express sincere
thanks as well as congratulations to all who gave of their valuable time
and professional insight as writers. editors. and consultants. Theirs was a

. Q
ERIC

IToxt Provided by ERI



vi

difficult task and they did it well. We are grateful for the efforts and advice
of the AACTE PBTE Committee and the Association's Commission on Multi-
cultural Education. )

Especiallve | wish to thank William A. Hunter. who served as principal
. Lt . N ~ . v .
investigator.ang his assistant. Geneva F. Watkins, Without their professional
commitntent to the task, this d(’)(:?ment would not have been possible.

Tinally. the AACTE publications staff should receive recognition Yor

final copvediting. design coerdination. and actual publication. Truly the.

total publication has been the product of excellent couperation!

Edward C. Pomeroy

Executive Director

American Association of Colleges
for Teacher Education

Washington. D.C.

October. 1974 -
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- Teoday. there exist wide_variations in the extent and dagre'e to which
equal and adeguate educational opportunities are available to children and
vouth in American society. Greater disparitics and inadequacies attend
educational provisious for the culturally diverse. in spite of implied consti.
tutional” guarantees for equal educational opportunity. There are many
reasons for this. these having been varicusly identified, explored investi-
gated. and discussed by educators, sociologjsts. ecanomists, *political
scientists, psychologists. anthmpolog:sis and other specizlists. There is
agreement among many gnalysts that one cause of these conditions is the

- fact that_there has not been adequate national commitiment to education

L

and the educational enterprise. Nor is there a real tangible, enduring sensi-
tivity to the vicissitudes of muiticultural education and its necessity for

- relevant learning, and to the integrity_of contributing mﬂuencmg fa(,tors

in a pluralistic society. °
The elimination of this undesirable, non-American condition wqmms

‘an educational system prioritized and geared to accommodate cullural

diversity. it will also require educators adequately prepared and favorably
inclined to work effectively with children of different ethnic. gmups and/or
other cultural 1dentities.

Scattered and often uncoordinated efforts have been undertaken in cor-
recting this situation. These include studies and work by the United States
Office of Education { particularly through the Teacher Corps. by the National
Center for the Infprovement of Educational Systems (NCIES), Career Op-
portunity Program). by colleges and universities (through multicultural-
intracultural education programs). and by agencies and organizations giving
special attention to special problems relating to Yhe interests or speci»’
purpdses of the agency or organization (such 88 'E.NEA). Additionally,

- special ethnicor cultural study groups (such as the Multicultural Education

Task Force of the National Instituté of Education {NIE) of the U.S. Office
of Education (USOE). the National Association for the Advancement of
Colored People (NAACP), and the U.S, Commission on Civil Rights) have
made significant studies also. .

¢ This publication. Multicultural Ed.ucati‘on through (‘ompetency-Busv‘d

" Teacher Education. is the result of a Multicultural Education/Competency-

- Based Teacher Education? Project (M/(,B'UF) whic h, among other objectives,

sought to bring together the ﬁndmgs of separag,e ‘studies. projects. and re-
scarch efforts. The Project proposed to take.a hroader approach to the overall
problem of quality education by seeking to identify generic concerns and’
needs common to all ethniczgroups and diverse cultural situations. The

Project at the same time souglit to identify those needs felt to be-unique or

more relpvant to certain cultural rircumstances and situations than to others.

\‘l




The Project effort was designiod by a séven-member teering Committee
and the AACTE Project -Sta®f. The design was calculated operationally to
-~ avoid or minimize separateness in the Project’s educational approach and
product. Simultaneously. it was desired to have reflected the input-and
points of view fror., expeits on muiticultural edtication within the identified
popylations and fields. : ) :

The members of the Project Steering Committee were selected because
of their representativeness and expertise in the areas of multicultural edu;

TABLE 1. COMPOSITION OF STEERING COMMITTEE:

3
Criteria Memb.:,-r
’ Vi
. - ! * Y
Three from 1. jJames Kelly, Ir.. Dean. Schoal of Education,

‘Multicultural Commission University of Pittsburgh, Pittsburgh, Pa. -

2. Elaine Witty, Chairman, Department of Ele-
n.ertary Education, Norfolk State College.
s Norfolk. Va.
3. Henrietta Whiteman, Director, Native
American Siudies Program, University of
. Montana, Missoula, Maont.
. P

— i

. Atilana A. Valencia. Head, Dept. of

Two jointly named by 1
Teacher Corps and Education, New Mexico Highlands
AACTE - Univarsity. Las Vegas. N.M.
2. Mary Hatwood, Classroom Teacher,
. Alexandria Public Schools. Alexandria. Va.

University of Toledo

-

Richard iaxe. Associate Dean, College of
Education. University of Toledo.
Toledo, Oh.

CAACTE ' 2. Tomas A Arciniega, Chairman—Project
Steering Committee: Dean, San Diego State
University, San Diego, Ca.

4
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cation and competency-based teacher education. Moreover, the composition
of the Committee was conceived  so that it would have wide antl diverse
representation from the professional community. {See Table 1.) The member-
. ship included three representatives selected from and by the AACTE Multi-
cultural Education Commission, two representatives with special expertise
in CBTE selacted jointly by Teacher Corps and AACTE (one of these a class-
rocm teacher seldcted by NEA). one member selected by The University of
Toledo {the contracting institution). and one member selected by AACTE.

~

MULTICULTURAL EDUCATION -COMPETENCY-BASED
TEACHER EDUCATION PRUJECT

AACTE Institutional Racial Geoghephic Sex
Relationship Group Location
Size AACTE Type N :
" Member Inst. < DI
l..arge Yes Public Black l’g{fnsylvania Maler
st ] “American =7
Medium  Yes Public Black Virginia Female
' ~ Anierican
Large Yeos Public Native Montana Female .
. American
L J / . 3}
Medium  Yes Public  Spanish- New Male
. ' speaking Mexico
. American _
' NEA Public Black Virginia Female
American .
Large Yes ~ Public White Ohio Male
_ : American .
» L
Large Yes Public Spanish-  California Male
' speaking
/ ‘ American




The substantive content of the document was written by scholars of
multicultural éducation from throughout. the academic community. Al-
though 1t W recognized that all facets of cyltural diversity could aot be
accommodated in this Project effort. the Project design set the initial phase
of research to be the identification of competencies through the perceptions
of representatives of the three largest minority racial groups. emphasizing
that multicultural educgtion is not synenymous with or limited to rr 22l
identities and minority status. As g beginning. and as a means o an vud
four educators and or teams from the Blach American. Spanish-speakling
American. and Native American academic’ communities were invited to
write position papers on the competendies unique (if unigue} to teachiag
identified racial groups in ethnic settings. as well as in general group sottings.

Thirteen such papers were written and critiqued by a panel of eight
consultants consisting of a teacher educator. psvehalogist. anthropedogist.
~curriculum spedialist. communication specialist. sociologist. political
scientist. and psychometrist. A panel of vight writer-editoes for each ethnic
group and a cross-cultural panel of eight read the Position papers and the
consultants’ critigues. ¢ .

The Project Writing Conference was convened at the.l'hi\jersity of
Oklahoma’s Continuing Fducation Center. Norman. Oklahoma. June 16-22,

1974, during which the position paper writers interacted with vach other. -

the panel of consultants, and the panels of writer-editors. (See Appendix
1 for Conference Program.) Together these professionals wrote Parts 1. 1L
IV, and V' constituting this publication. For each group. a prime writer and
his or her associate were responsible for pulling together the position papers
fand concerted views about them). the ceitiques and reports of the con.
sultants. and the collective views of the interacting individuals and groups
dahout the chapter content. Part 11 treats teacher competencies trom the per-
spective of the Black American educator. Part Il treats teacher competencies

from the Spanish-speaking American educator’s perspective. {inc)uding

views of Puerto Rican Americans, Chicano Americans and Cuban Ameri-
vdns) Part [V @eats teacher competencies from the perspective of the Native
American. recognizing the divergencies of views among the nearly 300
tribal groups. Part \' seeks to identify teacher colipetencivs conmnon to
all groups as well as those competencies nu:ognif;xi in the general society
as evidence ot accepted requirements and standards. . ¥
~ The AACTE Project staff was largely responsible fur assembling and
providing the background information for the document. This information
is reflected in Part 1—Prologue, The hackground sections of the book were
written by the AACTE Project Staff with significant assistance from assd-
ciates at AACTE Headquarters. )
Karl Massanari, associate director. AACTE and director of the AAUTE
PRTE Project. and Richard lames. dean. College of Education. Morgan
State College. Maryland. were largely responsible for writing the grant pro-

posal and initiating’ the multicultural education project. Throughput its
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aperation. Dr. Massanari served as a constant advisor, consultant. and re-
source person as well as laison with the AACTE performance-based pro-
gram. Joost Y{f. John Aquino and Maeira Mathieson of the Eric Clearinghouse
on Teacher Education. and David Imig of the AACTE Special Projects Of-
fice gave invaluable assistance in pmvndmg blblmgraphu listings. literature
reviews, and abstract information, -

The fifty state depaitments of education awere requested to provxde
the certification requirements of theic states. A summary of théS&s require-
ments was compiled and analyzed by Geheva \Watkins. pmgram asmstant
for the Project. - L i

The authors gratefully ac knuwledge the help bf many uther people in
making this publication possible: Kay Shoemaker and thr!vv Bonneville,
AACTE program associates. for their suggestions and assistance relative
to thg Writing ( ‘anferepge: Joel Burdin, AACTE associate director: Annette
MacKinnon. and Hedy xét Denis and associated staff in editing and publica-
tion: and Iran Khan for her untiring efforts in typing the manuscripts.

Special thanks are given 1 Edward €. Pomeroy. AACTE executive
director. for adininistrative facilitation and continuous encouragement
throughout the Project operation; the consultants. writer-editors, and prime
and associate prime writers who gave unstintingly of their time.

The consultants to the Project were:

PANEL OF CONSULTANTS

TEACHER EDUCATORS « PSYGHOLOGIST
George E. Dickson . Helen V. Foster
Dean: School of Educ&tion - Professor of Education
University of Toledo  © Division of Educational Studies
Toledo, Ohio . State University College of Arts
Richard E. Lawrence " and Science
Professor of Higher Education (;e'neseo. New York
University of New Mevico " SOCIOLOGIST.
Albuguerque, New Mexico " .
' James E. Anderson -

CURRICULUM SPECIALIST i Associate Professor of
. " Qurriculum and Instruction
]. Hugh Baird

Professor of Secondarv Education - ('OI.IQSP .?f Education

. . b : UIniversiiy of Houston
Brigham Young University
, ' ’ Haouston. Texas
Prova. [ah

il N POLITICAL SCIENTIST
ANTHROPOLOGIST Rudolph 0. de la Garza
WNancy Modiano Professor
Diag. Arridaga No. 8 . Department of Political Science
San Cristobal de las Casas University of Texas at El Paso

_ Chiapas. Mexito - El Paso. Texas



This document is a report of the first phase of a contintting effort to assist

colleges and universities in the development of multicultural education as
a component of teacher education programs. Tt is hoped.'that it wili assist
faculties it interfacing multicultural concepts and sefisitivities into the
curricula and full scope of '2arning experiences in thg colleges and uni-

_ versities as well as school classroums and G uﬁ\mumtles

The need for continued effoets in tlus'/ area is more'than evident. Since
1954. the principles undergirding "O/\rears of effort toward quality educa-
tion, which must accommeoedate Lultural diversity. do not appear ta be
understood even by the leadeﬂ-shlp of our nation. Regfessive trends of 197
" make it more apparent than ;Wer that America still has rot found its demo-
cratic: soul, nor doef it see th *ﬁréem\ to fulfill its ‘educational potential.
Until it becomes abuhdantly. (.J(‘df throughout this nation of Jivergent cul-
tures that the countryv's progregs and survival depend on its people living
together with understandmg ontributing to the general welare v-ith dig-
nity and integrity. the country!s-future is threatened.

It is apparent that the peunle of America have to learn to live together:
a beginning to this end is-jearning together. A tremendous respensibility
rests upon those agencies—suchsas schools. colleges. and their agents. e.g..
teachers—to prepare its people to participate as Americans. with Americans.
in the American society.

William A. Hunter
Director. Multicultural
CBTE Project

October 1974
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Sociological Antecedents

Education in the United States. to be relevant. must be multicultural.

This is not a radical assertion but a corollary of a fupdamental seciveduca-

cational uxiom. To maintain and perpetuate itself a society and nation must

set forth education as one of their essential institutions and systems to reflect

and administer to the diverse needs of their people. The United States as a

' nation and as a society consists of many different groups of people with

“~.._. many contributory cultural patterns and products of behavior. all charac-

¢ terized by indjvidual and group diversities within systems of relationships.

‘ The highly diversified and complex character of this *nation-society” sets
forth its culturally pluralistic nature.

Modern American society is a unique mosaic of cultures, linked and
interrelated through'a pervading way of life contributed to and shared by
all Americans, yet recognizing and accommodating its contributary cultures.
These cultural variants may be in many forms, such as language. customs,
traditions, beliefs. religions. art, technology. national origin. political per-

. Suasion. racial iclentity. ethnic heritage. sex. age group. sociceconomic
level. geographical . lm ation. and other characteristics or attributes which
Jefine and constitute’ group aggregates. It is therefore apparent, if educa-
tion in the United States is to meet the needs of its peoples, that it must
have a life blood of multicultural content in order to be sociologically rele-
vant. philosophically germane, psychologically material. and pedagogu ally

apropos. i : @
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Historical Antecedents

. A special Task Force on Fuman Rights was established July 1967 by
N the Representative Assembly of the National Education Association. In de-
fining its functions. the Task Force expressed an awareness that the respoit
sibilities of @ human being were not limited to a profession, and that the
" educational enterprise cannot be isolated from other forces in society. The
Tash Foree's Study included reex: mination and study of the Declaration. -
of ndependence. the Bill of Rights of the Constitution of the United States, -
the United Nations Declaration of Human Rights. as well as other documents;
it visited every region and section of the country and heard testimony during
hearings involving witnesses and experts from all walks of life in obvious

J trouble spots throughout the country. .

o~

-

DISPARITY BETWEEN U.S. PRINCIPLES AND PRACTICES

The Report of this Task Force was published in 1968. It chronicled the
disparity between principles and practices of human rights in America.

America was colonized by people who. in fleeing from repressive
governments in lands where their rights were limited or non-
existent_had gréat reverence for human rights. America was
. tounded upon the recognition that human rights are universal
and innate—something atman is born with, not something he
c.an be required to learn. This is the legacy of ideals to the pre-
sent generation from the fathers of our country. But the present
generation of Americans hias anotherdegacy from America’s past
as well— a dismal legacy of discrimination and denial in practice
of human rights to certain groups—in violation of the ideals.?

America has perceived the character of its society and the roles of its -
. different peoples in different ways. The histarical choice open to members
of disparate cultures or communities has been to assimilate and disappear
«#into the mainstream of the Americail’ Anglo-Saxon character of society or
to be isolated and relogated to second-class citizenship—or no citizenship
at all. as in the case of the Native Americans.
\What are some of the facts which portray this legacy and the need for
multicultural education? Is there agitation over this questicn of multi-
cultural edication? Is it really ~old hat” as so many say? Is itza problem
which has actually been solved and therefore needs no more consideration?
‘Let 1s examine sone facts and further assess America’s need for multicul-
tural education.

GENESIS OF AMERICAN CULTURAL DISCRIMINATION

The United States is unalteraﬁly a multicultural nation made up mainly
of immigrants and migrant peoples. All through the history of humankind,
people have moved from over the face of the earth seeking more satisfactory

circumstances. Yet not until the 1800°s did such movements become of e
; regior




concern: they were judged to cause economic, social, religious, political.
. and educatiu_n problems in America. )
o " The Indian constituted the eriginal American population, as the Span-
ish established influence trom Florida through fRxas and New Mexico to
California. and the French moved up and dowrthe Mississippi and Ohio
river vallevs before American colonies were settihd. .
Cultural discrintination emerged during the early development of the
United States as a nation. Discrimination took the form of opposing certain
nativnalities and religions through immigration laws. The English, first
settling in 1607 at Jamestown. Virginia. were followed by Germans. Scottish.
Scotch-lrish. and Welsh. French Huguenots settled in the Carolina area.
Swedish Lutherans in Delaware. and the Dutch in the New York area. Roman
Catholics in Maryland. and Greek Orthodox in Florida. The first census of
the United States. taken in approximately 1790, showed that more than half
the population consisted of African. Scotch-Irish. Welsh, German, Dutch,
Swedish, French and nther non-English inhabitants! ¢

4

The Rise of Discriminatory Practices. Kopan reports that before 1880
inmigration was viewed to present foew obstacles to Americanization!® The
fact that Irish Catholics in establishing church schuols were viewed as a
menace to national security led to the burning of schools and convents and
fiots in Boston, Philadelphia. and New York. By 1853, open discrimination
became organized politically in the form of the Know-Nothing Party.

With the change in America’s immigration patterns—from immigrants
coming fmainly from northwest Europe in 1885. to 75 percent coming from

* southern and eastern Europe by 14905, bringing addtionally different cul-
tural entities {religions. customs. education, and political process): even
greater discriminatory practices arose. Organizatiors were formed to restrict
so-called “inferior” people in America. An outgrowth of these efforts was

~ the Chinese Exclusion Act of 1882 which applied not only to Chinese but

“eventually to all immigrants. Such reports as made by the Dillingham

Commission.* authorized by Congress in 1907, sought to prove the in-

feriority of new immigrants. The Dillingham Report. in addition to glving
credence to the desultorf champions of discrimination who had begun to
label new immigrants “inferior* because of national origin. laid the founda-
tion for stereotvping.* ' _ '

The report of the Dillingham Commission (which was eventually dis-
‘credited). and such popular writings as Madison Grant's The Passing of
the Great Ruce.” which insisted on laws to restrict immigrants in order to
protect Anglo-Saxons in the United States from non-Nordic race inundation.
plus subsequent espousements hy writers, politicians. and educators of
racial superiority or inferiority Ton spurious grounds). have created cumu-
lative deep-seated hate. distrust, and animosity which have never been
undone.

Although there were obvious multicultyral elements in the country

13
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such as religivus. ethnic. and. national origin groups, no real effort was
. evident that sought to recognize ur accommodate the disparities, Instead,
_after World War | a concept developed which assumed the existence of a
* complete American cubture which. in effect, required assimilation of all to
live in it. It became unlawful in many states (until declared unconstitu-
tional by the Supreme Court as in the Oregon Case) to teach a foreign
language ® .
~ - Beginning in 1881, stricter. more discriminative immigration laws were
passed. The Chinese Exclusion Act. 1882, sought to end the immigration
of Chinese and eventually applied to all immigrants. In 1887, the Dawes
"Act made it legally possible for individual Indians to move into the white
American society if they were willing to leave their reservations and give
up their property In 1890, immigration quotas were set: then in 1917 legis-
lation was passed restricting immigration on the basis of ethnic origin.
particularly forhidding further southern European and southwestern Asian
immigration.* ..

-

Starting in 1921, immigration laws were changdd to accommodate
selective nationalities. The 1924 “National Origins Act” reduced annual
immigration quutas in rativ to the numbers of each nationality in the country’ .
as of 1890 This act excluded all Asiatics frop citizenship.. In 1943,the '

14 Chinese Exclusion Art was repealed and guotas ‘were set. In 1952 the lm-
fhigration and Natigrality Act {the McCarran-Walter Act) set forth additional
national and ethnic: restrictions. These laws remained in effect untjb 1965
when President Lyndon johnson signed the Reform Immigration Al

World War Il provided the nation with compiled. interpreted, yet,.j:.
questionable results of physical and mental tests of soldiers and various ™
other groups examined in the war effort. Implications drawn from these
data led to additional discriminatory practices which were bec:oming more

, pronounced against races, and evident in the areas of housing. education,

, . emplovment, health care. snd justice under the law. Migrations. through-
out the United States of Puerto Ricans. Mexican Ainericans, Black Ameri-
cans. and Native Americans brought on second-generation discrimination
and the outright practice of open and legalized segregation; The ltalians,
Slavs. Greeks. and Jews who were looked down on by the lpish, Germans,
and Standinavians. who were in turn looked down on by the English or . *
others of Anglo-Saxon origin—all lovked down on. discriminated against,
and segregated the color-visible groups—particularly Blacks (who also had
been recently subject to slavery). Chicanos, Native Americans, and Puerto
Ricans. -

THE MELTING POT CULTURAL CONCEPT e

As the ideas of an American culture. an American self-image, and
“. . American nativism grew. the melting pot idea was seized upon. lIsrael
Zanguwill's play. The Melting Pot, first performed on Broadivay in September
1409, set forth this concept of America as a new country. One of the play’s
i
t
v !




* characters, David Quizano, a Russian-Jewish immigrant to New York City,
describes the new country as follows: .

America is God's Crucible. the great Melting Pot where all the
races of Europe are melting and reforming! Here you stand, good
folk. think 1, when [ see them at Ellis Island. here you stand in
. - vourfifty groups with your fifty languages and histories. and your
fifty hatreds and rivalries, but you wont be long like that, <
«brothers, for these are the fires of God. A fig for your feuds and
vendettas! Germans and Frenchmen, Irishmen and Englishmen, -
Jews and Russians—into the Crucible with you all! God is making , -
the American . . . The real American has not yet arrived. He is
" only in the Crucible, 1 tell you—he will be the fusion of all

races, the coming superman. ! i

Various related mothods developed as continiting efforts to build a nativ-
istic. Amernican culture. such as the labeling of groups as “unAmerican,”
© and the use of English in the public schouls to establish a unilingual. uni-
cultural base. ' -
The melting pot ideology failed. Although it was recognized that
"America was culturally diverse. no national effort was made to understand
' and accommaodate different cultural groups: in consequence. ethnic com-
murities or enclaves were maintained.
L4
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RISE OF THE CONCEPT OF CULTURAL PLURALISM Q

Ethnit groups—rebuffed socially. exploited economically, ignored and
disenfranchised politicallv—began to develop within-group institutions,
agencies, and power structures for services within community areas. Some

cme  Of these have been referred to as Little Italy. Chinatown, Jewtown. Greek-

- «~town. The South Side. The West Side. Harlem. Little Lithuania. Little

Warsaw, Cicero. Dark Hollow, Foggy Bottom, and many others. Movement

among these communities increased as education. economic development,

" political coalition. intermarriage. and cooperative mechanisms were
needed to cope with external forces attempting domination.

What resulted was the contimal development of a different concept
of natiorality; a concept accommodating and dignifyirg subnationalities
and contributing cultures. This move toward a central tendency which de-
fined a new kind of national ethos and cultural mosaic characterized the
rise of the concept “cultural pluralism.” History chronicles the sequence
of events from 1916 when John Dewey introduced the concept of cultural
pluralism in an address before the National Education Association!? to 1924
when Horace kallen unsuceessfully sought to show how cultural pluralism
made American life richer.?

CULTURAL PLURALISM AND MULTICULTURAL EDUCATION
The United States is unique among the nations of the world——havfng

i
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developed a national « ummltmem to vdumtmn centéred in the states. with-
out a national educational system. Even so. the nutiunal approach toward

. establishing fast and gaining recognition for the « oncept of hltural plural-

ism was mads: through local education systems and the schools as agencies.
In addition to the efforts of some school systems and schools to provide for
greater understanding and int€raction among cultural groups (community
resistance notwithstanding). the real thrust came only when the profession,

government. and social action mandated certain clianges.

Prelude to the Present Era. During the period 1900-1954 an ever-increas-
ing voice of protest arose against racial discrimination, oppression, violence,
and -segregation. Evidence of the need for development of multicultural
education came in many forms—e.g.. natural population growth. the growth
of international responsibilities. and the emergence of religious telerance.
The significant natural inerease in the population for 20 years after 1900

signaled the vast gmwth of the mosaic of contributing cultures. making the

interrelationships among them more (rucial and multicultural understand~

. ing more imperative,

During the period 1900-1945, the United States. having participated
in two world wars. increasingly emerged as an international power. This
international posture. as well as the newly created interrelationship be-
tween the warld's citizens, |mpused a new dimension on the multlcult\lral

*imperative—the intercultural view:

Racial Tolerance. It must not be forgotten that the multicultural con-
cept also includes religious integrity. A more tolerant attitude toward reli-
gion was developed in several U.S. Suprenie Court decisions. lg 1914, the

right of a private religious school to teach a subject in a foreign languag@; :

{other than English) was prohibifed by law; but in 1923 the U.S. Suprém
Court tuled against such a pusture.' The right to attend a religious school
as well as the right for such schools to exist was upheld by the U.S. Supreme
Court in 1925.1¢ _

After World War I a large segment of Americans avidenced concern
about and commitment to learn of the welfare and nature of other cultures.

nationalities. and races. There was a beginning of effodts to broaden class- -

room content in the schools to include multicultural contributors, as well
as a4 movement to equalize eduratmnal opportunity over all the nation.

The tssue of educational oppommitiee: and the wide differences in the
provisiohs fot different youth which have existed in this country for over
200 vears. gave rise to'social ferment in the civil rights movement. which
led to the Supreme Court decision in 1954 in Brown v. Bonrdef'} Education
of Topeka: “Today. education is perhaps the most important function of state
and local povernments . . . In these days. it is doubtful that any child may
reasonably be expected to succeed in life if he@t denied the opportunity of

an education. Such an opportunity, where the state has undertaken to pro-.

vide it, is a right which must be made available to all on equal terms.!e

r



1
‘
N

Growing agitation and frustrations. especially with differences and dis-

- parities in economic. social, educational. emplosanent. and housing oppor-
~tunities based on differences in religion. national origin, sex, and race, led

toa period of aroused public indignation, especially am: ARG Minority groups.
What folluwed was a petiod giving evidence of recognition of multicultural

qumtnw(,nm! d growing awareness and understanding of the multicultural

dimensions of the American socjety. \\lg,mh( ant developments during lhu.
period include: N,

1957 Clivil Rights Commission established by Congress to investigate com-

plmnts alleging that citizens are being deprived of their right to vote
by rvdmn of their race. color, relll;,hm or natmnal origin, or by reason
of fraudulent practices. etc. . "

v

19611962 Lawsuits to eliminate discrimination in publicschools institut@

in large cities and small communities in North and West, coveritiis
gerrvmandered school boundaries, transfer policies and pra(hms
discriminatory feeder patterns. etc.)?

1463 Voting Rights Act (Congressional action) .

. - . .

1064 .Civil Rights Act (Congressional action). .
1966 James 8. Colpman (Johns Hopkins University) survey concerning lack
- of availability of equal edacational ()ppnrtumtlm for individuals by
reason of race, color, religion. or national nnp,ln in public instjiutions
at all levels!™ . <

1971 School busing for egual quality education

. 1472 Proposed Constitutional amendment on equal rights for women,

passed by Congress. awaiting ratification by a tutdl of 38 states'
1472 Court orders allowance bilingual programs (Spanmh), Serna v. Pur-
™ talgs Municipal Schools®t -

1472 Instructors’ rights—such as Board of JHegents v Perry“ —Yealt with
v refusal to rehire college instructors’'w nhuut t-xplanatlon or hearing
1973 Litigation by Native Americans for adequate compensation for lands

of Sopth Dakota Black Hills Native Americans and their gold. silver,

v and timber taken by abrogation of 1866-68 treaty . .
1973 Student rights—Court actions sustaining student rights to due process,
Boardw Regents v. Roth? -/ : .

1968-1974 The six-vear study of educafional pra(nu:s affecting '\dexuan
Americans in the southwest by the 118, Commission on Civil Rights2?

1974 Job discrimination in emplovment practices challenged

The course of events, here briefly outlined. indic :ate the nature and

intensity of concern and commitment to do somr‘thmg about the problems (\\

in America stemming tmm the continuing growth “of ts pluralistic: charac:

ter.

-EM I
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The Schools as a Vehicle for-Multicultural Education

The schools have been significantly involved during recent years in ef-
_funs to ameliorate disparity in educational opportunity. These efforts have
included school integration. cempensatory education. special programs for
the “disadvantaged.”* special education classes. opportunity education,
adult educ ation programs. and talent search programs.

Education is mnsiglered the process and product of conginuous inter-
action of the individual with stimulation and motivation in his or her en-
vironment and seciety. (See Figure 1.) Therefore. schools must of necessity
be concerned with the needs of a multicultural society and reflect its diversity

throughout their organizational structure. Thus. multicultural education
must become a part of the educational programs as well as a part of the

. philosophy of education threading throughout the educational enterprise. -

v
N -

-" . Society—
‘ Individuals and
y Contributing Cultures B e
(-
Process(es)
) L Individual
Y Stages of =
‘ "* Development Products
N
9
. s " T
* FIGURE 1. The Educational Process-Product System

Efforts of the American Association of Colleges for
Teacher Education in Multicpitural Education

ln 1954, the ground swell of problems attending educational integration
and their implications for lm({) r educalion called forth reactions from
.vd\u ation groups. At the American Association of Colleges for Teacher
“Educalion (AACTE). one effort in provndmg leader%hxp to the education
profession was to develop some advaheed thinking and considerations for
change in teacher education in keeping with changing sorietal needs.
In June 1966, under a Title XI Contract with the U.S. Office of Education
and Ball ‘State University. Muncie. Indiana. the AACTE NDEA National
Institute for Advanced Study; in Teaching Disadvantaged Youth was estab-
lished. In 1964, the product of the Institute was a publu.atlon Teachers
fur the Real \\ orld. . Y . oo



E

L4

Teachers tor the Real World, in examimng social complexity and
teacher education. addressed itself. among other things to deprivation,
racism, and relevaney of teacher education. The relutivity of the term dis- |
advantaged in a pluralistic society laid afirm foundation for fuller under-
standing of atild appreciation for the concept of multicultural education.

In 1465 the ‘displacement. misassignment. nonreemplovment. and dis-
missal of teachers who were favarable toward. involved in. or suspected
of involvement in either integration efforts. civil rights. or related activities
caused gregt concern to the profession and in quarters in the federal gov-
ernient. The \dtmnal Education Association and the U8, Office of Educa-
tion ifistituted an investigation of these delnpnwnts through colleges.
universities, state NEA organizations. and professional agencies. The ne
sults of this survey. published by the NEA Commission on Préfess:onal
Rights and Responsibilities. bec dxm-thv report. Task Rorve Survey of Teacher
Displucpment in Seventeen States, =

Colleges and universities of AACTE. as well as its Board of Directors.
expressed equal contern about the develupments in the field and felt that
suime initiatives should be taken. with the view of expressing in a signiticant
wav national displeasure about this punitive behfiur against teachers in the
educational enterprise. Yet. one problem stemmed from the unpreparedness
of the members of the protession to understand and cope with some of the
problems attending school integratipn. desegregation. egualization of edu-
cational opportunity. angd quality educatipn in a pluralistic suciety.

In February 1970, the Board of Directors of the American Association

of Colleges for Teacher Education appointed a Subcommittee tor the Estab-

ll'\]‘ll ent of a Commission on Human Rights in Teacher Education. This .
. Subfommittee was to draw up a charge for this Commission and make its

recommenddtions 0 the Board of Directors. On May 4. 1470, the Subtom-

mittee submitted, i report to the Board of Directors recommending the
following: e

Tt the American Associationof Colleges tor Teacher Education
establish a Commission on Multicultural Education. to serve at
the pledsure of the Board of Directors, for the purpose of focusing
+ the resources of its members and the Association itself to meet
specfic issues of teacher education as they apply to racial and
ethnic minorities in the United States. It is anticipated that this
¢ (mmussum will hvevngdgmi in bringing all educators and all -
institutions into 4 unified effort to better serve the preparation
of teachers and thereby the education of all Amencan children.
To meet this charge. it is recommended that the aims and
thrust of the Commission encompass the following:

* Provide information. stimualation. and motivation to member
institutions the Board of Directirs, and AACTE committees about
multicoltural education as a major concern of mstmmuns pre-
paring teachers,

Encourage mgmber institutions to include in their teacher

Q * -
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education programs components aimed at‘the understanding of
* the mulficultural nature of American life and the strengths of
- ‘this diversity. . . .; . - o
Facilitate varied cooperative institutional programedesigned
to promote inter¢ultural understanding.* .

The Multicultural Education Commission was formed. On February
51971, the.Multicultural Education Commissian submitted the following
resolution: '

WHERIAS the Board of Directors of the American ASsaciation
.of Colleges for Teacher Education has recognized as or.e of the
« most critical problems in teacher preparation the lack of under-
standing and acceptance of cultural and ratial differences. and
\WHEREAS the Board of Directors has appointed a Commission on
Multicultural Education “for the purpose of fvcusing the re-
sources of its-members and the ‘Association itself to meet
- specific issues of teacher education as they apply to racial and
. ethnic midorities in the United States.” and
' \WHEREAS tue Commission was charged to “encourage member
: “institutions to include in their teacher education programs . °
components aimed at the understanding of the multicultural
nature of American life and the strengths of this diversity,”
and .
WHEREAS it is imperative that AACTE assume a major and more
effective role now in the area of multicultural education;
THEREFORE, BEIT RESO! VED e
THAT AACTE and its member institutiops. in its efforts at cur-
. } riculum and instrpttional change, establish as one of its top
s priorities provisidns for multicultural education:
THAT AACTE atfl its member institytions recommend as an
aspect of the progr role of higher educatioli in modern society
the detelopment of multicultural education;
. THAT ‘in matters such as role. identification of personnel.
° ~ evaluation of produggs of teacheg education programs, defini-
. . tion of content, of téacher educition. the full dimensions of
multicultural education be given conscious attention and ac-
. tion: THAT AACTE and its member institutions. in all its efforts
including commuhigation. research and development. accredi-
tation. internationa! education. professional development of
faculty members. lofigrange planning and evaluation. in-
fluence on decision making and teacher education. promote
activities which will respect and develop the multicultural
b aspects of world-society.??

-

20

NO ONE MODEL AMERICA—~A STATEMENT ON MULTICULTURAL
EDUCATION ¥ -
ﬁp
., an"action reflecting its commitment to alleviating social problems

.- ,thl:gugfx‘“‘(?'('!ucation. the AACTE Commission on Multicultural Education,
- formed in the afterraath of the Kent State and Jackson State tragedies, is

LRIC
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- the vutgrowth of the Association's long history of involvement in building
a more effective and humane society through the betterment of teacher
education. One of the first major works of the Commission was the develop-
- mgent qfadeﬁnitiw statement on multicultufal education. The Multicultural
« Staten »nt, No One Model American.® is*a significant product of the Com-’
missiot‘s work. The Statement, which was adopted officially in November
1972 by the AA( “TE Board of Directors, was prepared for AACTE, its mem-
ber in)&titutiuns. and other ceplers of higher learning as a guide for«
addressing the isswe of multicultural education.

Commission members caution that the term multicultural is not a
euphemism for disadvantaged. -Rather. the Statement encompasses broad
ethnic and cultural spheres. A product of Commission interaction with a
number of higher education institutions and personnei. the Statement was
presented In the interest of improving the quality of society through an
incivased social awareness on the part of teachers and teacher educators.

- The offigial Statement follows: . ' ' '

14

Text of Multicultural Statement. Multicultural education is edu-
cation' which values cultural pluralism. Multicultural education
rejects the.view that schools should seek to melt away cultural
differences or the view that schools should merely tolerate cul-
tural plutalism. Instead, multicultural education affirms that
schools should be orjiented toward the cultural enrichment of all
children and youth through prograins rooted to the preservation
atid extension of cultural diversity as a fact of life in American
Society, and it affirms that this cultural diversity is a valuable
resource that should bg preserved and extended. It affirms that
major education instithtions should strive to preserve and en-
hance cultural pluralism. “ : '

To endorse cultural pluralism is to endorse thé principle that
there is no one model American. To endorse cultural pluralism
is to understand and appreciate the differences that exist among
the nation’s citizens. It is to see these differences as a positive
torce in the continuing development of a society which professes
a wholesome respect for the intrinsic worth of every individual.
Cultural pluralism is more than a temporary accommuvdation to
placate racial and ethnic minorities. It is a concept that aims
toward 4 heightened sense of being afid of wholeness of the
entire society based‘on the unique strengths of each of its parts.

Cultural pluralism rejects hoth assimilation and separatism
as ultimate goals. The positive elements ofs culturally pluralistic
society will be realjized only ifthereis a healthy interaction among
the diverse groups which comprise the nation’s citizenry. Such
interaction enables all to share in the richness of America’s multi-
cultural heritage. Such interaction protides a means for coping
‘with intercultural tensions that are natural and cannot bé avoided
in a growing. dvnamic: society. To accept cultural pluralism is
to recognize that no gréup lives in a vacuum—that each group
exists as part of an interrelated whole.

.




Pr

e |
[

Q

ERIC

Aruitoxt provided by Eic:

o

hs

by

If cultural pluralism is so basic a quality of our culture, it
must hecome an integral part of the educational process at every
level. Education for cultural pluralism includes four major
thrusts: { 1) the teaching of values which support cultural diversity
and individual uniqueness: (2} the encouragement of the quali-
tative expansion of existing ethnic cultures and their incorpora-
tion into the mainstream of- American soticeconomic and

political life: (3) the support of explorations in alternative and

emerging life stvles: and (4] the encouragement of multicultural-
“smr. multilingualism, and multidialectism. While schools must
insure that all students are assisted in developing their skills to
function effectively in society. such a commitment should not
imply or permit the denigration of cultural differences.

"¢ Educational institutions play a major role in shaping the

attitudes and beliefs of the nation’s vouth. These institutions .

bear the heavy task of preparing each generation to assume: the
rights and responsibilities of adult life. In helping the transition
to a society that values cultural pluralism. educational institu-
tions must provide leadership for the development of individual
commitment to a social svstem where individual worth and dig-
nity are fundamental tenets. This provision means that scouols
and colleges must assure that their total educational process and
educational content reflect a commitment to cultural pluralism.
In addition. special emphasis programs must be provided where
all students are helped to understand that being different connates
n. ither superiority nor inferiority. programs where students of
various social and ethnic backgrounds may learn freely from one
another: programs that help different minority students under-
stand who they are. where they are going. and how they can make
their contribution to the saciety in which they live.

Colleges and universities engaged in the preparation of
teachers have a ventral role in the positive development of our
culturally pluralistic society. If cultural pluralism is to become
an integral part of the educational process, teachers and personnel

must be prepared in an environment where the commitment to -

multicultural education is evident. Evidence of this commitment
includes such factors as a faculty and staff of multiethnic and
multiracial +.haracter, a student body that is representative of
the culturally diverse nature of the community being served. and
a culturally pluralistic curriculum that accurately represents the
diverse multicultural nature of American society.

sulticultural education programs for teachers are more than
special courses or special learning experiences grafted onto the
standard program. The commitment to cultural pluralism must
permeate all areas of the educational experience provided for
prospective teachers.

Multicultural education reaches bevond awareness and .

understanding of cultural differences. More important than the
acceptance and support of these differences is the recognition of
the right of these different cultures to exist. The goal of cultural
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pluralism can be achieved onlyv if there is full recognition of

cultural differences and an effective educational program that

makes cultural equality real and meanipgful: The attainment of

this goal will bring a richness and quality of life that would be o

4 long step toward realizing the democratic ideals so nobly pro- -CN.g/"
claimed by the founding fathers of this nation.2®

~ «ULTICULTURAL EDUCATION IN THE EDUCATIONAL SYSTEM

The infusion of malticultural education into the educational structure
woilld be through its philosophy of education. Huw this permeates the entire
educational svstem is demonstrated in Figure 2. Curriculum, learning
materials, teachers, the educational climate—all would be infused with
multicultural educational accommodation. The cultural factors would be
understood. appreciated. and set into the educational experiences. of all
within the system. A major factor in these considerations is the ethnic groups
and cultural factors associated with them. -
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Ethnic Group Education

‘Although cultural diversity is recognized to be an aggregate of all eul-
tural variants. the AACTE Multicultural Education Project limited the scope
of its coverage to three large minority groups. The groups selected were those
on which special study already had been focused. and where there existed
an institution. agency. or channel through which further study efforts could
be made vperative. As abeginning. and as a means to a mora comprehensive
end. the project effort on competencies in multicultural education was
focused on educational problems and situations of Black Americans, Span-
ish-speaking Americans, and Native Americans. _

It may be helpful to illustrate the racial breakdown of the school en-
rollment and the proportions represented by various ethnic groups. The 1972
enrollment in the nation's schools was delineated by Samuel B. Ethridge.
director of Teacher Rights. National Education Assotiation. at the 1973
National Bilingual Institute conference.?® The data Ethridge quoted, from
National Education Association (NEA) research resources, indicated that
in 1472 the enrollment in the nation’s public schools was 44.6 million
students. The enrollment in terms of ethnic identity was as follows: "

Black Americans 6.7 million i
Spanish-speaking Americans 2.3 million e
Asian Americans 333.000
"Native Americans 322.000

\White Americans 35.5 million F )

BLACK AMERIGCAN EDUCATION

The current status of education for Black Americans may best be per-
ceived through the cumulative views of studies made during the period
1954 to the present. In 1954 the status of education for Black Americans
was set forth by Ashmore. from studies of the status and structure of bi-
racial education in the United States.®? (The studies from which Ashmore
drew his information were supported by the Fund for the Advancement
of Education of the Ford Foundetion.) Ashmore described and documented
the educational effort of the South at that time. pointing up the education
provided whites and Blacks. the magnitude of the gaps. and efforts needed
to close the gaps.. : ' o

{n 1964 Conant published his observations of schools and Black edu-
cation from his Carnegie Corporation study. The prestige and influence of
Conant had immpact in awakening educators and responsible citizens to the
intolerable and explosive condition of Black education. particularly in the
ghettoes. Conant's views were educationally provocative.*?

In 1962 Clift. Anderson, and Hullfish. as editors, presented the views
" of 14 educators and scholars in a comprehensive and candid analysis of
education for the Black American from the perspective of facets of Black
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culture with "background for thv problems. ™ Among the ten appmpnate
.goals and plans recommended were the followi ing:

1. The public as a whole must become better mturmed on the many far-

reaching facets of desegregation.

Communities should use means appmpnatv for them. in dealing with

dusesregation.

3. Resource people should be available to provide the community with

- advice regarding problem-solving techniques.

4. The moral and ethical aspects of desegregation must be cmphasm‘d suf-
ficiently.

5. Athtlldmdl changes must be made in order for de.egregation and inte-
gration to be effective. -

+ 6. Teacher-preparing institutions must provide for effective experience

which will enable toa(.hom to deal with factors of desegregation and
integration.*s

[

In 1964 Silberman, in addressing the question of the educational needs
of Blacks. sotught to put the problems of Black education in perspective with
public education for all. In addition to relating the history of education in
‘America and the status of Blacks in this country, Silberman analyzed the
circumstances, the chain of events, the writing as well as the statistics about
education for Blacks, puinting up the continued urgent need for upgrading
education to quality 1évels. %

Some statistical bac: kground about education for Black Americans from
14954-14963 was compiled by the Southern Education Reporting Setvjce,
through its publication Southern School News? and its reports such as
Southern Schools: Progress and Problems.® The data from these reports
reflect the statistical developments in education for Blacks vs. whites from
1954-1964. .

In 1971, the Education Commission of the St tes supported a project
“for the National Assessment of Educational Progr§ss.-‘° The main purpose
of the assessment was to measure change in what cHildren and young adults
know and cati do. Science, among other subjects, was assessed in 1969-
1970 and again in 1472-1973. The nature of these reports reflects the per-
formance of Blacks at different levels of education from different types of
communities, giving some characteristics of the performance of Blacks in
edu(,anonal subjects.

The majéx results of the 1970 study in science regérding the performanre
of Blacks was as follows:

Blacks performed between 12 percent and 16 percent below the
national average at the four age levels: 9, 13, 17 and young adults
(26-35). "When results were partially adjusted (“balanced") for
disproportionate representation of Blacks on the variables of size
of community. level of parental education, sex and region. the
reduced difference between Black and national performance was
between -7 percent and —10 percent at the four age levels.
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Blacks performed best on those science exercises largely de-
pendent upon daily experience and common knowledge, and

worst on those which involved a detached research attitude .

toward the objectives and phenomena of science.®

Thomas Sowell discusses public schoals, students. and Black colleges
in his recent comprehensive treatlse on the myths and tragedies in Black
education.!

In a recent analysis regarding the status.of Blacks. the Census Bureau
reports that during the period 1970-73 the Black population increased 5
percent—from 22.8 million to 23.9 million. In that same period, the nation’s
white population increased by 2 percent—from 179.5 million to 188.5
million.*? . '

The implications of these studies would indicate a greater upward
mobiiity of Blacks by virtue of numbers, improved education, growth, and
political power. and other cultural factors assocjated with the Black
presence.

MEXICAN AMERICAN EDUCATION - \

A six-vear study of the Civil Rights Commission was focused on the
education of Mexican Americans. The final report of this study, made in
February 1974.%* reflects problems in the education of all Spanish-gpeaking
Americans. The reports for the entire period of the study (1968-1974) docu-
mented different aspects of failure of education to meet thé needs of this
segment of the populatlon Among these findings, some causes of failure
were indicated: /

1. Students must attnnd schools separate from their Anglo counterpar!s.
- isolating them by districts and within districts.
2. Teachers and counselors are underrepresented in decision-making

positions. In addition. parents of these children are largely excluded
from participation in school affairs. .

3. Language and culture of the Spanish-speaking American group are

being ignored and even suppressed by schools. School curriculum rarely
includes programs or courses designed to. meet the particular needs of
these students.
4. The-e is um-quul school financing. Schools for Chicano children are
_ underfinanced in comparison to schools_ in the same section financed
for Anglo-American children. with Chicano parents bearmg a heavier
financial burden for schooling.
5. The quality of interaction between the students ard teachers degrades
. and downgrades the Spanish-speaking child.*

" The sixth-vear report examined two other basic questions: What aspects
of the schools’ educational program and staffing patterns bear on the schools’
failure to provide equal educational opportunity to Mexican American
children?; and What changes in educational policy and practices at the
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local. state. and national levels are needed to bring about equal educational

opportunity ? ’
The five areas of study in the sixth-year report Were examined in terms

of its effect on the Mexican American child. Those five areas of study in-
cluded: '

1. Curriculum- the educational program of the school

2. Three widespread school practices—grade retention, ability grouping.

end assignment to classes for the educable mentally retarded

3. Teacher education

4. Kind of counseling afforded Mexican American children

5, Civil rights of Mexican American children-and their right.to eéqual edu-
cational opportunity .4

.. The resilts of the above areas of study and the recommendations made
by the Civil Rights Commission can be found in Appendix I1.

- EDUCATION OF NATIVE AMERICAN CHILDREN 1973

« Native American children attend public, fedural, private, and mission

\ schools. In fiscal vear 1973 there were 187,613 Native American students,

aged 5 to 18 years, inclusive, enrolled in these schools in the United States.
In nine states. the education of Native American chfldren is the respon-
sibility- of the state {California. Idaho, Michigan, Minnesota, Nebraska.
Oregon. Texas. Washington. and Wisconsin).
In 1973 over 62 percent of all school-aged (5-18) Native American chil-
dren attended public schools (68.5 percent in public schools. 25.6 percent
in federal schools, and 5.9 percent in mission or other schools).*

The Multicultural Education/Competency-Based
Teacher Education Project

The Multicultural Education’Competency-Based Teacher Education
Project was developed jointly by the AACTE Commission on Multicultural
Education and the AACTE Performance-Based Teacher ‘Education Com-
mittee to explore the potential of competency-based teacher education
(CBTE) with respect to the preparation of teachers-in and for multicultural
school settings. , : '

Two critical situations justified the Project: (a) wide variation existing

- in the education afforded to young people of various cultural and ethnic

groups. and (b) the inadequate preparation of teachers. Although significant
efforts in assessing and dealing with the problems of educational content
and strategies in a culturally diverse society have already been made by
agencies such as the Teacher Corps. the National Center for the Improve-
ment of Edu.kcatiunal Systems, and the Career Opportunities Project. the

.\lulli(:ultural.(,‘ETE Project has attempted to synthesize the results of these

\\
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- separate and diverse studies by focusing broadly on the generic concerns
and needs of all ethnic and cultural groups.” :

In America various cultures have been viewed to exist in isolation.
Often these isolatipns have been geographical or intellectual andior emo-
tional. The education of the children of these groups has rarely included -
caming experiences which include substantive positive contributions of
all groups in the culture as well as provide interaction with members. of
other cultures and ethnic backgrounds. The education of all children has
suffered as aresult.

P The Project rests on two basic premises: (a) teachers need certain
competencies accommodating cultural diversity to function in any situa-
tion: once these competencies have been identified. they must be incor-
porated into preservice and inservice programs: and (b) teachers need
certain unique competencies in order to teach in culturally diverse situa-

. tions. The competencies can be classified into two categories: (a) compe-

{" . tencies generalizable to the teaching of all groups. and (b) competencies
that an differ among groups. . , .

Competency-based teacher education programs are being implemented
in a number of colleges and universities. These programs presuppoSe the
identification and demonstration of prerequisite teacher competencies be-
fore trainees can successfully complete the program. While this approach
has demonstrated promise for teacher educators. its potential has been only
superficially explored with respect to preparing teachers for multicultural
settings. according to CBTE advucates.

28
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. PURPOSE AND RESULTS OF WRITING CONFERENCE

The method of procediire for obtaining the needed information to ac-
complish the objectives of the project was through a wrifing conference.
the end result of which is this publication. The purposes of the AACTE
Multicultural Writing Conference were—

1. to identifv teacher competencies needed by all teachers to
teach in a culturally diverse society;
2. to identifv teacher competencies needed by teachers to teach
culturally different vouth: :
. to explore the potential of competency-based teacher educa-
tion as a strategy for prepaning teachers to work effectively
i with children of diverse ciltural backgrounds: and
v 4. to-formulate recommendations. for the improvement of pre-
service and inservice preparation programs, whatever their
tvpe.

w

[

DEFINITIONS AND BASIC ASSUMPTIONS FOR THE WRITING
CONFERENCE

: For purposes of clarification and consistency in thought, and as a part
of the preliminary planning procedure. membets of the Multicultura/CBTE

o
o



Qtwnng ‘Committee found it necessary to formulate mutual definitions and
make basic assumptions prior to the Writing Conference. Those definitions

and basic assumptions were the following:

" Definitions or Basic Constructs Y

L

1

2

i

What is tguching? Causing learning to occur. .

What is learning? Process of affecting changes in the or-
ganismijc functions resulting in the development or modifica-
tion o. Hehavior. . .

. What is competency? Mastery of a relevant body. scope, and

field of knowledge. high-level skiil inapplying that knowledge
ta affect specified learning outcomes. mastery of behavior
mcdifications. strategies for causing desired learning out-
. tomes at an assessed level of performance in orchestrating

these factors to affect the outcomes. . N

leasic Assumptions

. Based on itNormation documented from niany sources and

statements regarding teacher contipetencies, it is assumed that
there are certain acts. procedures. and characteristics of teach-
ing. the performance and essentiality of whxch are considered
to constitute and deﬁne level of teaching competence.

. Teaching competence is what autherities say and seem to

agree on defining it to be—mcludmg mastery of a body of
knowledge. hitth-level skill in applying that knowledge to af-
fect learning. mastery of knowledge of behavior modifications
with strategies for causing desired learning to occur—and the
level of performance in orchestrating these factm‘s in affecting
outcomes.

. Effectiveness of teaching performance can be assumed. eval-

uatedsor measured and can provide an index of lave!l of teach-

ing competence in modules and domains of learning.

There are ceft®in teaching competencies related to cultural

diversity—evidenced through—

1. teaching effectiveness with curriculum content made rele-
vant by inculcating diverse cultural considerations in the
curriculum and instructional programs in any situation
{encompassing competencies that all teachers need);

2. teachingeffectiveness involving the teacher's personal sen-
sitivity through personal cultural identity for working in
cultural setting different from one's own:

3. teaching effectiveness involving the teacher's personal
sensitivity through personal cultural and self-identity f(E
working in a cultural setting the same as one's own.

There are certain unique competencies needed by teachers
who teach culturally different children:

1. Competencies that might differ from group to group
2. Competencies that are generalizable to teaching all groups

F
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. THIS PUBLICATION T v :

The working papers ot the Wiiting Co kﬁm mummmvth(‘ substantive ¥
information of the Project iand the core of this book. This publication will
- hopetully become an impdrtant* resource in support of the effort to-bring
improved educational services to all children and vouth. This pufrhratmn
will be ot continuing benefit to educators working to improve Qxfglin pro-~
gQrams oF start new ones. Other positive results fhay be tunhf.‘d‘p‘tg’ as a
, result of the anticipated dialogue and interaction amu% educ: a“rg&whu will .
" be working en Ah.ned problems and conecerns. .
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INTRODUCTION

.

Multicultural education is the structuring of educational priorities,
commitments, and processes to reflect the reality of cultural pluralism as )
a fact+of life in the United States. Educational priorities must focus on
developing and maintaining an awareness of cultural diversity as reflected
by individuals, groups. and communities. It. requires the commitment of  °
educators to the basic concept of diversity as it is expressed through
dimensional aspects of ethnicity and cultural group lifestyles. Multicultural
education recognizes that the maintenance of cultural diversity is crucial
not only to a particular group’s survival, but to the basic teiiets that sup-
port the democratic ideal. : R g
Multicultural education values differences and fosters the development
of an appreciation for these differences. It further recognizes similarities
that exist among and between individuals and groups. It is the prime -
responsibility of education to internalize those attitudes and behaviors
that are-crucial to the elimination of unequal treatment based on physical
appearance, behavior, and lifestyles. The elimination of racism and racist 35
- practices in this society is a major responsibility in teacher training insti-
* tutions and schools. . .

The Need for Multicultural Education

The need for multiculturalism in education is multidimensional. It

- concerns itself with relatiohships between pupil and teacher, parent and
teacher, teacher and community; and the host of interpersonal and intra-
personal relationships that are central to the educational process. Maxi-
mum utdization of the benefits that accrue from these relationships re-
quires ‘i atmosphere of mutual respect and acceptance. It is not enough
to understand cultural differences that may be involved. What is required— - — —
is the positive endorsement of such-differences. ~ R

“"Multicultural education provides such leverage by recognizing the
plurality of the ethnic and cultural backgrounds of individuals, accepting
such plurality and building upon it} thus enriching the total society. The
panel-of Black American writer-editors recognizes that monoculturalism or -
ethnocéntrism has been in vogue for such a long time that drawing upon
the rich cultural and“ethnic diversity of our nation is a difficult but neces-
sary task, Fortunately a dramatic response to the debilitating effects of these
two “isms’’ can be multicultural education.

Multicuituralism must permeate all aspects of teacher training. There-
fore, experiences pruvided for teacher interns, inservice teachers, and
teacher trainers must reflect multicultural cancepts. The concern here is
not only directed at the teacher intern or teacher, but includes those edu-
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cators responsible tor designing, structuring, implementing, and assessing

teacher training programs.

Presently. teacher preparation is structured to perpetuate the status
quo. The status quo approach has not provided the type of teacher needed
tor prep. ring individuals to function as educators in today’s society. There-

. tore, fundamental restructuring of teacher training programs is required if
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teachers are to be trained and prepared with the necessary skills, attitudes,
and behaviors that will allow tor children to have the freedom to learn and
live a tull lite in a culturally pluralistic environment. Approaches used in
teacher education are not as important as the quality of the product—the

- product being a teacher who is capable of implementing the objective

necessary tor satistying the requiremenis of multicultural education. This
implies that competency-based teacher education (CBTE) is one approach
that may be utilized to obtain these goals and objectives. However, con-
sideration must be given to the reality that CBTE can be employed in teacher
education and not address itself to multicultural constructs. Compgtency-
based teacher education, if plgined and programmed for multicultural
reality, can be an appropriate &ehicle for it. Regardless of the approach
utilized, there are some basic considerations that all teacher training pro-
grams nevd to inciude if multicultural education is to become a reality.

v

BASIC CONSIDERATIONS FOR TEACHER TRAINING PROGRAMS

1. Establishing a knowledge base
This component is viewed as a means through which individuals involved
in the learning process can explore and learn about culture. Individuals,
teacher educators, or prospective teachers are obligated to become
knowledgeable about their own culture—the effect it has made upon
their individual lifestyles and personalities..as well as what they have
contributed oward the development and maintenance of their particu-
lar culture. They are then ready to expand this knowledge base by.ex-
ploring and learning about other cultures, This exploration is an all-

————*—encompassing task, and one that must be individu lly prescribed. An

o«

exploration may include historical background, cultural aspects, and any
other areas considered éssential toward building an individual’s knowl-
edge base. . '
2. Developing a supportive philosophy :
It is assumed that as individuals move from the first stage, they will
begin to develop the sensitivity and awareness level that is a requisite
for philosophical consideration of multiculturalism. A supporting
. philosophy is extremely necessary because it determines the attitudes
and/or perceptions individuals may have about the concept of diversity.
This stage is essential for the implementation of multicultural educatiort.
3. Implementing multicultural learning experiences ‘
The implementation stage involves the strategies, techniques, methods,
and evaluation procedures used in the learning environment. It is at this
point that the attitude and behavior of those involved in the process of
learning are seen in “‘product” form. It is here that the ability to design
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and plan for academic achnevement and social m@ractnon is evident. !
Nonracist behavior will serve to embrace the learning environment and *.
allow the learner to fur.rtion productively in an atmosphere of equality
and freedom :

i

A o

Position Papers on the Black Perspective

. - The aforementioned views are those of several Black writers, con-
sultants, and a panel of Black writer-editors selected by AACTE to present
a Black perspective on multicultural education and CBTE. These views are
“expanded in the frilowing position papers that have been written by Asa
G. Hilliard, Allen R. Sullivan, L. Eudora Pettigrew, Cordell Wynn, and Helen

~ Vance Foster and Norman R. Dixon.

Hilliard’s paper on restructuring teacher education for multicultural
imperatives is an overview. It contains definitions, a rationale, a discussion
of general aims, methods, and content, and key recommendations for the
tmplementanon of multiculturalism n teacher education. His discussion .
goes beyond the description of program objectives and includes a treatment
of the idea of individualizing instruction for teachers who vary considerably
along the .principal dimensions of multiculturally experienced sensitivity
and skill. In addition, Hilliard describes the special environmental support
and system which will permit monocultural teachers to become free enough
‘to deal honestly with the sensitive matter of self-evaluation. Of special
interest here is the author’s observations regarding some common re-
sponses of teachers as they progress through programs. These responses
“should be quickly fecognized by those who have had long experience in
teaching for multicultural objectives. Hilliard deals with competency areas
without developing the specific competencies in great detail. Papers that
follow are more specific in this area. The aythor then argues-for-a-redefini——
——————tmmfpérformance 6f competence in PBTE away from atomism and toward
more clustering.

Hilliard’s general position leads into the position taken by each of the

“members of the Black writing. committee. Multicultural competencies are

considered to be generic. However, from a Black perspective, many essen-

-+ tial generic competencies are missing from most programs of teacher edu-

cation, and few programs as now established are able to offer the reqmred
teacher education.

Sullivan discusses “Cultural Competence and Confidence: A Quest Yor

Effective Teaching in a*Pluralistic Society.” As a prelude to his treatment

of competency-based teacher-education, he reviews six study-group pro-

posals that provide a historical context for the vicissitudes of American

<. education. These proposals range from those of the Committee on the

' Reorganization of Secondary Education’s Cardinal Principles of Secondary
" Education to Frederick Mayer’s ““broad goals of education.”

Sullivan cites these proposals as being more rhetorical than realistic.
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.- He presents a realistic approach in his views on CBTE and specific reference
is made to the enhancement of minority youth educational experiences via
this dpproach. Sullivan’s discussion of *'Racial-Cultural Challenges to
_ Competency-Based Teacher Education’” is a response to criticisms in which
Fe . many readers have expressed an interest. CBTE's limitations in terms of
student spontaneity or creativity are also cited. Last, he presents several
other issues under the rubric: “Teaching Competencies from a Black Per-
spective,” These issues range from racism, language, and the visibility of
minorities, to the atfirmation of minorities. '
_ “The urban school . . . as a learning environment has not provided
tor the acquisition of compeiencies by ethnic minority pupils in the com-
petitive marketplace,” according to Pettigrew: She contends that “it is im- .
“perative that teachers recognize the influence they exert” if a Ieafmg_!gw%_@
_environment is to be structured to counteract the afgrementicigd defigan- "
cies. Pettigrew emphasizes that teacher concetsfand influences should
- “toster academic growth and achievement "Within a multicultural setting.”
Competency-based teacher education is cited as the kind of learning en-
viropment that emphasizes the competence of teachers and the success-
Jul-shcial, physical, emotional and intellectual growth of learners—
necessary ingredients for.a good leatning environment. In presenting the ™~
38 larger issue of competencies for all teachers, regardless of culture or eth-
" nicity, Pettigrew states that “faulty learning is the product of a classroom -
environment rather than a faulty student.”” Some other issues that Pettigrew
" presents are: the lack of empirical evidence reflecting a direct relationship
_between multicultural school settings and minority pupils’ achievements;
and the accent that muilticultural education places on diffegefices rather -
than difierences and similarities. She also highlights assessment procedures
*.___in.CBRIE. indicating that they.are designed to-"*minimize the €ffects of nega-
- tive teacher expectations about minority children.” ..
Wynn has conceptualized, in his paper, a comprehensi'\')e frame “of
reference that facilitates a broad understanding of CBTE as a viable strategy
for ettectively establishing a commitment to mult’ -ultural education. Atten-
tion is tocused vn the change role of the teacher and learner in emphasizing
the importance of collaboratively identifying specified competencies
needed by all teachers to teach effectively in a culturally diverse society.
A common thread runs throughout his paper that parallels the competence
of the teacher as a facilitator of learning and the quality of the curriculum
as an initial focus in designing and implementing multicultural ‘teacher
education programs. ) -

- ~ Wynn views quality control as a primary element of CBTE as it provides
a way of monitoring the skill levels and pregress of learners. He sees this
educational process as a systematic way for insuring consistent and efficient
teaching in a pluralistic society? Much attention is addressed to sharpening
the focus of CBTE as a procedure that changes education from an “art” to
a '‘science.”

P
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The paper by Foster and Dixon focuses on competencies in the area -

of assessment that teachers need to develop in order to function in a multi-
cultural education system. The paper briefly reviews the social and cultural
biases of standardized tests and develops areas of assessment in which
teachers can be educated in order to function adequately in a diagnostic
and perceptive program of multicultural education. Within this framework,
general and broad competencies are established dealing with mental growth
and achievement. The writers disc.:ss how periodic evaluations that include
both objective measurement and structured observat:ons are established
part of as¥éssment programs.

iy
* Foster and Dixon then suggest teacher respons;bnlntues for developing

“adequate skills in test construction, the selection of evaluation instruments,
and the use of interpretations of evaluative data. This indudes communi-

cating such testing information to students and parents as well as educa-
tional program planning. It is through such progression that achievement
can be charted to serve as rewards for behavior as well as to point out the
needs in the educational program for more effective assistance for Black

. children. In this manner, education can be developed to be more realistic
than it has been in assisting the learner from a multicultural background .

to become a real achiever in both cognitive and affective growth.

- - - .

i
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CHAPTER ]
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.

- RESTRUCTURING TEACHER EDUCATION
FOR' MULTICULTURAL IMPERATIVES "

-
-

-

Asa G. Hilliard
. Dean, School of Education
San Francisco State University

Ralph Ellison has explored and developed the concept of “invisible
man."! This concept seems to be commonplace now. Yet. withif the United
States, minority cultures were simply not seen or taken seriously for many
vears. It was then possible for many Americans to maintain the myth of the
United States as a complete meiting pot. A few mainstream Americans
talked about cultural differences as a part of America, but this was largely
in the abstract. : ' —

Combining that abstraction with the way experience was presented in
the mass media. it certainly did seem as though the United States was a
melting pot. Likewise. to look at the board of directors of a large corpora-
tion. the top leadership in politics and government, and the top leadership
in the educational establishment was testimonial to a sterile and crippling
sameness in American life. Many cultural groups were simply left out.

Since the late 60s, there has been a small crack in the facade of
America. the melting pot. Self-conscious activism permeates many areas of
American life among minorities. Affirmative action in hiring has resulted
in more of a mosaic for America, albeit a limited one. The events of the
past few vears in America have made it easier and more possible for edu-
cators to deal with multiculturalism in our schools.

Many people have had the View that.schools were somehow isolated
from the normal cultural milieu. In fact. schools more than anything else
are reflections of processes that go on in the culture at large. We are the
same citizens who participate in other areas of American life. It is unlikely,
as Gearge Counts suggested many years ago, that it will be schools that will

“*dare to build a new social order.’"? Schools cannot operate independently
.of the culture as a whole, and schools tend not to be the most potent seg-

inent offour society anyway. We must do our job better by preparing stu-

MY .
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dents who have the skills, attitudes. and understandings to survive and to
enhance their lives and to develop concern for the growth of thejr fellows.
1 would settle tor these modest objectives. 1 hope that we now are ready to
deal realistically with multicultural imperatives in education.

Symptoms of the problems stemming from our failure to deal with our
varied pupil population are everywhere apparent. Yet we cannot talk about
multicultural education assuming that there is a ‘common understanding
when the term is used. Therefore. it is necessary to clarify the basic issues
and definitions.

_' Somé Definitions

-

One impediment to the development of better teacher education is the
general fuzziness of terms and constructs which we use. Multicultural
teacher education, ;wrfnrnmmc--b(lse-d teacher education, and other com-

monly used terms have varying meanings and are used in highly idiosyn-

cratic ways by educators. Not only are the terms fuzzy, but there is also
no generally accepted taxonomy for this area of inquiry which we loosely
call teacher education. Therefore. it is necessary to uffur some tentative
definitions of terms used here,

Multicultural: The term multicultural is used lwrv to define a society—
in this case the United States—made up of a number of cultural groups
based upon race. ethnicity. religion. language. nationality. income. etc.
Multiculturalism here is not 2 euphemism for the term minority.

Multicultural Education: Multicultural education is used here to mean
learning about various cultural groups. Ethnic studies programs and cultural
appreciation studies are examples.

Multicultural Teacher Education: The term multicultural teacher
education means the focus in teacher education which is designed to help
teachers to function effectively with pupils in a culturally diverse society.
The focus here is upon teaching behavior that facilitates or retards pupil
growth. This does not refer to teacher education exclusively for working
with a‘single cultural group. either by a member of the single group or by
a person external to the group. The fundamental assumption here is that

‘teachers can improve their teaching of school subjects to their own or

other cultural ‘groups if the appropriate attitudes. cultural experiences,

. and self-understanding are present,

- Performance-Bused Teacher Education: The terms performance- buqu
lenche-r pdy(mmn (PBTE) and competency-based teacher education (CBTE)
are used interchangeably. Both are used to describe teacher education pro-
grams which attempt to specify, to the extent possible and as clearly as

possible. teaching behavinrs which impede or pmmote pupil gro th. Per- .

than to lsolated Sklllb A performance haq meamng and muet u‘ltn tely be
demnnstrated in clinical situations—in the school envuronment n3 simply
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in a teacher training seminar or conference. A performance includes but
is not limited to face-to-face. teacher-pupil interaction: It also includes all
‘other areas of teaching activity such as conferring with parents and peers.
maluatmg tests and records. assessing the learning environment. and using
community resources. Teaching is moré than the sum of individual compe--
tencies. Effective teaching performance will always require a selective and
creative blending by teachers of skills, attlludes and understandings which
\.nll be reflected in pupil gains.

-

. On the Interface between PBTE and Multicultural
Teachker Education -

For many Black ~ducators. PBTE along with PBE has aroused suspicions
and mistrust. Althvagh the reason for this mistrust is not altogether clear,
several possible explanationis exist. First. there has been little indication
-that the leaders in the early days of the movement saw multicultural teach-
ing as a priority concern. They regarded the development of a generic set

_ of competencies as the answet to minority concerns. The problem was that
- . few Blacks could find evidence in any of the PBTE materials that teachers
would learn the vital things pertaining to the teachers’ adequacy for work
42 with children whose cultures differed from their own. Undoubtedly, PBTE
vomes in for sume suspicion too-because of its perceived and sumetimes
" actually happyv acceptance of behaviorism as its theoretical base. The
atomistic and mechanistic dependency is mlmlcablp to the leammg and

general cuiteral stvle of Black people.

Blacks tend to trust more in holistic appmarhes gestalts, appmx:ma-
tions. and person-centered modes. For most Blacks, bad teaching or oppres-
sive teaching is most often less a matter of a teacher's deficit in commonly
practiced teaching skills than a matter of the reflection of a teacher’s funda-’
mental negative feelings about or negative expectations for Black children.
Skilled teachers may often fail or be unable or unwilling to apply generic
teaching skills equitably to minority children. With PBTE practitioners

*ignoring these conditions by design. by default, or by expressing inability
and perplexity-in the area gf attitude change. the grounds for a basic lack
of faith in PBTF. hecome &ear. Perhaps there are other reasons as well.
However. PBTE might rapidly gain more acceptance among Black parents
and educators if this highly ballvhooed magical movement could be shown
to result in Black children's learning to read. compute, and succeed gen-
erally in school where there has been only a long line of teaching failures
before. Successful teaching performance reflected by pupil growth must

... " precede the accolades! We have had too many. fads in education.

Multiculturalism in Education' What is the Real Issue?

\\ *America is made up of m\pny cultures. The benefits of citizenship are
'\ dlstnbuted unevenly among tl'\ese groups. Symptoms of inequity are easy

'[Kc | \
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" to spot. For the peor and many ethnic or racial minorities. we educators
-seen abnormally’ high drop-out rates. extremely poor attendance at school,
+ very limited participation in the curricular or co-curticular school program,

disproportivnately higher representation in “educationally handicapped'-

progranms, disproportionately lower representation in “gifted” programs,
and strange phenomena such as a decrease in intelligence quotient with
age for Black children who were at the same level as white children on

me dsurM of infant intelligence taken during the first 15 months of life. The

tist p.,(w;% on. and it shows that some subgroups in our country are’still in
real trgluble. Why? \i.m\ educators and souial researchers have sought the
m's\wi' by attemipting to study the culture in trouble to find out why it is
“defidient” or il Millions of dollars of federal and private money have
been kpvnt to follow leads growing out of the deficit or pathology hypnthpsn
Explanations based upon deficit and pathology hay e claimed the mainstream
of professional attention. Converselv, little or no professional aitention has
been paid to the study of means by which subcultures are victimized orthe
e waf in which*victimization influences behavior. This distinction ¢ oncerning
- thq! origin of the problem is critical. since the adoption of either explanation
whll lead educators to a quite different set of expectations for the affected
students and a different set of professional responses to problems.

Turmoil characterizes the educational scene in many other ways such
. @s (a) the recent law decision in the federal courts requiring instruciion
fur students in their native language:® (b) the Detroit Board of hduu{&l(m
prupnsal {February 1974) to require multicultural teacher training for
faculties in schools having 25 percent or more minority pupil population;
(¢} the U8, Civil Rights Commission study showing that white teachers
tend not even to look at Chjcano children in classrooms:* (d) the Bay Area
Association of Black Psychologists and NAACP case of Larry P., which re-
sulted in a moratorium on group psyvchological testing in California because
of clear abuses where Black children were concerned:® and (e} the national
distribution of a disproportionate number of Black male students in classes
for the “retarded” or “emo: onally handicapped.” These examples are all
clear indications of the ronts of concern which bring us+toe consider multi-
cultural teacher education. Damage is being done in educational institu-
tions to minority populations. Herein lies the problem.

The real issue in multicultural education is how to gain a clear sense
of cultural dyvnamics as they affect education and how to develop offective
strategies for guaranteeing real equity in educational opportunity for gll.
For some educators. multicultural education is simply a matter of infusing
regular school content with material which deals with different customs,

———- dress. food. or other matters which fall under the label of cultural appre-
ciation. This is a-very limited perspective and will contribute little to the

v solution of the fundamentat problem of inequity. The main reason is that

it leates out consideration of individual and institutional racism or other

prejudice as part of the foundation for victimization. As painful as it may -
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be to deal with racism and other prejudice. it is impossible to approach

problems realisticallv while ignoring these matterS. To do so is to be like

the man who was looking for a lost coin two blocks away from where it |

was lost because the Jight was better at the new spot. If he were to continue
in that way. the problem could never be solved. Similarly, educators must

deal directly with the problem where it is.
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Our tash as professionals is not only to help others but also to deal
with ourselves as well. Self-diagnosis and remediation are necegsary in
order to see ourselves accurately and to function properly as a part of the
dvnamics of the school. We simply cannot take a detached academic or
uninvolved look at the school context. We affect it and are affected by it
as well as by other aspects of our culture. ‘

K »

The Essential Multicultural Content for
Teacher Education '

Given the fact that most teachers will ultimately function in sun;e; kind

of culturaily heterogéneous environment and the fact that there isa problem

in gaining equality of opportunity for some groups within cur culture, what

are the cssential multicultural content and understandings for teaching «

education programs? "y
ESSENTIAL UNDERSTANDINGS . .

1. The Teaching Process Is Always a Cross-Cultural Encounter.
Teachors are representatives of a particular configuration of subcultures.

Age. sotioeconomic status, geographical background, education, belief -

systems, are examples of sources of a teacher's cultural configuration. It
is out of this unique cultural configuration that the teacher notices varia-
tions among students a1 1 frames questions, develops expectations, and

plans action. Similarly. each student brings a unique configuration as b

4 basis for perceiving and responding. Therefore, when a teacher and a
student meet each other to deal with learning tasks. it is not simply a matter
of academic. content which must be handled. In fact. the very s:lection of
content to be considered, the way in which that content is to be con-
sidered. and the usesto which the content is to be put are all influenced
by what teacher and student bring to the context. ( ‘onsequently. it bécomes
important that teachers experience enough to expect a cultural encounter
su that they do not make errors in assessing classroom dynamics. Teachers
must feel in their bones that each student in a given class is having a unique
rather than standard experionce. and that the teachers’ own experience is
equally unique. To understand this is to see how meaningless a question
such as the following can be when discussed in the abstract. “*What should
a teacher do when a stedent is disrespectful of the rights of others?” Which
teacher? Which student? Which context?




: \ Ce The tva"m'r' e primary professional tool” in a classroom. As seen

above, there is na “standard"" teacher. 'loa(.hers vary in the ways ment,loned

-~ above and in several other significant, patsonal ways. Teachers do not have

the same elf-concepts and motivations. They are not alike in terms of cour-
age. fpar, comfott. threat. lonefiness: guilt; personal growth, personal deficit,*
lifestvles, feelings of power. or powerlessness. These and other dimensions
of tearhors ‘personal configurations bear heavily upon the interchange which
. takes plage between them and pupils and have' positive or negative effects
upun pupil growthdindependent of course organization, school physical
Eq( ilities, textual materials. etc. -

3

‘3. All Teaching Tools Are Culture Bound. e

-~

The easy availability and slick.format of most standardized teaching

touls such as tests. textbooks. and courses of study tend to mask the fact -
" that the orientation of Jeac hing tools favors the mainstream”of American
u{ltun‘ Ecoaomically and admnisiratively this makes for a smlple straight.
forward process of education. But this ignores differences and sénds tigka-
tive messages to the poor and to racial and ethnic minorities. These groups
; readily sense that the\hare being. ignored, that théy are not being valued,
"»and that they are in an oppreqswu entironment when the schooi as a major-
cultural institution is Qperamd as if their cultures do not exist. Teachers
in training must undetstand how the tools are culture bound and th% nmpact
~ that this has upon students. .

‘4. The Clussmnm Is Not a Benign Context but a Potent Mutn‘x.

Too little attention has_been paid to the real world of the classroom.
Philip Cusick spent several months as a “participant-observer” in a high
school subgroup.® What emerges from his report is a picture in clear relief
of the scheol and classroom culture. Even to experienced teachers, he pre-
sents new information on “invisjble activities' of high school students,
Even though many teachers have little awareness of much that goes on
among sfudents, the students themselves are often acutely aware of ‘vhat
is happering to them. In every classroom the following thmgs occur diy ~tly
and indirectly. Teachers and students become involved’in judgmants,
sanctions, rewards, labeling. comrol of time. control of space. naving )

“sattentiop. blaming. intimidation (usmg knovledge, power, or status), em-
ploying patefnalism..valuing, loving, selection of vontent for study. selec.
tioh of means of academic presentation. mcludlng others in activities,
excluding or isolating others. and so on ad infinitum. It is precisely through
these activities that conscious or unconscious inequity can intrude into
the transactions among teachers and students. There is literzlly no escape
for the student who is victimized by the unequal or nonculture-speciic

. apblication of these processes. Similarly. this tends to expiain the “greased
slide” for students who happen to be in the proper rut. A teaches training
pfogram must cause these processes to be fully eliminated

Q ‘ . 6 H .
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*5.. Teachers Must Understand How the Student Can Be a Victim. .
It is important that teachers understand and recognize wheii students
respond as victims or oppressive tonditions. as opposed to responses to
.pgreeived pathology. A school environment which exhibits indifference to -
a student's culture. one in which the deuk is seen as stacked or one in .
which the tules of the game favor other cultures most of the time is in fact
an oppressive vnvironment. Oppressed students are skilled at detecting -
not only ditect-oppression but also the very subtle or unconscious acts |
of oppression as well. There are a ‘Jew potant eptions available to those
students even though they do nof control the environment. make the rules.
or set the standards. There are many possible responses which may give the
. students some psychological relief and may even affect the environment.

* ,They may strike out aggressively, sometimes indiscriminately, at real or

imagined tormentors. : Lo

_ Assertive behavior may be verbal. physical, or manipulative. such as
the contest of Wills often occurring between teachers and students in
classrooms. While the aggressive behavior is not socially desirable.”
neither is it necessarily evidence of pathology. It simply is for some
students the only way they 'see open to them to cope. Thomas Hilliard,

" ‘in a study of Black student activists.” found. them to be more healthy psy-

chologicalty than students who made Wo particular response to their
oppressed condition. There is a suggestion here that the student who'is ill
niay~aell be the one in a second category,, This is the one who perceives
no prob%®m when there really is a problem or the one who. seeing the
‘pfoblem. simply vieids. Often teachers tend to treat the student who strikes
back as bizarre and the-ofie who vields as healthy. It is certainly easier
to deal with the quiet one. If. however. teachers recognize aggressive be-
havior as a symptom. they may be able to help a student find ways to develop
more effective strategies for, survival and enhancement.’ Further. teachers
who understand will not tacitly sanction withdrawal behavior by accepting
it as normative and desirable.

6. Teachers Must Understand That All Minds Are Eqﬁally Complex.

Teachers must see how every complex mind demonstrates its potential
with the material and problems which it must confront in its own cultural
setting. The universality of mental operations and skill and the specificity
or relativity of, cultural content is carefully documented in Levi-Strauss’
The Savage Mind.* Depth experiences in relevant professional literature
and experience with students from different cultures are essential for
developing a real respect for and understanding of the real potential of
all students.

7. Teachers Must Be Helped to Understand That the Poor and Racial or
Ethnic Minorities Can and Actually Have Been Able to Learn at the
Same Level as Others When the Proper Environmental Support Was
Provided. - ST

A Berkeley. California high school teacher of mathematics was abl.
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" to demonstrate that Black elemeftary school children were able to master
.abstract mathematical processes at @ level precisely equal to thair white
middle-clads ¢ ounterparts, with ng dpulm,ws for cultural difference. F urther,

t these poor. low-achieving. ghetto, “failing™ students mastered many
" college-level mathematical skills.* If teachers know that these things happen
frequently. their level of expectation and strategies will certainly be roflec-

tive of that understanding.

"8. Teachers Must U ‘nderstand T hut Learning Is Related o a Sense of mer
Over Some of the Furces \Which Impinge Upon QOur Lives.

Mativation is low when students feel powerless, and. vice versa. Y
. Charnpfsky* has prvwnted a full treatment of the role of power and pn\wr-
lessness in learning across all groups. Freire'™ has treated the same subject” 'M‘f
frggn a slightly ditferent perspective. Both authors. however, demonstrate
& the connection clearly. e 3

Tedchers Must Understand How Their Own Expectations Are
Determining Factors in Building a Climate for Growth of Students. .

Rosgnthal and Jacobson have studied this phenomenon and described
it in Pvamalion insthe Classroom 1t Rist corpoborates this.'* Even when
criticisms ot their @xperimental design or statistical procedures wave been
taken into acgount, the principle refains and reaffirms what many writers,
teachers. and other students of human behavior have found in their daily
tives and work: A part of what we all are is determined by the kind of feed-
. back which we get from others. Victimized students require positive and
accurate feddback if they are to grow. .

d
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100 Teacheas Must Intimately Understand the Culture of Their Students’

Clear communication. the possibilitv of understét{ding students and
being understood by them. requires an intimate knowledge of and invalve-
ment in the culture ot the students.

> Essential Skills for Multicultural Teacher Education

Programs of teacher education must insure that. among other thmgs
1he following skills are developed by teachers for teac hing students from
cultures different trom thcll‘ vwi,

)
1. The »)bllm te Communicate & ith Students from Qther Cultuges

This skill must be demonstrated by teachers in training. and, validated
with feedback by students wha are being served and by lay persons and pro-
fessionals fraty other cultures. Communication has occurred only when all
. pagtiessty th ‘effort have been engaged. This feedback must be provided
fur as a-part of the training prng\mm . '

2, Dmgnn.szm, the Anowledge and Abilities of Students from Other Cultuies
'I'vm'he-r education programs must provide for teachers the opportunity

"l his math .program has now received federal funding nationwide and 1s known as
Pruw(l Sred .
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to demonstrate that they are able.to glean relevant data regarding studentd”
ability. interests. values, concerns.and perception of the school.
3. Skill in the Evaluation of Professional Literature Bearing upon Multi-
cultural Education Problems ’ '
Teachers. as consumers and interpreters of professional literature. must

_ be able to deal critically with that material in order to find and utilize rele-.

vant information and to detect distortion, inaccuracy. and .incomplete
infurmation. This is especially important in view of some of the exploitative
rescarch and program develupment which has been done and which is

. sometimes cited in professional literature, Teachers should be helped to

detect racism and exploitation in research and not to be awed by pseudo-
scholarship which is sometimes used to cover inadequate research. This
new-found critical skill should be exercised by teachers to analyze text-

_books for racism and sexism and heighten student awareness to their

existence. ‘ °

4. Self-Diagnosis <

Teachersmust be helped to demonstrate skill in self-diagnosis regarding
their own behavior in a multicultural < ontext. For example, they must be
able-to recognize when they begin to toster dependency in students grow-
ing out of the teachers’ need to be needed. They must recognize when
they are projecting their fears and insecurities on the students. They must
recognize when they live vicariously throngh students and support nggaie
tive. student behaviors for that reason. Many such teacher behaviors fust
be examined. understood and. if need be. changed.
5. Recognizing Cultural Equivalencies
- Teacher education programs must help teachers go beyond the super-
ficialities of form or stvle in communication or thinking and detect sub-
stantive activities in which pupils are involved. For example, does a
teacher recognize reasoning skills when they are exhibited through the
vehicle of nonstandard English or slang? Conversely. does the teacher
miss shallow reasoning when it occurs if the student speaks beautiful
standard English? Differences may be seen easily. Equivalencies are often
missed.

6. Dete(‘tihg Conscious and Unconscious Negative Signals
Teachers may explore this through such material as is developed on

interpersonal interactions at the Far West Regional Laboratory for Educa-
tion Research and Development in San Francisco.

Essential _Attitudes

Teacher attitudes toward students from other cultures can become more
positive as they gain depth experiences with individuals from other cyl.
tures. For some teachers it will be necessary to provide a supportive en-
vironment while they experiment for the first time. For others. little help

N

N

\\



.

may be needed. For still others, it may be that their fears. prejudices. and
other inadequacies are too much to overcothe. For these few. it is necessary

~ that they be helped to find wark where se much does not depend upun

cross-cultural understanding and commitment,

Amang others. the following teacher amtudt,s should emerge as.
teachers work cross-culturally.

. Teachers Must Be as Free of Bias as Possible and Must Be Open to
(mttmumg, Self-Examination. .

. Teachers Must Honor and Value Cultural Alternatives such as Language,

Beliefs. Values. and Béhaviors.

Teachers muist see these alternatives as valuable in their own right and
not simply starting points for “growth™ into standard patterns. For example,
excellence in all music is good. Teaching jazz in scheol should not be re-
garded simply as a way of seducing students to leain “better music” later.
Jazz ts an equivalent art form. not a subordinate one. Similarly, all art forms
in all cultures should be regarded as equivalencies rather than primitive

- stuges of standard American-European forms.

3. Teachers Must Feel That a Multicultural Orientation 'Is Beneficial to
Them Personally.

“Benevolent multiculturalism™ says that oppressed groups are being

given help and have little to offera helper. Nothing could be further from

" the truth. As Freire suggests. it is vital to both helper and the person

being helped that a “dialeg’ be established.®

Packaging

The trend in PBTE toward the development of packaged or canned
materjals for teacher education gives some cause for concern. Some content
may be packagable. However. the skills. attitudes. and understandings
described above for multicultural teaching competencé .do not lend them-
selves to packagmg What an individual teacher's attitude or misunder-
standing mayv be or how it will be revealed canndt be determiined in ad-
vance. Therefore. teacher education must be responsive rather than “*pre-
prescriptive.” Feelings cannot be evoked on cue. {;ompetencies can be

described; however. the work in developing them in teachers must be in

an interactive clinical environment.

Structuring the Essential Clinical Context for
Mutlticultural Teacher Education

‘1. The Program Must Provide Feedback on Candidate Behavior.

If teachers are.tc work successfully with students from cultures dif-
ferent from their own. it is imperative that the training program provide
foi‘ more than intellectualization about cross-cultural issues. Teacher
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growth in this area is possible only to the extent that the teacher's own '
behavior in cross-cultural settings is the subiect of examination !land
expenmuntatmn

. The Clinical Setting Must Contain a Muhmu!tural Pupil Pupufut:o

- it should represent all socioeconomic-levels between and "within as

- many diverse cultural groups as-possible. It should be cle#wfrom thisithat

seme sites are unsuitable for clinical placements. Teachers whose bnly -

clinical experience lb in a monocultural environment will be sevérely
limited.

3. The Clinical Context Must Involve a Multicultural Candidate Class

X It is vital that candidate groups have broad cultural perspectives
represented within the class. Ggoup discussions involving only these who
are from similar backgrounds tend to be seriously circumscribed. Crpss-
cultural peer feedback is needed in addition to information from superw;ém
students. and the teacher candidate in order to get the most from the clinjcal

getting. o

4. The Clinical Context Must Contain a Multicultural mev.».swnal ytaff
in Public Schools and Training Institutions.

A true multicultural perspective begins with multiculturalism a ong
those who are responsible for planning. executing, and evaluating !
grams. The multicultural perspective is required in all phases of program
development. Judgments regarding site selection, mister teacher selection,
student teacher performance with pupils. professional library resources,
etc. require a variety of cultural viewpoints. ’

5. The Clinical Context Must Contain Staff Who Have Demonstrated Thmr
Own Ability in Fostering Gruuth in Pupils from Cultures Different from
Their (wn.

Theorv and practice are partners Thp credibility of the professor or

" supervisor is directly affected by hisor her ability, to perform. This is es-

pecially true of multicultural teac ézdumtlon programs. Hope for a new

teacher comes from thuse who bdve had real and suu,ess&l cross-cultural
experiences in facilitation of Idarning. ' ’
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6. The Clinical Context Must Provide Access to Diverse Communities.

Teacher candidates. become more able in ¢ rass-cultura settings if their
clinical experience extends beyond the sc +hool ond into diverse communi-
ties which are served.

7. The Clinical Context Must Provide Euch Candidate with Multicultural
Contact over Time? [

v

e 3,
Atmudes;‘and values do not develop mstantaneously It is necessary

that teacher edm ation programs provide for earlv guided cross-cultural

contacts begihning in the first years of college and extondmg throughout

the program. It may be that basic subject matter requirements may be speci-

. fic all). deqlgned for teachers so that new content need not be added. Courses
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in the behavioral sciences and history can be adapted to serve as vehicles
for early cross—(,ultural experiences.

Common Teacher Responses in Multxcultural Training
. -Programs: Signs of Teacher Development

Patterns of teacher responses to multicultural teacher education
activities which have been observed by this author will follow. Those who
are responsuble for teacher education programs can compare these to their
own experiences with multicultural teacher education. This review should
serve to indicate potential *'normative” teacher behavior and also to illus-
trate why certain general objectives mentioned above must be treated
systematxcally in a clinical environment.

1. Initially, many teachers say. "'l treat all kids the same.™ This may repre-
sent either an attempt to indicate a willingness to value minorities posi-
tively or an attempt to close off discussion oz sensitive areas by suggestmg
that a problem does not exist.

2. Many teachers say, “We really have no need to call attention to dif-
ferences, since that will only call attention to areas and create problems
where none exist.” Such teachers tend to have a personal investment in
having things come out all right regardless of the real situation. They often
genuinely believe what they say and. tend to maintain their beliefs in spite
of clear evidence to the contrary.

3. By saying. "Your situation is not like mine,” the teacher-in-training
attempts to disqualify proposed solutions or exemplary practices. Often
this is less related to the inadequacy of the proposal than to the teacher's
fear that his or her own work will somehow be disqualified.

4. Negative feelings or expectations about minorities will usually be dis-
"owned by teachers-in-training at the early stages. This may be either a
conscious or unconscious de{ensive maneu /er.
5. Teachers-in-training prefer to deal with multicultural ideas in the
abstract rather than to examine their own behavior in a multicultural setting.

6. Exposure of feelings and behavior in multicultural settings can bring
on both defensiveness and guilt. When this happens, a teacher is not open
to information or suggestions in direct proportion to the degree that these
feelings are deeply felt.

7. Humor is preferred as a vehicle for communication during the early
stages of a teacher’s multicultural training.

8. Teachers-in-training prefer to keep the trainer. facilitator, or von-
_sultant talking. By having someone else dispense information or do demon-
strations, it is possible to avoid the necessary examination of behavior.
Training session leaders are vulnerable to this maneuver because of its
seductiveness. Groups will show genuine appreciation for a stellar per-
formance by the leader. Unfortunately. the results for teachers-in-training
re medger.
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9. Teachers-in-training prefer to focus upon instructional materials, not

general American disposition toward fascination with gimmicks and re-
liance upon canned assistance.

10. White teachers who are inexperienced in multicultural settings pre-
fer to focus upon learning information about minorities rather than upon
interactions with minorities. There is no clear indication that information
about a cultural group leads to more supportive treatment of that group.

“This is easy and can be done at leisure. However. it is the interactions

themselves which provide the grist for learning.

11. White teachers who are inexperienced in multicultural seitings often
find it difficult to accept minority colleagues as peers. Attempts are often
made by the tegcher-in-training to establish paternal or protective positions
directed toward minority peers. A frequent potential symptom is the easy

.use of superlative judgments for ordinary things. **She is the most articulate

and beautiful person I have seen.”” This may often be the speaker’s means of
elevating herself or himself to a position of “one who is qualified to judge or
label.” It is als.. possible that this could be either genuinely intended, an ex-
pression of nervous surprise. or simply an indication of limited experience.

12. Minority teachers often feel that no training for them is necessary
in matters of multicultural concern. Nothing could be further from the truth.
Cross-cultural experiences for minority teachers are necessary. '

13. Teachers-in-training are reluctant to work individually. A teacher
who seriously engages ifl a process of self-examination will usually raquire
the support of a peer group. This provides a tangible sense of normative
behavior. a sounding board for ideas, and a teady source of accep’ hle
criticism. . ' '

Basically. the dominant theme among teachers-in-training is the ten-
dency to prefer a detached. uninvolved obsesver role.

Goals for the Contc t for Changing Teacher Behavior

Given the general predispositions mentioned above. a context for train-
ing must be created which will enable trainers to help teachers focus upon
behaviors. In general. the goals for this training context are as follows:

1. Fruacturing stereotypes with direct experience. This requires trainers
to determine what stereotypes there actually are for each teacher. Exper-
iences can then be developed for learning.

2. Teaching behavior in the teaching context must be the chief source

- of data for consideration.

3. The management of evaluation functions should be in the hands of
the teacher-in-training to the extent possible. This means that the teacher-

‘in-training should generate and control the input of all data by which he

or she is to be evaluated. Naturallv. minimum criteria for success are estab-
< .

~

"behaviors. This is another method of avoidance or resistance. It fits our -



lished in advame The control of data will reduce the threat to the teacher
-and will help to keep him or her open to evaluation.

" 4. Qualified clinical judgment must be trusted. This judgment is to be
validated by peers in the training context. Quantitative data is necessary
but not sufficient for understanding behavior. .

5. The training context must build doubt. A teacher .must develop a
3 predlspusmon toward caution regarding the validity of professional tools
" such as standardized texts. instructional materials, experts, etc.

6. The training context must build confidence. Teachers must have
success experiences. They must see that they can teach children from other
cultures successfully. Their freedom to be creafive can never come later
if they must live with the knowledge that they ¢annot teach successfully

in a multicultural context. They must not leave teacher training programs ‘

bemg afraid to try and wondering if they can make it.

. Teachers-in-training must see minority strength to beheve it. No train-
. in&, program can-produce teachers who will be able to work successfully
with minority children unless they see minority children being taught
successfully. Even minority teachers sometimes sucéumb to the temptation
to expect little of minority children. It is small wonder that this is so if we
" place student teachers in schools where teachers are unequal to the task of
teaching. Secing is believing! There are teachers who can make the grade.
These teachers must be includetl in the program.
8. Teachers who try to improve their skills can be critically evaluated.
But, they must be shown a way out. It does no good to browbeat a teacher
who lacks multicultural skills. Under these circumstances. little learning
oceurs. To have one's inadequacies illuminated without offering a way of
improving one’s skills is to create a hardened and nenflexible teacher. If
the teacher can be helped. a safe and supportive learning environment must
he created. If the teacher cannot be helped to teach, then that teacher must
be helped out of teaciiing. D

Certified teachers will in all likelihood be required to teach students
whose cultures are different from their own. Their chances of success can
be greatly improved by specific training focusing upon multicultural skills,

attitudes. and understandings. Some teachers can teach students from other

cultures very su.cessfully. Tuachers from racial or ethnic minorities require
cross-cultural training just as alf other teachers do. The training must in-
clude an examination of the candidate's behavior in a real context. con-
fronting individual and institutional racism directly as required. Teacher
education staff materials and sites must be multicultural.

There is real hope for success in improving the 4ability of teachers to
work with children from cultures different from the teachers’ own. However.
this does not happen automatically. Training programs must give highest
priority to this problem. We can draw upon the successful cross-cultural
teaching experiences of some teachers of all races and socioeconomic back-
z,ruunds for guidance. Pretending that a problem does not exist is the surest
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way to exacerbate our number one problem in the schools. By engaging
problems directly. openly. honestly. and without fear, teacher educators
have a_fighting chance of building an environment conducive to growth

“for all children and one whuh will enrich the personal and professional

lives of the teachers.

The elements of teacher education described abuve must permeate all
teacher education. These concepts and practizes cannot be viewed as a for-
mula. as an injection. or as a short-term matter. Major commitment to a
massive restructuring of teacher education is an urgent requirement. .
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/ CHAPTER 2

‘CULTURAL COMPETENCE AND
. CONFIDENCE: A QUEST FOR EFFECTIVE
' TEACHING IN A PLURALISTIC SOCIETY

A !

-

\ .

L_ Allen R. Sullivan
. Associate Professor of Urban Education
University of Minnesota, Minneapolis

13

The training of youth—the revelation of life, its present tech-
niques and future possibilities to growing people—is a matter
of intricacy and difficulty to any people. But it is peculiarly dif-
ficult to Black Americans who must. in addition, teach of invisible
bonds and concealed social barriers of worlds within worlds,
and dangerous waste places. of subtle temptation and unnatural . K
restraints. Every artificial difficulty that surrounds Black children \\
today should be additional incentive to make their' education and

mental development the highest possible.! \

The challenge as expressed in this quate by W.E.B. DuBois forms the
nucleus of this presentation. The challenge is clearly: How cair we develop
teachers who feel strongly committed to the effective education of all youth
in general and culturally distinct youth in particular? 1t is also the con-
tention of this paper that commitment is the first step, but it must be fol-
lowed by competence. confidence, and content. That is. it is not encugh
to like the children: the challenge is to effectively teach them within a
cultural context. This paper will address itself to the five “C's” highlighted
in this paragraph and use Black educational experiences to illustrate these
concepts. being mindful of the fact that the goal is to reflect cultural plural-
ism. 1t is this author's belief that you must isolate each element before
vou can fully understand and appreciate its total contribution to the fabric
of America. To weave a piece of cloth you lay the strands of differing hues
out on the loom before you begin the weaving process.



Urban Education: The Imperative in Contemporary
American Education

* W.E.B. DuBois stated that race and the color line were the fundamental
issues facing Anierica in the 20th century.? In America’s attempt to grapple

with issues of race, some fundamental contradictions have been exposed.
In the present quest for a new or alternative system of education to fulfill

crucial needs, minorify racial communities constitute the decisive social -, .

force for this chang because it is these particular communities in which
the present educational system has most dramatically fa.led. Thus urban
education is an attémpt to apply the principles of group dynamics, creative
use of power, and sound c&ucatiuhal practices in the correct combinations
in an attempt to eradicate this phenomenon of failure. Although there may
be alternate methods in achieving this goal, it is imperative that the task
be undertaken. Some of the critical issues in contemporary American edu-
cation are as follo vs:

1. What is the quélity of education pracently in the United States? More
specifically. what types of fundamental changes in the educational de-
livery system are needed in urban inner-city schools to have significant
positive ifipact on the quality of the educational experiences and aca-

. demic outcomes of heretofore educationally neglected cultural and racial
groupings (i.e. Latin, Spanish and/or Mexican Americans, Afro-
Americans, and Native American Indians)?3

2. How can schools he meaniugfully involved in the task of fundamentally
reversing whité racism and the concomitant negativistic assumptions,
attitudes. and behaviors generated towards educationally neglected
cultural and racial groupings within this saciety?4

3. What types of educational training and.retraining programs and ax-

.periences are needed such that a cadre of educational personnel may’
bebodeveloped to provide leadership in dlrectmg the changes implied
above?

4. How can schools systematically and contmuously include parents and
community persons in collaborative deusmn-making processes that af-
fect the lives of their children?

This listing of issues and questions is not exhaustive. nor is it exclusive
of all the concerns which must be addressed. Several recent studies have
~ indicated that the United States is becoming increasingly factionalized
racially because of racism and discrimination. This factionalization s
most pronounced when one views suburban schools and compares them
to urban inner-city schools. Maybe for this reason. schools have been viewed
as the places Wwhich provide an available 4nd optimum intervention level
to bring about fundamental changes in this society.
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A Historical Perspective on Urban Schools ]
{  EDUCATIONAL AGCOMMODATION PROCESS FOR IMMIGRANTS
The urban crisis is a fairly recef® historical phenomenon (within the |

past 50 years). Thrf)pgﬁnut this century, city schools have been called upon

to accommodate an influx of immigrants. To accomplish this objective the
schools were organized:

.

1. To give workers’ children the elementary skills in the three R's which
"~ would enable them to funr;tinn as workers in an industrial society
2. To give these ckildren proper rederence for the four A's: American his-
torv. American technology. the American free enterprise system, and
American democracy )
3. To provide a smoothly functioning sifting mechanism whereby those
individuals equipped by family background and personality to finish
high schoal and go on to college could.be selected out from among the
great majority on their way to thelabor market after a few vears of ele-
mentary school. or, at most, a year or sa of high school

It's interesting to note that Chicanos, American Indians, and Blacks .
“have been. until fairly recently. in rural settings. Thus, the educational .
accommodation process didn't consider these populations because the
process was developed for meeting work force needs using immigrants in
urban industrial settings, rather than the populations in rural agrarian set-
tings. With the increasing and continuing influx of these minority popula-
tions into citiés within the past few decades\there was an increased labor
“ supply with a corresponding decrease in demand beca.se of increased in-
dustrial mechanization. Thus a limited number of a new kind of worker
- was needed. This changed the education process by selecting an elite’
group for specialized training for industrial purposes: this resulted ‘in a
custedjal or preventive detention role for a significant number of children
not in the elite groyp. Increasingly. minority communities in particular
, - have seriously questioned these newly ‘formulated objectives, and have®
” Aegun to demand educational relevancy and accountability. in an attempt
“to have schools more adequately educate thety children in a fashion which
~ will affirm and enhance their humanity rather than deny it. - ’

. From the mid-1960s on. considerable attention has been paid to the
cultural diversity of this nation.® Heretofore. many people lave seen this
diversity as a divisive force within the United States. Thus they adhered
-to the “melting pot" philosophy to obliterate these differences. Now many
of these culturally distinct groups have proclaimegi that this nodacceptance
of cultural distinctions must end and thal society must be re-educated from |
the melting pot to the “tossed salad’ philosophy (i.e. elements; mixed with
others but maintaining their distinctness and making unique contributions '

" to American life. with no element.considered worse or.better than others). ’

.\ \Most teachers presently teaching ir the Anierican educa@ional estab- *
lishment went through teacher preparation that paid little or no attention

.

i
i
4'-

o " 1



C . ’ . ' = Mg =t
~ ° - b

. to cultural diﬁmences Thus the attitudes‘ behefsj and knowledge that.
) teachers have ahbut specific cultural groups need to be critically examined
and enhanced i light of new knowledge and iiterature on cultural plural-
ism produced within the past decade.”

L

. Historical Pe spective on the Goals of Amencan
Educatmn' Rletoric vs. Reality ‘

"Since the start of this century, there have been seveml major study .
. groups dedicated 'to the’ articulation of the goals of American education.

For example. in 1918 a commission on the reorganization of schéols Bisted
se\eml goals of pubhc educatxon

1." Good health S
. 2. Command of fundamental processes
€ 3. Worthy home membership
. 4. Vocational efficiency
; 5. Civic efficiency
6. Worthy use of leisure
7. Ethical charakters . 59

Later. in 1938. the Educational Policies Commission issued a teport

entitled ""The Purposes of Education in American Democracy The report
outlmed four major areas of concern: .

1. Self-realization: An inquiring mind; a command of funda-
mental processes, such as spench, reading, writing, arithmetic:

. - sight and hearing; health knowledge and habits interest in e
“  public health; recreation; intellectual and esthetic interests; .
,..» formation of character.

. 2. Human relationships: Respect for humanity: fnendshxp. co-

,ﬂperanon. courtesy; appreciation of the home: conservation of
the home: homemaking; democracy in the home.

3« Economic efficiency: The importance of good workmanship;

" occupational efficiency; occupdtlonal adjustment; occupa-
. tional appreciatxon. persenal economics; consumer judgment;
_ efficiency in buying; consumer protection.

4. Civicresponsibility: The need for social justice; social activity;
social understanding: critical judgment; tolerance; social

- application of science; world citizenship: understanding of
principles of conservation as related to the nationai resources;

, devotioh to democracy @ .
Eight years later. in 1946. Sidney Hook listed seven aims for American |
public education in his book Education for Modern Man:

V. !

“I‘.ducatvgn should aim to develop the powers of critit,al inde-
pendent thought.

'
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" 2. It should attempt to induce sensitiveness of perception. recep-
tiveness to new ideas. imaginative sympathy with the ex-
‘periences of others. _
. "3, i should produce an awareness of the main streams of our
cultural, literary and scientific traditions. . .
4.t shonld make available important bodies of knowledge con-
_ cerning nature, society, ourselves, our country and its history.
- . 5. It should strive to cultivaty an intelligent loyalty to the ideals
. of the demouratic community. :

6. At some level, it shauld equip young men and women with
the general skills and techniques and the specialized knowl-
edge which, together with the virtues and aptitudes already
mentioned. will make it possible for them to do some produc-
tive work, related to their capacities and interests.

7. 1t should strengthen those inner resources and traits of
character which enable the individual. when necessary. to
stand alone." '

A somewhat similar statement concerning the aims of a liberal edu-
_cation was submitted in 1952 by the faculty of Washington University in
St. Louis:
60 ' . .

‘L 1. Concerning knowledge:

Of man's physical and biological nature and environment.

Of man’s socid] environment and history.

Of man’s cultural history and situation.

Of the processes which make for personal and group ful-

fillment.

bl ol Al

1. Concerning abilities: )

1. To use one's own language.
2. To think critically.
1. To make value judgments.
4. To participate effectively in social situations.
5. To handle a fot‘uign language.

{ll. Concerning appreciations:

: 1. Of beauty.
2. Of people.
3. Of differences.
4. Of wander, awe and mystery.
5. Of man's potentialities.

IV. Concerning 'motivations:
1. To develop an adequate hierarchy of values.

2. To adopt an affirmative. constructive orientation toward
% life.

3. To achieve independence.




. To assume social responsibility as a participant in !Qe
world community., R '
To include the interests of (ltht‘l'\ within one’s uwn.

To seek self-realization on the highest possible level " /"

The White House Conference®on Education. in 1955, substanb’ialh*
agreed with the statement of the Washington University faculty. Com sosed
of lay persons and educators from all parts of the country, the ( uni rence
enumerated 13 goals for American public education:

1. The fundamental skills of communication: reading. writing,
spelling as well as other elements of effective oral and written
expression: the arithmetical and mathematical skills inclad-
ing problem solving: while schools are doing the best job in
their history in teaching these skills, continuous improve-
ment is desirable and necessary.,
Appreciation for our democratic heritage.
1. Civicrights and responsibilities and knowledge of Aperican

institutions. / /
1. Ruspwt.mdapprw iation for human mluvs and for t/{u- belief

“of others,
5. Ability to think and evaluate (:(mstructivcly and (ruatively. 61
6. Effective wurlz habits and self-discipline. /

Social competency as a contributing member of/ his family
community, ' . /
8. Ethical behavior based on a sense of moral a,hd spiritual

values,
4. Intellectual curiosity and eagerness for Iifﬂ-l()l;zg learning.

t

e

10. Esthetic appreciation a'gul self-expression in the arts.
" 11. Physical ahd mental health, ‘
12. Wise use pf time. including constructive leispre pursuits.
13. Understapding of the physical world and man's relation to
i it as rpprrsented through basic knowledge n;‘ the sciences.
14. An awarneness of our relationships with t /w world com-

Finally. in 1953, Frederick Mayer summarized /and svnthesized what

he termed the “bread goals of education: ;
n f

Reﬂm;tivt thiaking. /
‘Appreciation of culture,

I)evelopn‘em of creativity. ;
Understaniding and application of scienge.
Contact with great ideas. ,'
Moral and §piritual values. :

Fundameht&}{ skills. i
\
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8. Vocational efficiency.
¢ 9. Adjustment to family life.
10. Effective citizenship. ,
11. Physical and mental health.
12. Change and develop personality.
13. Permanent interests.
14. Achievement of peace.
15. Perpetual renaissance of man.'?

In reviewing these six goal proposals covering 45 vears of American -
education. it becomes evident that there is general agreement regarding
several points. '

1. Schools should be concerned both with the process of. and the
products of, education; the goals stipulate what knowledge a
student should be acquiring while attending school as well
as what kind of human being the student should be when he .
has completed schooling. i

Affective learning is stressed as much as cognitive learning:
values and beliefs are as much a responsibility of the schools
as are knowledge and skills.

3. While the goals generally involve the retention of factual ma-
terial, the process of thinking, the development of skills and
abilities. and the development of attitudes. beliefs and values,
the focus is on the student as a developing socia' and civic
human being rather than on curriculum and materials.'4

[

The goals stipulate what was felt to be basic values claimed by the
*American Culture.” One has to compare the development of these goals
with the development of race relations going on concurrently in America
to understand what is missing. In essence. during the time of significant -
development of educational goals and public education as we know it.-a
whole host of negative assumptions concerning the major American cultural
groups {(minorities) were being formulated, i.e. Native Americans.'’ It
seems obvious that post-1954 goals should reflect goals related to deseg-
regation—integration—cultural pluralism. Some of the expressed goals
reflect concerns related to *human relations™ which can be viewed as.
antecedents to an emphasis on race relations, and then cultural pluralism.

"Many' would say that the goals were merely stated goals—rhetoric, -
rather than actual educational practices—reality. It is arg.d that once
teachers close their classroom doors they engage in idiosy~.cratic teaching
rituals which may have little specific relationship to the goals. This may
be a true reflection of the current state of aducsiion. but it is not a desirable
state. Several educators have pointed to the discrepancies between 11. .toric
and practice. For example. Johnson!® states that teacher trainers often don’t

- practice whatsthey preach to teacher trainees; so for example, classes on



small group dynamics often consist of 250 students: classes on new or
innovative instructional strategies are given as straight lecture courses.
fersild’s studies?” indicate that the incongruence between the thetoric and

" the reality often produces guilt for the teacher. This incongruence must
. be.dissipated to allow for positive educational outcomes. -

Discovery of inconsistencies between opinion and practice is not
particularly startling in light of a succession of studies showing
similar findings in other fields (for example voting behavior). The
opinions expressed by an individual are the result of a number of
factors. including the beliefs of members of his immediate ref-
erence group, his background and training, and his perception of
what kinds of answers his interrogator would like to hear. This
behavior, however, is a product of various situation determirants
of his role. including formal and informal constraints, the
presence or absence of pressures to act. and competing demands -
on his time and energy. Cansequently. it would be surprising if
we were to find a perfect correlation between opinion and prac-
tice.®

P will return to this concept of rhetoric vs. reality later in the section on

assessing teacher competencies, ,
. ! ;

- Competency-Based Teacher Tra-‘ining: Aligning

Rhetoric and, Reality

Competency-based teacher education (CBTE) seems to have the poten-
tial for influencing education in general as well as specifically enhancing
the educational experience of minority youth. Let me hasten to say that
I feel multicultural educational experiences aid all children. but the litera-
ture is full of all kinds of documentation of the deleterious effect of current
educational practices on minority vouth, academic self-concept, and
achievement. This author feels that there are several advantages to look-
ing at the competency-based teacher education model to rectify these
deleterious effects, namely:

1. The CBTE process takes the onus of responsibility for failures in
educaticn off the backs of the minority youth! and distributes responsi-
bility for mnre effective education throughout the total educational system.
That is to say. effective teaching, or aligning the reality with the rhetoric,
becomes a conscious goal and responsibility of teacher trainers, prospective
teachers. and public school personnel. This is far superior to student in-
adequacies®® for teacher failure—something often done with minority
vouth. ' & . .

ability real and or perceived to deliver effective educational experiences to

select groups of students. The important aspect of this process is that it
doesn't stop at identifying impediments to effective teaching. It has posi-
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tive philosophical underpinnings because it expresses a faith in people’s
- ability to accept feedback and to effectively change their behavior in a
“desired direction. - :

3. CBTE focuses those involved in a progess of clear goal setting.

Leaving the total direction of American public education in the
hands of individual teachers is chaotic and self-deceiving. Since
*\What will we do tomorrow?" is of paramount importance to
. many teachers. it becomes relatively easy for them to determine

o goals after classroom activities have been selected rather than
developing learning experiences which will lead to the realiZa-
tion of predetermined goals. Actually, this is a “survival” tech-
nique emploved by directionless student-teachers which is
carried over into professional life. However. there is a vast dif-
ference between survival and excellence.?!

: CBTE recognizes that if education is to be excellent, it must proceed
tfrom conscious and deliberate intent rather than accept whatever is done
as the intent.

4. CBTE focuses qur attention on process and outcome variables
while simultaneously specifving criterion levels of performance and creates
an environment coaducive to continuous reassessmegt. allotting positive
results and recyeling certain ideas and personnel in m:-e%' of reaching speci-
fied criteria of performance.

5. Lastly, this author realizes that the potentials as stated are not ex-
haustive. The points 2~em to address themselves to the concern for accounta-
bility heard in minority communities as well as the total educational
establishment. :

- 64

Racial-Cultural Challenges to Competency-Based
Teacher Education

There are several criticisms of CBTE indicating that unitary teacher’
training doesn't provide for spontaneit, or creativity. Nash and Agne feel
that CBTE may be a way to continue practices as usual rather than further
fundamental changes in teacher preparation.?? With the addition of racial
and cultural groups into the equation, no longer will CBTE be allowed to
perpetuate that status quo. This would have an adverse impact on minority
vouth by continuing negative practices which deny appropriate educational
experiences for these youth. Le} me share a few studies whith will drama-

=~ -tize-this-need for change in training procedures for teachers.

The study was conducted with 66 white female undergraduates
and 264 seventh and eight graders.attending three junior high
schools in a midwestern community. White and Black junfor high
schoolers were randomly assigned either the *'gifted label™ or.
“non-gifted label.” Each student teacher was given the informa-
tion on student status with a teaching task to perform. Systematic




_ recordings were taken during the assigned teaching task period.
The observation and tecording focused on six variables: -

. 1. Teacher attention to students’ statements, sub-
divided into requested and spontaneous student
statements.

Teacher encouragement of students™ statements.
Tead her glaboration of students' statements.
Teacher i'gnnring of students’ statements..
Teacher praise of students’ statements.

6. Teacher criticism of students’ statements.

Dok oW

- The results were of special interest, because” of comparisons of
teacher interaction with Black and white students. Bluck students
were given less attention. ignored more. praised less. and
criticized more. More startling. perhaps. was the interaction
between race and label. which supgests that it is the gifted
Black who is given least attention. is the least praised. and is
the most criticized, even when comparing him to his “nengifted
Black counterpart. Postexperimental interviews indicated that
the teachers.were not suspicious of the experimental assump-
tions and hypothesis.??

A second study points out the discrepancy between the school's view
of Chicano and Black children’s intallectual functioning and performance
in their community. when compared with school performance.?* Recently .
there has been a discussion®s and study of the negative implications and
students’ perceptions of children labeled as a result of their perfyrmance
on academic and intelectual measures. 2 -

Implications of these studies are very clear. Teachers need specific
instruction and competency experiences related to teaching children of
various racial and cultural groups. with very specific attention paid to the

- dynamics of race involved in the teaching-learning act. Competency-based
educational practices have addressed these issues obliquely whiie address-
ing human relations competencies of teachers.2728 What is being suggested
is that more specific attention should be paid to the exploration of racial
attitudes and behaviors of pre- and in-service teachers. The author also
recognizes that the measurement or monitoring of tacial attitudes of teac..ers
generated to students is difficult: suggestions fbr initial exploration of
racial attitudes will be given later in this paper. Suffice it to say that CBTE

- must address the racial-cultural issue head-on. recognizing fully that this
is a difficult task for an emerging method of teacher training.2®

o 3

‘Teaching Competencies from a Black Perspective

_ Recognizing that capturing a Black perspective is a difficult if not im-
¢ possible task. | will outline some issues which need to be addressed in a
; %' competent manner by all teachers. These issues are derived from personal

¢
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observations and summaries of the literature. Consistent with my beliefs,
1 will outline some of the critical aspects of minority and Black experiences
which can be addressed along with a select group of ceferences (indicated -
by raised footnote numbers). However. the most important issue has to be
decided by those directly affected—teacher trainees, community regidents.
and parents. as well as training and instructional staff in educational insti- -
tutions. Prospective teachers should have knowledge of all the variables
nlisted. _
L Making minorities visible™
A.  The Black-contribution to American society
B. The Native Americans on reservations and in cities
(.. Plight and prospects of Mexican Americans
. Fronomics and U8, minorities :
k. The rage of minorities: historically and currently
k. Future options for minority groups in U8, society
11 This is a racist society?!
A, Racism defined for whites
B.  The subleties of racist attitudes -
(.. The effects of systemic racism
tb D. Racism and its impact on education
"E.  Wavs of coping with the issue of racism
. \Vays ol changing racial attitudes
I1i. Language and the minorities*?
A.  The nature of language
B. Dialects in the United States
. Diverse cultures and language
D). Standard and non-standard English
-E.  Sociolinguistics :
F.  Linguistics and the teaching of languages in schools
IV. Innovation and minority education®
A.  Recent rescarch: profile of the creative person
o - B.  Creativity tests and their pussibilities
(.« The teacher as innovator
). Eliciting creativity in the classroom
E. Creative needs in Americun business
F.  Creativity as a measure for occupational choice

V.  Affirming minorities in education??
A. The negative connotation of compensatory education
B. Evidence of the self-fulfilling prophecy
(.. Strengths of the survival tulture
D. A positive look at minority values
E. Self-concept and ethnocentricity
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F.  Taking positive steps in the classroom _;ﬂ-\,_ C e
VL ‘The community and the schools?s R o
“TA. Minority parental interest in education*s*?
The co;nmunity's role in schools
The college role in the community
The school’s role in the community
The issues of community control
Ways of obtaining community cooperation

VII. Curricular issues in minority education®

Y

SmON®E

A. Self-concept enhancement
B.  The affective and cognitive domains
C. The “two cultures" controversy
D.  The use of tracking systems and egalitariangs_m

* E.  Grade levels, marks, and homogeneous groupings
F. Making subject matter relevant for the 80s

- G, Possible changes and directions in curricular design ,
H. Intelligence testing ' i

VIIL. Preparing teachers for a polychromatic society
. A.  The human relations component S 67

B.  The liberal education component R
C. Interfacing theory and practice Lo
D. The development of skills }35’
E.  Exposure to cultural diversity3® LTy
F.  Models of teacher preparation " -
G. The lde‘EI teacher . | ‘ v\\ ; ‘.:;: N

Components of Multicultural Education . s

<,

+  The following topics and- subheadings ar{{‘:guggeste'd themes for ex-
tended discussion and building blocks for devéloping skills, sensitivities.

and knowledge. These concepts should be diséssed and el borated. It is

this author's firm belief that a viable teacher éducation prégtam-can no

longer function as a closed system. Components or variablés that a multi- -

cultural teacher trajning program must include if it is to be attuned to
" contemporary problems are—

1
2
3
4
5.
6.

. partnership of public schools and colleges in program planning.

. student involvement in planning and condiicting their own programs,
. teacher involvement, ~

. community involvement inclusion of the cultural perspective,
interdisciplinary academic involvement, and

heavy emphasis on direct student experiences.

An organizatinnal structure that not only tolerates differences ameng

.
¢
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its partners but also is capable of Building on them is basic to an open
system program. predicated on partnership of diverse interested parties.

SOCIAL AND'PSYCHOI..OGECAL ASSUMPTIONS

Althoughlthe above variables are basi;: to the program. the following -
fundamental social and psychological assumptions underline this model: . -

1. Neither children nor prospective teachers are raw products. Both enter .
- the learning|area with hidden personal curricula. Therefore, this program
or mode] milst attempt to provide for individual differences as the build-
ing blocks of a teacher education program. ' :

2. Fundamental to the cognitive structure of children is their cultural milieu;
fundamental\to the teachirig styles of teachers are their sensitivities,
perceptions. kmd understandings as they have been molded by their
cultures. Therefore, we must attempt to provide for socic-uinthropological
understanding of different cultures.

3. No one has the complete answer to the teacher education program that’
will most effettively produce the types of teachers who can most pro-
ductively enhance the learning of children. All persons who have some-
thing at stake lin education would help articulate a program; hence, a
teacher education model that provides for a broad-based. cooperatively

68 developed program is « necessity. Therefore, we must attempt to provide

«for cooperative, broad-based planning.

4. All university [faculty and students. school personnel in the program.
and community members must be both teachers and learners. Therefore,
we must attenipt to proviue an opportunity for all members to function
in a number of roles. . :

5 A self'renewiqtng mechanism must be devised to assure a dynamic pro- .
gram over time: too often, following the initia) ¥awthorne effect of inno- B

. vation.” the maintenance of an intact pregtam betomes the major goal.

© ~. ™ <Therefore, we must:attempt {0 ‘prom‘cﬁz for effectite feedback through

. open communication buijlt irito the structure.

6. Active participation of both students and university faculty in the selected
public schools and the community is essential. Therefore, we must
attempt to provide for schools and the community as the extended uni-
versity classroom. ’

7. Teaching is a support process through which student and teacher inter-
act as learners. Therefore. we must attempt to provide for one-to-one and
small-group interaction among all participants.

Assessing Teacher Competencies Related to Cultr «alism

~ Recognizing that there are still many unanswered questions related
_to CBTE. here are some suggested areas for future discussion and research:

There is a need for a new philosophical belief system and consequently

“The Hawthe rne effect is a change in behavior as a result of the knowledge that one is
involved iif an experiment.

~
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new vacabulary related to cultural pluralism. This author's phrase. educa-

" tional culturatism, for example. can reflect the concern for including culture
in the schooling progess.

" Earlier. ! discussed the discrepancies between the rhetoric and reality
of teaching practice. These discrepancies are observable to those who take
tithe to monitor them. This author is suggesting the use of the polygraph
to assist teachers in assessing their attitudes.to racial groups and beliefs
in competencies. While this may seem an outlandish idea, this procedure
has been used as a feedback mechanisin in prior studies.*®*t The instru-
ment records continuous changes in respiration, blood pressure. and pulse
caused by the emotional state of the subject. Although this approach may
seem Orwellian. it i worth exploration if appropriate safegudrds of con-
fidentiality and supportive supervision are offered upon request of the
teacher after receiving feedback from a skilled polygraph operator. Thus,
this could be a measure of one's confidence in their competence.

The challenges to educate minority youth are many but thev must he
accepted. *There is no such thing as a neutral educational process. Edu-
cation either functions as an instrument which is used to facilitate the
integration of the younger generation into the logic of the present systein
ard ‘bring about conformity to it or it becomes ‘the practice of freedom,’

the means by which men and women deal critically and creatively with.
reality and discover how to participate in the transformation of their -
- world.”*? In essence we need teachers who are competent—confident in

their ability to deliver quality education experience in a pluralistic cultural
milieu. We are asking for teachers with faith in whgt human beings:can
become. with a driving ethical imperative which requires them to accept
responsibility for helping students achigve everything that is possible, and
with the finest technical preparation for carrying out this obligation s}
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©

Traditional educatioral philosophy. methodglogy and practices have

“tended to foster differentials in the achievement of ethnic and nonurban

minority pupils. Those who are of minority groups and/or low income status -
have been exposed to learning experiences in the urban classroom which
lead to the development of social and cognitive behaviors counterpro-
ductive to positive educational achievement. The earliest and most funda-
mental lesson ethnic minority pupils in American schools learn is that the
ave second-class citizens. the “inevitable” failures in the social and integ
lectual domains of American life. They are something less than their white,
middle- or upper-income counterparts. They are outsiders, beyond the
mainstreams of white. middle-American rights, life. and luxury.

These are the unquestioned and dangerous assumptions held by many
educators—themselves products of their social environment and training—

- assumptions which they take with them into the classroom. It is not dif-

ficult to perceive why many ethnic minority pupils learn to become

.rebellious, or even apathetic. to the educational system. The result, as

made clear in the Kerner Report,! is that many more Black than white stu-
dents either drop ovut of school. are pushed out, or at least psychologically
insulate themselves from their adverse environment and from the defeatist
expectations of the educational staff. The Kerner Report advises that in.

. the metropolitan North and West. Black students are more than three times

as likely as white studrats to drop ont of school by age 16-17. In 1972, the
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- National Education Asseciation reported that in 238 schouls in the southern
“states. more than 33.000 Black students have been expelled or suspended
from predominantly white'schools 2 Even of those minority youngsters who
graduate from ghedto schouls. many are unprepared to enter the normal job
market and have Lreat difficulty obtaining emplovment. The urban schoul,
e then. as g learning environment. has not provided ethnic minority pupils
“the -l){fﬁ:)l‘ﬁllﬂﬂ}’“f() acquir weeded competencies in the competitive mark et-
place. K oducators are to structure a learning environment which facititates
Joth the aggnisition of academic skills and the davelopment of productive
sthool-related behaviors in ethnic minority pupils. it is imperative that
“« teachers récognize the influence they exert as a stimulus in the classroom,
The teachers® own attitudes and behaviors operate to shape the attitudes
and behaviors of their students. This is espevially apparent in the early
grades where the social influence of peers is not as great as that of the
teacher. Research data presented by Beiker.' MacKennon,® Clark.S Katz."
*Gibson.” and Rosenthal gnd Jacubson® clearly indicate that children tend o
to exhibit those classfoom behaviors which they believe their teachers ex- 4
pect, In a variety of school. settings. it has been found that academic per-
1 “formance by pupils is importantly affected by teacher expectations. This
" phenoménon has significant implications for ethnic minority children. As
recent research-by Leacock? and b, Rist! discloses, pupils of low income
andior minority group status_age often expected by their teachers to be
+ o underachievers or to be intellectually inferior compared to their majority,
* middle-income classmates. The researchers found that such negatively N
evaluated pupils. in fact, tend to be given less instruction, less access to '
edugational materials and resources, and less rewardedirected. supportive
\E{fg@nr by toachers. Such a learning environment is destined to promote
i in pupils who % the object of negativistic: assumptions or expec- °
tations. Those pupils who are expected to he essbntially uneducable tend
to be treated as uneducable and consequently/may fail to exhibit those
competencies which it was assumed they coull{not learn. This is hardly
surprising when no adequate provision has been myde to structure a learn-
s ing environment which explicitly fosters thg agaffisition of desired skills.
\nor actively encourages pupil ach. »vements b positively supporting and
reinforcing the occurrence of appropriate behaviors. Teachers must have
confidence in the ability and academic potential of all their. pupils. They
must carefully examine the conditions under which learning is to take place.
and they must be aware that their own attitudes and behaviors can either
help or hinder the pupils’ progress in achieving those behavioral compe-
tencivs which are taken as an index of learning. . -

Teachers mu<t become more concerned about the differences and
¢ nilarities betwecn achievements and aspirations of the ethnic minority
child and the advantaged maijority child. Further, teachers must become

“more adept in the deliberate design of learning environments that will
foster academic growth and achievement within a multicultural educational
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setting. This setting can be defined in two ways. First, a multicultural edu-
cational setting may simply be a school with children and teachers from
differing cultural‘backgrounds In this type of ledrning environment, each
ethnic group may contsibute to and recei'™ from a curriculum designed
. tojgive credence io their cyltural values and behaviors. Second, a multi-
uttural edutatichal sotting may be a school with children and teachers
from cne dthnic group, but with a curriculum designed to present cultural
values and beliefs fromall ethnic groups. In deigning a multicultural learn-
= ing envinjnment. it is essential that teachers co wider the extent to which
“such ap mfwir'nnmum_ is sinctured to optimize the opportunity tor all plipils
to becomd equally educated. 1t is inadequate merely to pravide equal edu-
cational opportunities for urban minerity and low-income pupils and expect
them to manifest sudden breakthroughs in academic achisvament. It cannot
be masmtabl_v assumed that all pupils equally possess the specific, prior
learned respon.es necessary to take advantage of such opportunities. Such
an assumption fails to ccasider that environmental experience may in-

. fluente pupil behavior and progress in school. : .

Pa obviate this kind of assumption. teachers need to design a learning

- pnvironment which is carefully plannedl to build systematically upen the
 existing competencies and accomplishments of each pupil. Such an environ-
74 mentis characterized by stability, derived from a program design explicitly
structured and sequenced by the teacher to promote the acquisition and
maintenance of cognitive skills and behaviors. Many educaters call this

system a “performance-based system” ue.a “competency-based system.” In -

. addition. such a learning system can be constructed to foster a variety of
task-rolevagpt souial behaviors such as attending. writing, asking. answer-

ing questidns. and other participatory responses which-are directly related *

«  to acedemic achievement. Classroom behaviors which are iricompatible -
with the learning cbjectives are. by implication, prevented, reduced.. or

seliminated in order to aptimize educational attainments. ’

“Environmental determinants of school-related behaviors are the focal

. point of competency-based teaching. for it is the environment which the

' teacher can control and manipulate in efforts to. produce the desirable

changes in pupil behaviors-that we call learning. The teacher can alter

ind arrange conditions in the school setting to fostet planned educational

change.- In this sense. teachers are managers of the learning environment.

" They must be expert in-arranging the envitonment to facilitate multicul-

tural pupil achievement of productive social and academic competencies
relevant to educational objectives. The emphasis here is upon efiecting

planned behavioral change in the form of desired learning. If teachers fail

N ty adequately plar apd progiam the environment for pupils. learning' is

left to ~hance an the results may w2l! be counter-producti.e.

Nefinition ot Competency-Based Fducation

__— (:umpetuncg}Qbé;éd education is defined as a learning environment in

.
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which explicit statements of desired t.unpe‘}um:ies and criteria for evalua-
tion are designed and made public to al} participants. e.g. learners.
“teachers. and parents. Competeacies ard those particular verbal and non-
verbal skills. behaviors. and attitudes whic h: facilitate the intetaction of
social, physical. emotional. and intelidctual ‘growth. Evaluative criteria
" are threefold: (a) cognitive acquisition of concepts, principles, facts, ideas,
and postulates: (b) performance skills ip utilizing cognitive materials in
teacher planning and performance:; and {¢)) prodm{t skills;—learner growth—
used to evaluateteacher perfn;mam e

Competency-based methods ermphagize planning. pmg,rammms, and

control with respect to environmental conditions if which pupils behave

and learn. Focus is upon prumotmg achizvement of ) rducationally relevant

"+ o behaviers through positive control of the learning environment and its

"3 pupil participants. Teacher behaviors, with respedt to designing and

implementing instructional activities qr strategies ate empirically eval-

* “uated: that is. they are tested in terms of the effects th w produce. Those

- strategies that successfully promote educational gttam{npnt are sulected
fur individual pupils on the basis of their demon§trated tise and merit. not :

- on the basis of what the teacher thinks is appropriate. uec‘ful OF necessaf\

for a given pupil. In this sense. the formplation and selec hqn of opm‘atmnal‘

strategies applied in the learning envifonment are based upon objective.! 73,
scientific analyses of the ubserved effects of actual pupil behavtors not
ona prvludged upinion. { \

The use of a planned learning enmmnment such’as described above
permits educators and researchers to ,ddequatelv evaluate the effects of a
multicultural school setting on both majority and minority Lk\nldren Data
which could be acquired from such a situation would concern academic
achievements as well as psychological correlates of academic achievement.-
In addition. data could also be acquired about teacher func.tlomng and ifs
contingent effect upon pupil behavior. '

S

P

A COMPETENCY-BASED MODEL.-

In the competency-based education model, faulty ipammg is perwned
to be a product of the classroom environment rather than a product of pos-
tulated incompetencies and incapacities of a faulty pupil. This construct
contrasts with the paradoxical assumption implicit and prevailing in edu-
cation that the schools cannot educate minority pupils due to the fixed ef-
fects of genetic heritage or carly family experiences. The competency-based
system postulates that learning behavior (change) may be positively ac-
complished through exposure to efficient and effective learning énviren-

- ments. Barring severe physiological impairment, no pupil can legitimately
be deemed to be limited in what and how much he or she can learn. Un.
fortunately. in vur present urban school systems the opp site is assumed.

The competency-based education model then. does not assunhe that
educational achievement of pupils is determined by some relatively con-
4 , i !
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stant tevel of abilities, aptitudes. and c:huructer@:s identified. classified,

- and labeled by tests or by, pereeptions of subjective judgment by the teacher.

Q

Rather it sugpests that the majority of overt hehavior is environmentally’
determined and subject to change as the environment is changed. Behavior
is understood to be experientially learned through interactions with the
environment. To say that behavior is determined and fixed by forces bevond
the school’s influence is contrary to the principal thesis delineating the
competency-based model of education. . .
The competency-based trained teacher uses behavior management
techniques to design an appropriate learning environment. and construct
relevant learning strategies designed to promote planned educational
achievement. Usually the program is intended to promote the acquisition
and maintenance of behaviors which result in educationa! achievement.
However. leartding activities Moy also be designed to prvvpnt minimize.
or wliminate hehaviors im-ompatible with positive educational achievement.
In either instanc e, the objective is the acguisition of a clearly defined cate-
gnr\-' of observable and measurable behavior.
. The asswmptions underlying the competency-based .model are based
upon effipirically validated tenets of social learning. As described by
Clark. Evans. and Hamerlvnch ' these tenets hold that—

i imiiv‘i:iudl hehavior occurs in the context of a social environment and
in intergction with the enviromment.

2. social behavior is learned in interaction with the environment.”

1. L havior is taught and maintained by the social environment. .

4. social learning is o process of reciprocal influence. Participants inter-

acting in a social system mutually affect each other's behaviors.

the reciprocal influence process may be explicit or implicit. planned
or unplanned. but must be considered a factor in social systems.

poi

« In accordance with these principles of learning theory, the author sug-
gests that o competen@y-based model perceives individual pupil behavior
as being - ,

1. exhibited within the context of a social environment called a classroom.

2. amenable to change in the context of interaction with the ddss,room
environment. :

3. taught. maintained, reduced, or eliminated as a function of mteractmn
with the classroom environment!

4. reciprocally influenced in form and frequency by those with whom the
pupil interacts in the classroom—the teacher and pupils.

continually subject to conscious or unconscious influence by others in
the classroom,

-1

Thus the competency-based model is centrally concerned with bringing
about explicitly defined and carefully planned effects on the frarning be-
havior of pupils in the (lassroom environment. When minority pupil be-
haviors are unsystematically changed in the classroom. as in the traditional
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school setting. they are not involved in a competency-based program of
education. . : '

TRADITIQ'NAL MODES OF TEACHING

The lgtter situation represents one of the most searing indictments
“against traditional modes of teaching in urban schools in which a signifi-
cant nunber of ethnic minority students are frequently labeled “chronic
nonachievers.\' “‘unteachable.”” or “emotionally disturbed.”” In the tradi-
tional models 'of education. behavior is not perceived to be taught and
.changed in the classroom—particularly not by events manifested in the
“classfoom. Instead. behavior is seen as essentially fixed and determined by
_ factors beyond the realm of the school's or the teacher's influence. But,
in fact. as the above-mentioned principles of learning indicate. behavior
“change occurs as a function of the events which occur within the pupil's
_ social environment. Hence, pupil behaviors are shaped. maintained. and/or
eliming}ted through the unconscious, unplanned. and unsystematic manipu-.
lation of environmental events in the classroom. It has been well docu-
mented by Bandura.!? Ramp and Hopkins.!* and SKinner'* that the events
or consequences which follow behavior affect future probability of recur-
rence of such behavior. Desirable or reinforcing outcomes generate be-
havioral increments. Intervening variables, such as the individual's history-
of reinforcement, the differential efficacy of reinforcers and the temporal
relationship between the response and reinforcement, im portantly influence
the form and extent to which behavior is modified. The implication is clear
that teachers may shape pupils’ responses which are counterproductive
to educational achievement or social control in the classroom. but which
may. in fact. be consistent with the teacher’s own subjective expectations
and assumptions about the pupils andior their ethnic, racial. or social
referent group. : :

“Teachers’ behaviors, then. issuing from their own unconscious biases
and beliefs. can ¢ffectively contribute to the acquisition of dysfunctional.
“as well as functional, classroom behavior by pupils. 1t is the teacher who,
by verbal and nonverbal communications. prescribes the social. emotional,
and academic conditions prevailing in the learning environment in which
the pupil behaves. The question arises as to how often the teacher rewards
“failure” and ignores (or extinguirhest successes. When a teacher places
in a lower track those pupils who cannut work addition problems and fails
to reward them for and promote the accomplishments they do demonstrate,
is this teacher not programming the pupils ror failure? Since academic
skills are representative of a complex of chained responses.'s if discrete
desired responses are not systematically and contingently rewarded. the
probability that final performance skills will be manifested and that new
behaviors will be learned is very low. When pupils learn of teacher negative
expectations, though it may not immediately be recognized. this can result
in the acquisition of behaviors incompatible with desired learning and in
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the reduction or elimination of those behaviors which promote positive
" educational achievement.

Operating within the context of a competency-based nindel in which

desired behaviors are reinforced, teachers have clearly demonstrated that

a variety of educationally relevant behaviors are acquired by minority

pupils in urban schools. Teachers have shown, for example. that they can
efficiently and effectively improve. learners’ reading, spelling, arithmetic, '

and verbal skills. and they can increase productive social behaviars which
foster educational achievernent {(Ramp and-Hopkins,!* O'Leary and -

O'Leary'®). o ’

“Conversely. traditional tearhing models see learning behavior as

" occurring within the context of a poorly defined ‘mechanism called per-

sonality. with differential «bility relatively determined and unchangeable.

In traditional teaching mooels, the objective of education is essentially re-

duced to identifying capacity and ability. and to implicitly classifying and

labeling such attributes within the context-of prevailing socioeconomic

norms. Such a process encourages the allocation of pupils to differentiated

“leaming" programs or tracks with attendant teacher expectancies for

success and failure which socially stratifv and prepare the pupils for their

" role in society. The effects of this frame of reference upon the urban minarity

78  pupil are well documented (Green:!? Brookoever. Gigliotti. Henderson and

' Schneider!*) and need not be further discussed at this point.

Establishing a Cdmpetenc’y-Based Learning Environment

The purpose of any planned program in teacher training should be to -
produce teachers and administrators who manifest skills and behaviors :
which will result in positive educational achievement for all children. v,
Typically. prior and present-day teacher training focus upon educational { ‘(
theory which does not necessarily result in specific teaching competencies \ A
other than verbal. Seldom does teacher training focus upon the basic premise .. .
that should underlie all theoretical considerations—that all teaching compe-
tencies should be defined within the framework of the definitiou of learn-
ing. Learning has been empirically defined as rejatively permanent changes
of behavior (Gagne.'s Hilgard and Marquis.i%). Leaming. then. is inferred
rather than observed. and those behaviors that are defined as learning may
be called performance behavior. :

The stalements above explicitly lead to the conclusion that those
persons who aspire to be teachers must be able to bring about changes in
behavior in their pupils in order to postulate that learning has occurred.
In addition. those persons who aspire to be teachers must bring about
changes in behavior in a s ecific directior. in order to promote desired
educational achievement. If teachers are to be agents of change, then it
follows that they must acquire the skills in changing behavior that exist

the bodies of knowledge—both educational and psychological—and they
must be able to apply those skills in an educational setting.




Traditional teaching methods have been based upon an assumption
that, gnvn an average. environment, children will learn when they are
“ready.” If a child does not learn or does not manifest & mechanism called
intelligence. the child. and frequently histher ethnic group association, are
indirectly held to be respOnsible. It is assumed that the child is incapable
of adequate perfnrmame and that the eihnic group has genetic deficién-
cies which affect the dévelopment of intelligence. To counteract thisassump-
-tion. teauhmg should establish a learning envitonment in which there is a
- predictable relationsh’p between a pupil's classroom performauce and the

classroom environment. $hould a pupil fail to learn what is desired, the

classroom environment should be explored and analvzed to determine ways
of modifying it to promgte the desired learning. In this manner. teaching
is based upon the idea that foulty learning is the product of a classroom
envircnment rather than ¢ faulty student. This particular approach counter-
acts or prohibits the association of ethnic group membership with school
performance and' in addition Lounterarts the aesumptlon that minority
children cannot learn. ¢

Teaching is concerned with observable activities. When a pupil is
reading. vou are observing "reading behavior” with all of its correlate be-
- haviors, i.e. eve movements, lip movements. etc. When a pupil is talking,
we speak of histher “verbal behavior” (Meaehan and Wiesen®). The use of
observable behaviar as the relevant source of infermation in designing
teacher training experiences permits better description of student per-
formance and diminishes the effects of subjectivity in assessment and
evaluatlun Subjectivity is one of the principal sources of negative assump-
tions and attitudes about minoerity students and can be counteracted ef-
_fectively through the use of less subjective data for teacher decisions.
Meachan and Wiesen® hive named the methods used in the compe-
“tency-based model as precision teaching. They suggest that in such teach-
ing the teacher is not merely a conveyor of information as traditionally
.conceived. but is also a scientist whose area of study is the behavior. of
pupils in school. Such a framework provides an ideal opportunity for con-
tinuous evaluation of presented educational materials and teacher tech-
" niques. If a certain type of material does not result in successful learning,
‘it may be modified or even rejected. If a particular pupil does not respond
correctly to given material. more appropriate material tor that pupil will be
tried or other factors will be examined. In this situation, the teacher must
be prepared to assume the basic attitude of the scientist and be ready to
abandon his or her methad if it does not prove effective. for it is tre data
about pupils which determines the next move. not assumptic :sabout pupils.

Teachiing in the proposed model provides an atmosphure in which the
individuality of each’ pupil can be truly realized. The approach requires
that the teacher have some knowledge of the particular likes and dislikes

of each pupil. his or her present level of performance. and his or her spe-
cific preferred activities. The teacher cannot make assumbtions about the.
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popil but must actually conduct scientific observations of pupils in action

to obtain aceurate data. Above all. this type of teaching emphasizes a pupil's,

present performance without excessively -dwelling upon his or her jast.

_This is not to say that the past has o iafluence on present behavior, but

merely that onlv certain past events are really meaningful in understand-
ing a student's present behavior. By questioning many of the unfounded
ideas about how pupils are supposed to behave. the teacher in this system
automatically- eliminates ethric group membership as a correlate of intel-
lectaal performance. . .
°

COMPETENCIES RELEVANT TO ALK TEACHERS

In order for all teachers to be able to design and conduct a competency--

based learning envirgnment. they should be able to manifest the following

teaching hehaviors: ' _ A .
1. Design behaviordl objectives tor pupils. ie. performance, cognitive.

and expressive ' ‘

. Design diagnostic pretest instruments for pupils

. Administer diagnustic nretests to pupils

. Evaluate diaghostic pretests in behavioral terms for pupils .

_ Communicate ctrengths and weaknesses of pupils to parents and pupils
Design teaching strategies in behavioral frameworks that will implement

achievement o1 stated objectives based upon diagnosed strengths and
weaknesses ’ '

= S I~ E
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in achievement of objectives }
8. Select instructional materials that are necessary for<the achievement
of objectives . i \
9. Provide alternative learning routes for pupils

10. Recvele pupils who do not reach.the necessary mastery level for attain-

~ ment of objectives ) o '

11. Design post-test instruments to acquire data about achievement of
objectives , '

12. Evaluate post-test instruments data in conjunction with pretest instru-
ments data to assess effectiveness of instructional materials and strate-
gles -

13. Evaluate total learning environment in terms of its effects on pupil
learning ' ’

In addition to the above competencies. teachers. regardless of the cul-
tural make-up of the school. should also be wole to manifest thie following
teaching behaviors: . '

1. Categorize behaviors which have led to negative assunptions about
miaority pupils and their cultures '

2. Categorize societal beliefs which have led to negétive assumptions about .

minority pupils and their cultures

. Conduct teaching strategies in behavioral frameworks that will result

' o
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Examine curricvlam materials and specify how much materials have

contributed to negative assumptions about miaority: pupils and their
cultures. vither by omission of data or inclusion of data which promotes
a less than positive view of minority peoples - :

Redesign curriculum materials that will promaote a positive set of assump-
tions about minority students and thei- cultures .

" TEACHER (ZOMPETEN(IIES NEEDED IN A MULTICU !l.’l‘URx;\‘l. SETTING

In addition. teachers who work specifically i+ a multicultural school

setting must be able to manifest the following ¢ompetencies:

1.

»

10.

Conduct an inquiry-oriented science and so.-ial studies program which

is-culturally relevant to all pupils

. Conduct a modern math program which emphasizes struc ture without

losing proficiency in computation. and which can be applicable to all
childrens’ experiences with numerical variables

. Develop in pupils the social skills and values necessary for survival
in the dominant culture without denying the existence of other values-

equally appropriate in minority cultures :

. Assess his her impact on pupils and niodify that impact by moditying

teaching style

. Develop and conduct a reading program which will emphasize the

multicultural nature of the society as well as develop good reading skills
Differentiate between interpersonal relations with other staff members

which have a negative effect on the teaching-learning process and those

which lead toward positive change

. Effectively use audio-visual equipment in the instructional program

ta develop instructional modules which relate to the lifestyles of all
_pupils

. Develop and involve community resources as integral parts of the

teaching-learning process

. Interpret the school’s program to the con.munity in terms both under-

standable and aceeptable -
Design curpiculum: modules whjch relate to the multicultural popula-

=

identiﬁcajfiziﬁ‘of self-images

tion of the®chgnl and which provide ways for all pupils to gain positive -

Teucher trai ing procedures should concentrate on developing all of the
- above listed fompetencies in all future and inservice teachers. not just those

‘teach or are teaching in multicultural schools.
.J.“p' .

Problems and Issues
EMPHASIS ON MULTICULTURALISM

-

Perhaps the niost serious obstacle to the.achievemeut of a truly multi-

cultural system of competency-based educaiion is the present professional
attention - the multiqultural aspect. While little apparent negativism has

(8
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developed in felation to the concept of multiculturalis:i. a very real con-
cem is that professional educators of all ethnic groups will spend much
of their time attempting to achieve a truly multicultural society. while
ignoring the more visible problem of ethnic pupil school achievement:

_lschoul svstem has cny direct relationship.to minerity pupils’ achievements.
In addition. multiculturalism focuses its concepts on behavioral differences
exclusively 1ather than on both similarities and differences between and
among all sngments of the sotiety. To continue to focus on differences is

| while at the same time postulating an 'acceptance on a Jevel of parity of
i differential behavior manifestations from all culfures. There is an inherent
‘ conflict in this approach since it tends to reinforce the seldom verbalized,
i but currently accepted belief that ethnic minority pupils cannot manifest

an .+ hievement level equal to that of majority white pupils. At the same
| time. it proposes that all cultural values and their resultant behaviers are
i equal. At worst, such a conflict will inevitablv promote the continu tion

of teacher training practices which behaviorally reinforce negative attitudes

about ethnic minority children. At best. it will increase the patriarchial ",

condescending view of ethnit’ minority persons that exists in Anierica to-

day. Presently. it is more feasible for professional educators to concentrate
Yheir efforts on the development of competency-based teacher training. pro-
“vedures which can minimize the negatively stereotyped attitudes about

ethnic-minority children and concurrently promote the development of a
_multicultural society. '

TEACHERS NEGA’I‘I\:E EXPECTATIONS

The teachers’ stervotypical thinking. whether or not they are sympa-
thetic. to the plight of ethnic minorities or low-income pupils. can itself
engender a cvcle of defeatist or aggressively crunteractive behavior by
pupil which fulfills negative expectations. In oti er words. the teachers’
hehavior vis-a-vis certain pupils. which follows from unfavorable attitudes
and expectations of what such people are “really like." fosters those pupil
behaviors which fulfill the culturally derived expectations. They tend to
recct against teachers and the svstem which tells tham that they ara inferior.
primitive. dull.sor unstable. Qvert or covert stereotypes. in which ethnic

minority voungsters are seen as intellectually inverior. immoral. emotionally
unstable. lazy. hoisterous. overassertive. lawless. superstitious, happy-go-
lucky. untrustworthy. etc.. prevail in American society (Allport?!) and af-
fect the way in which a teacher interacts with pupils perceived in such a
light. This in turn influences how pupils will not only react toward the
teacher and the learning environment which she or he structures. but also
how they will view themselves. This insidioas cycle describes the concept
of the self-fulfilling prophecy in which the expectancy of certain behaviors
in others tends to evoke that very behavior (Rosenthal?2).

. PN .

A
AT

]

here is no empirical evidence®that the development of a multicultural.

perhaps to continue subtly to support the inferiority-superiority hvpotheses -
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. Those educators who believe that the problem of education in the urban
school lies in the disadvantaged child are likely to hatbor beliefs which
breed lowered expectations of performance, promote differential and un-

" equal treatment in the form of instructional quality and process. and thereby

-

*lower educational results. Such belic's lead to futile attempts to restructure
pupils. often simply to make them bel.ave according to the teachers' notions
of proper conduct, rather than structuring the environment to effectively
praduce desired learning. To the extent that teachers' notions of minority
pupil inferiority represent the rativnale underlying the quality and process
of instruction in urban schools. minority pupils may be expected fo exhibit

~ differential and inferior achievement when' compared to those who are not
subjected to the same kinds of negative evaluation. Stereotypes of socio-“

economic status as well as ethnicity have significant implications in the
learning situation. In_their study investigating the effects of scciveconamic
class and teacher bias, Miller. McLaughlin, Hadden. and Chanskv found
that for college students preparing for careers in education. pupil records
“containing cues concerning lower-class status resulted in lower estimates
uf academic achievement. classroom citizenship. and life attainments.23
Tiuo indicates that teachers tend to evaluate negatively the achievements
of pupils who are idewtified as coming from a lower-class background.

. The., erhaps one of the most crucial issues that influences the edu-
cation ot ethnic minority pupils is a conglomerate of expectancy factors:
theexp.vtidon (a) that minority pupils in‘urban settings are part of a lower
caste svstem which is to be distrusted and feated: (b} that ethnic minority
M.pee. are supposed to be different. interpreted to mean deficient. stupid.
and inferior: {c) that such pupils can at best have a marginal place in the
American population: and: (d) that such pupils are difficult to instruét and

have little capability to learn required academic concepts. Such expectancies -

.when operative have resulted in-a circular effect. Ethnic minority pupils
in general manifest a significantly lower achievement level than other
pupils. grew up and are employable in{narginal positions. if at all. have
children who in turn meet the same set of expectancics. and who in essence
demonstrate the same achievement level in school and work as their parents.
Attempts to counteract this cycle have been for the most part inadequate.
The primary mgde of counterattack has been conducted through programs
called compensatory education. Significant sums of rwoney have been
channeled into so-called “innavative, special ¢ ducational programs for dis-
advantaged pupils;” yet analysis of the research on these programs indicates
little if any significant improvement in the educational odtcomes for
minority school children. None of the research presents any ‘empirical
evidence about the effects of negative eacher &xpectanci®s on pupils’ per-
formances. Without this kind of evidence. the evaluative ronclusions about

“compensatory and other innovative educational programming are less than

- valid and provide little real dirsction for future programming.
b

What seems to be needed is a conceptual framework of educational

- >
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. tive teacher expectaacies as they impinge upon urt.-n minority pupils.

©

practives ar 1 procedures the ccounteracts and minimizes the effects of neg

is propused that the concepts of competency-base. education have th

- putential to act as an effective farce in the formation of positive teacher

- expectancies. and reciprocally minimize the impact pf negative assum

. can be largely controlled in competency Dased programs through t

tions about pupils. :

The rule of teachers’ negative attitudes and assy wptions about pupils
(]
svstematic development and implementation of the competencies defi
earlier. A brief consideration of issues and specific operations relating/to
the design and implementation of these. competencies will indicate the
means by which a learning environment can be structured to foster pgsi-

tive edutational achievement for all pupils, irrespective of their ethnic

and or sucial class membership.

Assessment Strategies

The initial task in a competency-based education program is to e
tively assess the pupils’ cognitive and behavioral strengths and weakness
in academic subieg){,t matter. Assessment must be conducted without jany
preconceived assumptions about expected pupil behavior due to nace.
ethnicity. age, or sex. Assessment data must function as an empirical base
for the design of learning environments which significantly increasq the
probability that pupils will develop desired competencies in th&\academic
and behavioral domains. In order to function as an empirical buse> assess-
ment procedures must succinctly state acceptable performance levely that
indicate mastery of a given task or det of tasks. Expected performance fevels
are made public to pupils prior to the initiation of assessment procedures
so that pupils will know exactly what is expected and how and by whom
their respomnses will be assessed. !\\\(jre important; pupils can learn to/deter-
mine their relative level of performance and begin to assess their own
strengths and wealnesses. The«latter is a.vitally important construct and
will be dist ussed later in this article. . o '
~ Assessment procedures in a competency-hased medel of education do
not assume that a pupil who has undergene prior instruction is prepared
to advance into a higher level of academic performance. Usually. this
assumption is based upon a required passing grade. But a passing grade
does not delineate the performance competencies a pupil can _or cannot
manifest. nor dues it specify in precise terms the prerequisite competencies
a pupil must be able to demonstrate before advancenient to higher academic
levels.

in summary. assessment procedures in a competency-based program
are designed 1o minimize the effects of negative teacher expectations
about minoriw. chuldren. They are basicelly concerned with the observa-
tion aglzd measurement of academic strengths and weaknesses, -are focused

° 1



on clear. succinet publi(zf)erformance objectives, and provide a sound data
base for the design of future learning environments jn the school.

'CONSTRUCTING ASSESSMENT INSTRUMENTS

!
. When constructing an assessment instrument in the competency-based
model. teachers will not rely upon expectations but instead will design
instruments, sometimes called pretests, based on their knowledge of the .
academic skills needed to perform another academic task. - "

_ Briefly, the guidelines for the construction of assessment instruments

. are characterized by fmfx; maijar phases: (a) planning the assessment instru-

ment, (b) item writing. (c) item analysis, and (d) establishing measures of
validity and reliability.

ASSESSMENT OF COGNITIVE AND BEHAVIORAL SKILLS

Special emphasis is given in competency-based programs to behavioral
assessment, stratégies which may be used to measure correlates of magy
. cognitive skills. At the present stage of developtent in psychological test-
'ng and theorizing. it is highly questionable whether any test score can
be validly interpreted as an index of immutable or fixed characteristics, : 85
cepacities. or abilities. Within the context of its fundamental genetic endow-
ment, behavior is a function of interactions with one's euvironment, and

.-as such it ismodifiable. New patterns of response may be predictably instated -

and curfent responses may be maintained or eliminated, exclusively asa  °
‘resu't of planned or unplanned environmental events. Maoreover. new. and
existing behaviors may be maintained at differential levels of occurrence,
-duration. or magnitude as a consequence of conditions present in the in-
dividual's environment.
The scores derived from appropriately constructed and reliable cogni- . .-

tive assessment ‘instruments can yield only estimates of specific existing

;- cognitive knowledge. interests: or attitudes as expressed-through verbcl

\  communication. Verbal resporises represent only one mode of behavior and
are meaningful only whef a cumparison is conducted with an appropriate
reference population or with the same population following a period of
instruction. As Wicker has clearly shown. the ability to demonstrate writing_

* skills may have little or no relationship to other overt behavioral respofises.
What pupils actually do or can do in terms of observable performance often
cannot be predicted from their written and/or verbal productions.. When
techuiques of assessment fpcus upon overt behavioral performancés which
are taken as evidence of learning. the role of interpretation hy the teacher
is minimized. ‘ ) 4 !

Behavioral Asscgsmént. Factors of subjective judgment. biases, expec-
tations, and personal assumptions about. minority pupils are largely con-
trolled when educational achievement is evaluated as a part of behavioral
. assessment. In behavioral assessment. the teacher's personal disposition
. \"l ‘ . Rl \ . - : .
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toward a given pupil with respedt to face. ethnicity. or socioeconomicstatus
is srrolevant. The pupil is assessed on the hasis of what he'she can or

cannot demonstzate in a given curricular domain. Overt behavioral per-

furmance is the Sole criterion of achievement. Further. behavioral assess-

“ment holds that what dues not presently exist in the pupil’s behavioral

repertoire is not as important as what does exist—what the student can
actually do. This is the base upon which new behaviors are shaped and
structured. The objective is not to isolate. identify. and label judgmental
haracteristics ur attributes of the pupil for negative reports. but to deter-

_ miste the existence of current pattemns of performance with the aim of build-

ing up new behaviors to demonstraie fearning.

Thus the maijor abjective of behavioral assessment is not to evaluate
behaiior withinthe imaplicit context of a judgmental scheme; rather, it is to
provide descriptive, reproducible data on quantitative measures of directly
otnervable samples of behavior. This approach attempts ta minimize the
imposition of negative subjective perceptions. expectancies. assumptions,
and biases in judgment by the dssessor. in both the collection and analysis
of the data: and it curbs the further development of negative teacher ex-
pectations.

"As suggested by Kkanfer and Phillips. behavior assessment is used, to
provide empirical information that allows the teacher to define objertives

for instraction. to identify conditions :naintaining undesirable behavior as

well ad desirable responses, and to permit the selection of the most efficient
strategy designed to promote desired learning.? '

Evaluation of Change. Quantitative evaluation of ‘change in learning
responses should be a continuing and integral part of educational programs.
Continuous fhonitoring of progress toward achievement of educational
obietives allows the classivom teacher to restructure and adapt instruc-
tiona! activities as needed to optimize conditions for attainment of
educational goals. defined in terms of directly abservable iyehaviors. In
addiiion. pupils who are systematically apprised of their strengths and
weaknesses relevant to specified perfuormance objectives may contribute
1o the development of more salient programs. experiences. and procedures
fac.ilitating educationgl achievement. The latter foature could be used to
enhance minority pupils’ options in learning to gain more control of their

Cown lives

Design of Behavioral Objectives

A behavioral gbjective is an essentizl component in competency-

based programs. it 1s designed to provide explicit information allowing
both teacker and learner to be made aware of the educational goals in a
learning environment: it specifies what outcome behavior is to be acheivea
as a resuit of instruction. how the behavior is to be achieved. and how its

achievement is to be demonstrated and evaluated Rehavioral objectives

.
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represent d ¥ mprehensive statpment (ot series of statements) servihg a‘s

" the procedural ‘guideline for the teacher as instructor. and the pupil as

~ learner. Behavioral objectives specify (a) substance {content;, (h) structure

{format or arrangement), and (c} protess (methodology) characteristics of

an educational program designed tc produce learning in the form of planned -

behavivral change. Behavior-based objectives do not rely upon methods of

- .assessment designed to produce labals and generate inferential speculations
o about performance skills. Rather, cbiectives are set and modified on the .

Jbasis of data derived from direct and systematic application of assessment
criteria. : ' S

Instructional Strategies for a Competency-Based

' Classroom | . 5

-]
/

. rd?(')m is essentiall

~

In dgsigning\a iearning environment, it is essential that the teacher

all qwipils to becoine educated. The point to keep in mind is that the class.

consider the uxtelt;] to which it is structured to-optimize the opportunity for

v a social situation—with a complex of interacting events,
activities. an.' conditions impinging directly upon all participants in the
milieu. To the extent that a sacial environment is improperly arranged.
manipuiated. and controlled, the opportunity for achieving predictable and
desired outcomes is impaired. - '

-In managing this social system. the teacher must attempt to struciure

its components in a way that both his or her behaviors and those of the
pupils interdependently operate to produce planned behavioral change. in
. the sequential steps intended. This is largely an issue concerned with the

_ design of physical. secial. and temporal conditions which facilitate learn-

ing. ad the manipulation of predetermined consequences ta.affect pupil
behaviors. Basically. this concerns the formulation and ihplementation’ of

a strategy or programmed procedure in which both teachér-pupil behaviors

are 1o be exhibited in a certain sequence and under specific conditions of
occurrence, followed by preselected consequences to regulate performance.

In designing a system in which physical, soci@l.gnd te\'npural para-
wers of milieu are specifically arranged to expeditp planned behavior

- change. it is the environment-itself that is altered and programmed. There

is no attempt to restructure the pupil in terms of personality or intra-psychic:
characteristics according to the notions of subjective opinion. The teacher
is responsible for identifying and implementing those environmental
changes that have been empirically determined to help the individual pupil
to learn new: skills. :
Competency-based .methods emphasize planning. programming, pre-
dictability, and control with respect to the environmental conditions in

. which pupils behave and learn The focus is upon promoting the achieve- |

ment of educationally relevant responses through positive control of the

———Igaraing environment. Teacher behavior, with réspect tg.désigning and im-
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) plvnwntmb instructional activities. is empirically evaluated; that is, it is
tested in terms of the effects they produce. In this sense. the formulation
-and seloction of operational strategies applied in the learning milieu are

grounded upon objective, scientific analyses of their observed effects on
actual pupil behaviors. not on subjective ;udgment If a particular strategy
fails to produce desired results, it is replaced by alternative procedures
which must prove their effectiveness in each individyal case. This repre-
sents a novel approach to teaching. It is not uncommon to find pupils
exposed to learnihg programs which totally ignore their experiential
background and exigting competencies in curricular subjects. A given pro-
cedure may be adopted by the teacher simply because it is standard or
traditional for certain popuiations of pupils, irrespective of their individual
needs. But in such cases, failure and frustration are also traditions.

Within the competency-based system. the\theme is ter utilize positive
behavivral control to increase successful performance. whether achieve-
ments 'be modest or notable. In its application. the model explicitly fosters
the development of pusitive expectations for successful performance by
the pupil. Pupil behaviors are seen to directly reflect the competence of
the teacher's performance ifRerms of designing and implementing ‘an
instructional program. Every pupil is perceived to possess some specific.
edu.ationally relevant competencies which can be develeped and firmly
established to facilitate building up related performance skills. In this sys-
tem. where positive expectations for pupils’ growth and achievement pre-
vail. and indeed are provided for in the design of the instructional program
itself. pupil achievements provide reinforcement not only for the individual
pupil. but also for the teacher wha structures and implements the learning
program. A model designed to strengthen and recognize existing and future
accomplishraents will produce outcomes for both teachers and learners
that make education an enriching and productive experience. It is the
manipulation of environmental variables which underlies learning. 1t is
counterproductive to assume that failure is a product of postulated incom-
petencies and incapacities of the pupil: rather. the teacher mnust examine
the classroom environment and program he or she structured in order to
identifv those conditions or elements which interfered. with or inhibited
the emergence of sriterisn behavior and rearrange the situation accordingly.

3
-

Evaluation

Evaluation in competency-based programs is a continuous process of
collecting and interpreting quantitive information. This information is used
to make decisions about the learning environment in terms of its resources
(inputs). instructional activities {process). and resultant pupil performances
(output). Evaluation should provide quantitive information about the level
of competencies of pupils when entering a learning system and when leav-
ing the svstem. and the quality of instructional operation design. As such.

C
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evaluation is 4 tool and a means and process of collecting data which may -
be used to improve the system. -

Pupil performance on various specific criteria is evaluated regularly
and frequently as a basis for decisions related to pupils’ progress through
the program. This serves a diagnostic or guidance function. Performance
of pupils and teachers involved in the program can be assessed for the
purposes of evaluating the program itselt. This serves an evaluation and
research function. The teacher must determine which behaviors and activi-
ties are effective in facilitating desired pupil outcomes. It cannot be assumed
that a program or mode of instructional practices is effective. It must be
empirically demonstrated. The program must be open to development or
maodification on the basis of objectively quantifiable information. The quality
of an educativnal program is evidenced by what it produces in terms of
puptl outcomes—assessed with respect to a specified objective and explicit
criteriaof both teacher and pupil performance.

Continnous evaluation provides feedback for empirically grounded
decision making regarding the allecation of resources and the modification
of instructional processes as may be needed. Competency-based programs
depend upon feedback for correction of errors identified,in the system and
for the improvement of efficiency gait relates to structuring functional learn-
ing environments, A svstem ich provides ongoing information about
itself regarding the efficiency agd effectiveness of its design and operations
should provide a means to mimitizeghe role of highly subjective teacher
iudgment and possible biases abaut pup¥s in determining what competen-
cies pupils possess upon entering or leaving the learning system.

The Benefits of a Competency-Based Educational Setting

Benefits accrue to all participants in a competency-based educational
setting. Teachers learn to function in a logical sequential manner. They are
able to effectively plan instructional activities based upon pupils’ strengths
and weaknesses. They are able to evaluate their own behavior as teachers
with a minimum of threat. They are able to formulate sound educational
practices which are observable. measurable. and predictable. They:ste able
to stabilize the learning environment so that a maximum of learsi g can
accrue with a minimum of disciplinary problems. They are able to@ﬁ@gxntlv
meastre pupil progress and. if necessary, redesign the learmng‘env{?on-
ment. vinally. they are more able to become accountable to parents and
the community, -

The tost important benefit for children is that tho\ can gradually be-
come more self-directing in their own education and thus begin to gam a
sense of conirol over their future. Self-direction in education is a conLept
that has reqeived very little philosophical and research attention. Perhape

- because of th\sm iety's value system of “control and be controlled.” edu-

cators have giveh little credence to the concept of self-dlre(.tcyleammg for

EKC

wll Toxt Provided by ERIC

-

89

y ;



© 90

1. Were appropri

~

children and especially not for minority children. Yet. if we expect our
voung persons to be able to develop the competencies necessary to advance
the progress of the society. it is pertinent that we begin to develop decision-
making skills. as well as other skills. at early ages. The ultimate goal for

children in a competency-based education system is that they gain skills in

assessing their strengths and weaknesses in establishing long- and shoit-

range behavioral objectives. in seeking out instructional materials to attain.

thuse abjectives. and in evaluating their progress.
The public nature of the competency-based educational system allows

meaningful parent participation. Parents van participate in the develop- '
“ment of curriculum in the assessment of pupil strengths and weaknesses.

and in the total evaluation procedure. Parents can assess both the program
and the teacher’s effectiveness and contribute to the redesign of the total
educational epvironment if necessary.

’I‘u'pmpe&v evaluate the efficiency of assessment as a component in
competency-bajed programs. teachers. parents. and administrators can
atilize measures\which allow them to answer three questions:

1. Were appropr\ate assessment procedures used to yield empirical infor-
matien on pupil performagee?

2. \Were assessment data appropriately interpreted. such that the role of
subjective judgment was minimized?

3. Does assessmeny data lead to specific statements of pupils in terms of
behavioral strengths and weaknesses?

Tao properly etaluate the effiviency of objectives as a component in
competency-based [programs. teachers. parents. and administrators can uti-
lize measures which allow them to answer three questions:

@ behavioral objectives formulated, speciired. and made
public?

2. \Were behavioral objectives clearly and precisely stated in terms of ex-
plicit classes of measurable dnd demonstrable behavior?

3. Have behavioral objectives led in step-wise sequence to the terminal
goal of instruction? . '

To properly evaluate the efficiency of instructional strategies as a com-
ponentin competency-based programs. téachers, parents, and administrators
can utilize measures which allow them to answer three questions:

1. Has the teacher designed a learning environment which facilitates the

production of measurable behaviors indicative of positive educational’

achievement?

. \Were strategies appropriate (i.e. selection and organization of curriculum
content. selection of learning experiences. positive reinforcem¢ .t pro-
cedures) to facilitate learning by individual members of the given pupil
population? .

3. Were strategies effective and efficient in implementation. and modified

as necessary on the basis ot empirical data to produce desired outcomes?



Tathe extent that these questions. in toto. can be answered affirmatively.
it is likelyv that a functional learning environment has been formulated and
established to promote positive educational attainments by all pupils ex-
posed o it.

Summary and Recommendations

The competency-based model of education. applicable to the training
of prospective teachers, is concerned with behavior change wherein the
pupil acquires a specified level of competency in cognitive, social-emotional,
and perforinance domains. Within the competency-based model, leaming
programs are designed so that pupils and their objectively identified needs
are met. in contrast to the restructuring of pupils to fit into 8 program.
Rte, ethnicity. sex, income level, and other demographic characteristics
of the pupil have bearing in competency-based programs only to the extent

unmwthtdl they describe facets. of the pupil's social history and nrior learning
experiences in the culture. Knowledge of these variables is used to the
extent that they may contribute to developing relevant learning activities
which build upen. and do not negate, pupils’ previous learning experiences.
Thus. variables of race. ethnicity. income level, social status, and sex re-
flect the cultural plurality. history, and attendant learning experiences of
. the pupils. They are not. as mapy educators and test interpreters believe.
indicants of intellectual capacity. aptitude, and ability which may be used
“to allocate pupils to educational tracks or problems which reduce the like-

* lihood of high ackievement and social mobility in Amerisan society.

In competency-based programs. measures designed to assess the indi-
vidual's pdesent level of functioning in a given domain represent objective
indices of observable measurable behaviors. Such measures are not designed
to provide labels for categories of inferential, subjective constructs which
reflect the test constructor’s and/or interpreter's own persoha{ experiences,
attitudes. value orientation. assumptions, and biases. It is\strongly sus-

. pected, as Brookover et al. suggest.'s that these culture-based tests. which
label. classify. and are used as an “‘objective’ basis for the placement of
pupils in different educational categories and programs. function to stratify

- and atlocate individuals to different social positions in society. That such

_ tests are used to identify, label, and allocate children to different educa-

- tional programs where their preparation for the ppsitions in the social strata

. is implicit. represents institutionalized discrimination and bias in its more
subtle form. .

Such an approach contrasts sharply with the competerncy-based method
by which the teacher determines what skills the pupils need to strengthen
and'or expand. The teacher tecognizes that pupils' behavior reects both
individual and group characteristics. i.e. some of their behaviors are unique
products arising from their own personal learning experiences, while other
behaviors are common to their social group. community, geographical
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region, and the larger culture. Therefore, the unit of analysis by which the -
pupils’ educational needs are assessed is overt behavior. Constructs mired
in postulations of personality, values. intelligence quotients and attitudes,
© for example, are irrelevant to a competency-based model of education. Ob-
jective data describing observable. measutable occurrences of specifically
defined behaviors tell the teacher whai the pupils actually de in erms of
functioning in a given domain. The emphasis is clearly upon present be-
haviors, What does not presently exist in the pupils’ behavioral repertoire
is not as important as what does exist. What the pupils can do represents
the base upon which subsequent new behaviors can be built, broudened, and
synthesized with other relevant responses in a given domain to produce a
_constellation of chained behaviors which represent performance skills.

Parenthetically. the :nalogy of the half-full/half-empty water glass is
pertinent. A pupil may correctly read and define 50 out of 100 words in his/
e her lesson book. Is_ heshe really “dull.” “stupid" or “inferior” beciwse he/
she “fails"" to correctly answer the other 50 items? Or has the studeat demon-
strated success by correctly answeting half of the items, which is the founda-
. tion for learning the correct response for the other 50 items? The latter
situation epitomizes a major issue in education of minority pupils. Tha
teacher who expects less of the minority pupil will see himvher as failing: t::e
92 more objective. behaviorally based teacher sees the student as learning, . »
opportunities abounding for structuring situations to foster further learmi.a -

and achievement. . .

~

Pupils who are exposed to a competency-based program know exact!y
what is expected of them. The instructional activity is designed so that the
pupil builds a chain of successive correct responses which culminate "

« the criterion performance skills. If pupils falter at some point, procedures
allow for them to recycle and build upon existing competencies. The cri-
terion by which pupils can identify successful accomplishment of the learn-
ing objective is a specified level of observable behavior which the pupils
can assess as objectively as the teacher. Because the emphasis is upon axit
rather thafi entrance requirements, pupils of diverse backgrouads and levels
of competency may participate in the learning activity as long as they can.
demonstrate the minimal skills upon which future behaviors are based. The
instruction modes in a competency-based model provide a mechanism for
specific guidance. feedback. and evaluation which promotes educational
acheivement and can foster self-directed learning. . .

Chief among the important implications of competency-based educa-
tion in multicultura! schools is the limitation and minimization of subjet.- .
tive variables in terms of testing and evaluational judgments which have
connotations of good and bad. Explicitly specifying objectives in terms that
have: observable and measurable physical referents minimizes the intrusion
of such intervening variables as subjectivity and bias which have so often
funictioned to the disadvantage of minority pupils. Similarly. the-rale of
these intervening variables is minimized in designing learning activities.

o n
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assessment of competencies prior to the learning activity, assessing achieve-

" ment of learning cbjectives. and setting criteria_for achievement and ad-
vancement to new learning programs. s

' If teacher training institutions are to provide preservice and inservice
training which will significantly increase the probability (a) that minority
pupils improve their academic achievement levels and (b) that a multicul-
tural philosophic structure will undergird broad educational goals, then
they must facilitate the development of educational policy which will foster
the following processes in teacher training: '

1. Conduct scientific analyses of learning tasks and design teacher functions
to maximize the probability of the achievement of those tasks

2. Redesign teacher function within the competency-based teacher educa-
tion model :

3. Instruct teachers in the pros and cons of reinforcement practices

! 4. Design internships (rather than student teaching) for preservice and in-

service teachers which will allow them to test their own conipetencies
in all the areas of the competency-based meodel R

5. Provide instruction for preservice and inservice teachers in the curficu-
lum area of teacher expectancies of minarity groups and the ramifications
in teacher behavior of such expectancies

6. Instruct preservice and inservice teachers in the evaluation of pupil per- 93
formance on a pre-post performance continuum

. teacher training institutions could achieve just the above items, many .
of-the negative results of the education of minority children could be ob-
viated and the development of the multicultural concept could probably

. ~be realized. : .
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Rationale

Planned multicultural education and the inco poration of competency-

G . .
. _.based education in school systems. colleges, and uniersities are becoming
Aincreasingly recognized as important phenomene in the American educa-

tional enterprise. To the extent that multicultural education can be sig-

nificantly initiated and purposefully influenced, the role of the educational E

practitioner is centrai in these phenomena. It is assymed in this paper th

\
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there is a positive value to the total educational arena and to the society -

which it serves in developing and implementing a re:evant and viable multi-
cultural educational program for learners based on the concept of compe-
tency-based education. .

Teacher education is changing in higher educational institutions be-
cause there are insistent demands rising. from such groups as Mexican
Americans, American Indians. Chicanos, Blacks, and Puerto Ricans. to
recognize the importance of cultural differences and modify the curriculum
to reflect their conceérns. A dialogue is revolving around sound strategies
to create a teacher education program which will equip the individual
teacher to demonstrate specified competencies which are realistic to our
pluralistic. society. \When this goal is reatized. the role of the teacher will
change from a bureaucratic functivnary to tirat of a democratic educational
practitioner.

Every school in our nation has an imperative mission these days: to help
prepare its students for life in a society composed of many diverge cultures,
racial and ethnic strands. The extent to which the schiool equips ifs young

* people to'work and live within a country graced by an assortment of races.
_cultures, and lifestyles—each .wtually celebrated—is a positive indicator

v’
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of its overall quality and its relevance to contemporary youth, Therefore,
multicultural teaching is the greatest educational challenge of the century:
A response to that challenge is a viable multicultural educationicompe-
tency-based teacler education program. for it is upon the quality of the
teacher that all else depends when it comes to facilitative learning.

In developing a multicultural education program. it is necessary to
explore the question:, “What does a teacher need to know and be able to
do in order to teach effectively in a culturally diverse society?” In seeking
answers to this question. the writer talked with teachers, public schuol
administrators. teacher trainers, state department of education personnel,
and education researchers. The key idea that emerged. if multicultural
education is to becamne a reality. was competency-based teacher education
(CHTE), . o

It apprears obvious that if the aim of teaching is learning, there should
~ he evidence that preservice teachers can bring about appropriate learning

«in students before they assume responsibility for such learning in the class-

room. Therefore, it is believed that this aim can be accomplished by erabling
the prospective learner to démonstrate mastery or attainment of specified
criteria. These criteria can be stated so that they include areas in the;cog-
nitive. affective. and psychomotor domains and epcompass all phases of
aducation from prepriman to graduate level E -

Competency. of course, is the important concepté the sine gue non of
CBTE. The learner will have x number of reading skills, will differentiate
among several elements of diverse cultures with v percent accuracy, will
know 7 number of economic concepts. and so on. This is different from
the usual approach of saying: Given x amount of time, the learner will be
taught to the best of his her and our ability. In this latter approach, time is the
major limiting factos? in competency-based teacher education. time is basi-
cally a variable element. The development of a teacher education program
“that generates this kind of evidence is mandatory if we are to provide the
best education possible for all American youth.

Assumptions of Competency-Based Teacher Education

1. Competency-based teacher educationshould have as its base detailed
descriptions of the behavioral outcomes expected of the learner. Although
already alluded to. this assumption deserves additional-comment because.
of all the assumptions underlying competency-based teacher education. the
emphasis on behavioral outcorivs is prebably the most controversial.!

Behavioal outcemes are variously referred to as behavioral objectives,
performance goals. operational - sjectives, and instructional objectives. But
regerdless of the nomenclatur s employed. most would agree that statements
of behaviaral nutcomes should meet three criteria: {a) the behavior itself
must be identiried. (b) the important conditions under which the behavior |
is to occur must be defined. and (¢) the criterion of accepgah'{é_ perfcrmance
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¢ must be specified. When these criteria are met, the result looks something
like the following:

The student must be zble to reply in grammatically correct French
JH95% of the French questions that are preseated to him during

an examination {2.50). '

The student must be able to spell.correctly at least 80% of the

words called out to him during an examination (2.502

The advantages of stating educational outcomes in behavioral terms
are becoming recognized. Advantages include giving meaning to broad
statements of educational goals. giving direction to the design of instruc-
tional stratogies. and making obvious the methods used in evaluation. Pro-
"o poneats argue that these are chitical elements in the search for a more

effective and efficient system of public education. But critics of behavioral

objectives point out several potential dangers. One danger revolves around

the issue of responsibility. Do teachers write their own objectives? Or do

they use objectives which have been preestablished by experts? The critics

argue that teachers seldom have time to do the former and that they jeopar-
- dize the unique aspirations of their classes by opting for the latter.

- 2. Competency-based teacher education should provide for differences -
among learners in terms of their accumulated experience, extent of achieve-
ment, and rate and style of learning. In dther words, CBTE is based on the
principle of individualized instruction and learning.  * :

3, Competency-based teacher education should provide opportunities’
for the lparner to. pursue personal goals. The intent of this assumption
goes beyond the elements of individual®ation described above. That is. it
means more than providing the learner with opportunities to make choices
among alternate learning activities. In essence, the assumption means that
the learner is also given opportunities to make choices among various ob-
j¢ctives and, in some instances. to develop his or her own.

In a CBTE prdgram. there are certain objectives which are required for
evervone. "'For example. each learner must be able to do x, v, and =" But
there are other objegtives, all of which are considered important, but nene
of which is considered to be as vital g5y, or 7. or more valuable to all
learners than another. From this latter group of objectives, then, bach learner
has the freddom and the responsibility to'negotiate a program of studies.?

Or. suppose that the learner is interested in a parﬁculur,pre't( of study
for which the school has no objectives. In such'a case. the learner is en-
couraged to become involved: @long with the professional staff. in designing
learning modules in that area. Certainly, the extent of the learner'siinveolve-
ment will be determined ky his or her age and talonts.

4. In_addition to the agsumptions cited above. two others need to be
nentioned. if only in passihg. One is that CBTE should be so erganized
and menaged.that all pé on§ concerned with or affected by the educeation

of learners shage the reg\y( nsybility for it. A key concepit in competency-
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based teacher education then is im olvement: —thu involvement of purents, -
- of community groups and institutions, and. of course. of teackers and learn-
ors in the design and implementations of programs. Ancther key concept

is accountabilitv. For w heg one is responsible for the design afid imple- .-
mentation of instructional programs. to some extent one must alsa be ac-
vountable for their consequences. . L

5. The other assumption is that competency-based teacher eduéauon
+ shuuld be so organized and mangged that it provides for its own contin itous
evaluation and revision. This is a critical area. For there is always danger
that the efficiency of-anv instructional program will become equated with
its efectiveness and relevance. In other words. an mstructmnal program
may appear to be functioning with no apparent flaws. to be maintaining

Aitself with little dificulty. but upon closer examination. the program may -
not be achievifg its stated objectives. or the objectives themselves may be-
irrelevant. In CBTE then. questions of efficiency. effectivehess. and relevance
are separate qumtmns and careful attention is given to asking and answering

them. -

-Competencies to Be Demonstrated by Aﬁ,’l‘ea’chers .

ua - In @ Culturally Diverse Society

There are certain basic competencies that all teachers should be able -
to demonstrate to teach effectively in a suciety composed of disparate cul-

tures. These competencies are identified as follows:

. COMPETENCY CLUSTER 1. UNDERSTANDING HUMAN GROWTH
AND DEVELOPMENT '
1. Recugnizing that each individual is worthwhile and unique
2. Understanding that each individual reacts as a whole human being’
s 3. !’ndvrstanding that each individual's behavior is caused and is not

#.hitrary t .
4. Rm ognizing that each individual wants to du samething and attau( suc-
R cess in doing it

5. Recognizing that each individual has dignity and integrity
. #. Recognizing the importance of the individual and hisher individuality

Understanding the implications of selected concepts and pring lples of
. human growth and development

. 8. Recognizing the role that environment plays in learning
9. Understanding and analvzing the development of social rerlatmnthps

10. Evaluating thp tactors which affect development and modsuremmat of
intelligence ™

COMPETENCY CLUSTER 1. PLANNING AND PREPARING FOR
INSTRUCTION

1. Stating desired learning outcomes in behavior terms
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. Organizing classroom for instructional quality and classroom control
. Specifying indicators of outcome,achievement

Recognizing the wide range of interests and achievement levels among

individual learners _ .
Planning instructional activities that relate to desired learning outcomes
Recognizing the difference between the value systems of different racial

- and class subcultures in the classroom

10.

11,

Identifying and articulating the use ef instructional materials and pro-
codures '

. Understanding learriers' environmental backgrounds and language
. ® °

patterns

. Planning assessment activities that relate to desired learning outcomes

Planning instructiona! materials and procedures appropriate to the in-
dividual needs of all learners in a given classroom .
Planning techniques to foster self-evaluating, self-directiveness, self-

diagnosing, self-prescribing. self:motivating to foster independent
learning

- rational decision making, and linking knowledge to-action

Stimulating inquiry. creativity, sensitivity. and cenceptualizafion
Promoting instructional ideas that will change the learner's role from
reactive to participative N _ .

Indicating how data on pupil achievement is to be displayed and used
in adjusting instruction “

COMPETENCY CLUSTER 1. PERFORMING INSTRUCTIONAL

FUNCTIONS

i,

"2
3.
4.

&

.

Demonstrating adequate and appropriate skills in oral and written com-
munication ’

Conveving the learning outcomes desired from instruction

Generating constructive pupil-teacher interaction

Adapting iastruction to context, content. individual learning styles or
modes, and rate of growth .

Managing instructional transitions and terminations

Managing the effective use of instructional materials, procedures, and
activities _ -

Facilitating skill in interpersonal communication
Managing unexpected activities and events '
Managing strong feelings and disruptive events

exercised

- Reassuring. supporting. reinforcing. and analyzing learner responses
. Utilizing feelings and emotional climates in the instructional process

. Gem ating learners’ desire to engage in critical and analyticai than) 8. -

. Fostering collaburative decision making between learner and teacher .
. Providing for variety in instructional activities and cognitive levels

o
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~ COMPETENCY CLUSTER IV.. PERFORMING ASSESSMENT FUNCTIONS -

100
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Assessing learning before instruction

Assessing learning during instruction

Assessinglearning after instriiction

Planning instruction on the basis of learning outcome data
Assessing the individual needs of learners

6. Assessing the needs of the community

COMPETENCY CGLUSTER V. DISPLAYING PUPIL ACHIEVEMENT |

1. Displaying pre- and post-lesson achievement
a. For knowledge/skill outcomes
b. For processiattitudinal outcomes

2. Displaying learning gains that can be attributed to instruction

a. For knowledge/skill outcomes
b. For process/attitudinal outcomes

-

COMPETENCY CLUSTER V1. RELATING INTERPERSONALLY

. Relating sensitively and effectively to learners LT
2. Relating sensitively and effectively to supervisors

3. Relating sensitively and effectively to colleagues

3. Relating sensitively and effectively to parents

b

COMPETENCY CLUSTER VIi. CARRYING OUT ADDITIONAL
PROFESSIONAL RESPONSIBILITIES '

1. Managing noninstructional activities

2. Meeting work schedule demand

3. Maintaining the learning environment -

4. Mesting general professional responsibilities

Some of the most pmmisirfg practices incorporated into achieving these
stated competencies are ideas which some teacher educators have supported
over the years in different forms and under different labels. Educational
leaders and proponents of multiculturalicompetency-based teac ser educa-
tion will be working to demonstrate that some of these ideas also have their
roots in a democratic value svstem. an appropriate base for the preparation
of teachers for schools in American saciety. This latter fact makes these
ideas all the more important in multicultural education programs.

There will be anticipated problems with this approach. The need for
further research is urgent, but better preparation of teachers to meet the
challenge cannot wait as cultural pluralism continues to be ignored as an
important educational ingredient in creating a ““No One Model American.”
The writer sees the changing role of the teccher and learner as the primary
problem in implementing multicultural/competency-based teacher educa-
tion. To deal effectively with this problem, the writer suggests that we
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have to build a support system for individualizing instruction within the
framework presented as follows: . N :

1. To provide a systématic prescribed individualized* program for each
student in a given class based upon the learner's needs, strengths. weak-
nesses. interests. and abilities as determined by relevant and appropriate
evaluative instruments . ' *

2. To provide for a unique instructional mede for each student in a ¢’ n
«class which will facilitate an individualized learning plan fér each leatn-
er. Each plan will provide for a specific procedure en an individual basis,
as sgrgested in Table 1.

TABLE 1
INDIVIDUALIZING INSTRUCTION

9

—

. Diagnosis: Assessing the ctrengths and
weaknesses of the learner
2. Prescription: Deciding what course of
action to follow-
3. Contract: Commitment of leatner to .
perform the prescribed treat- 101
ment .
Partners: Student-Teacher
4. Treatment: Actual instructional strategies
that ate relevantto the learning
modes of each learner: the ) .
} teaching part of teaching -
Assessment; Did the treatment work? '

12

4

This process will also have as its key emphasis the change role of the
learner and teacher as s8ggested in Tables 2 and 3. o

~

The writer sees that one of the major issues with multiculturalicompe-
tency-based teacher education programs is how te identify spgciﬁed compe-
tencies needed to facilitate substantive pluralistic learning.”Another issué
is focused on how teaching competency is to be defined. The,range of posi-

o tions taken on the issues can®e framed by a series of questions. Is demon-
straled mastery of knowledge about teaching to he considered teaching
competency? Is skill in performing the behaviors cr tasks of teachers the -
meaning to be given to teaching competency? Or is teaching competency
a tefm to be applied only to the demonstrated ability to bring about the
outcomes desired of a teacher in certified téaching positions? These
varied positions represent markedly different views of what the writer sees
multicultural.competency-based teacher education is all about. and set .

markedlydifferent requirements for program structure and operation.
a
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TABLE 2
- THE LEARNER'S ROLE CHANGES

" FROM:
Assignnient doing .. ........

Memorizing ............ ...

Note taking ........ ... e
Reciting ........-.0. ... ..

TO:

Flmm_itfl_g
Optional exercising
Creating
Viewing and listening
Problem solving
Hypothesizing
Analyzing
Synthesizing .
Concluding
Organizing ideas

]
Discussing

" Conceptualizing

F\quiring

.istening .
Evaluating
Dehating

e TABLE 3
"+ THE TEACHER'S ROLE CHANGES

FROM

Presenting broad
competencies ...... "% ......

Coercing ..................
Lecturing.... .............
Asking questions . ..........
Talkgqg at students ........

Testing and grading ........
Lesson planning ..... e

TO: o

Spacial compsatencies
representing cross-cultural
and minority teaching/
learning situations.
Sensitivity to and knowledge
of minority students and
their culture must be trans-
lated into effective. teaching
skills which enable the
sfudent to learn.

Motivating

Discussing
Stimulating inquiry

Listening and talKing with
students

Fostering self-evaluation

Writing behavioral objectives
Establishing competencies
Diagnosing

P.escribing
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Competencies Needed for Effectively Teachmg
Identified Culturally Different Youth

The wiiter endorses the concept that teachers need identified compe-
tencies for effectivelv teaching specified culturally different youth. In this
paper. the writer is focusing attention on the needs of Black vouths as an
ethnic group. inasmuch as the majority of his 22 vears of educational ex-
pertence has been with this segment of thetschool population.

“Since scheol districts throughout the nations are required by law to
eradicate.all vestiges of a dual education for Black and white youth. many

teachers find themselves teaching students who differ from them racially,

culturally. socially. and economically. This is a relatively new experience
for these education practitioners, and research points out that many lack
adequate skills to deal effectively *with the challenge of providing quality
instruction for youth from such diverse cultyres.

Contrary to the thinking of many education_practitioners. the physical
reassignment of students and faculty to eliminate racial identifiability of
schools which. in turn. increases cultural diversity. is but a first step in the
process of achieving guality multicultural education for all youth. An essen-
tial and continuing element in this process is the training of prospective
teachers and other educa‘ion practitioners io cope effectively with problems
resultihg from bringing together these disparate cultures, with their differing
values. mores and customs. into close and prolonged contact. Thus, in deal-
ing with these problems. an educational process is needed that provides
an element of “quality control.” a way of monitoring the skill levels and
progress of students. This process is available in the concept of competency-
based teacher education. .

Competencies to Be Demonstrated by Teachers Who
Teach in a Multicultural Education Program a

The writer sees the following identified competencies needed for ef-
fectively teaching specified culturally different vouth: -

1. Demonstrating etfective techniques and methods to bunld and enhance
the self concept of learners

2. Conceptualizing the dimensions in which the learner may be expected
to grow and learn under dwerse home and-community environmental-
conditions

3. Recognizing the lmportance of overcoming cultural and racial stereo-

types

4. Understanding the interdependence needed among the variqus cultures
for the enrichment of learning how to live, grow, and learn in a plural-
istic society . N

5. Understanding the history of minority groups in the United States and,

- in particular. of the civil rights movement

!/
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6. Demonstrating knowledge about the psychology and impactof prejudice
7. Planning viable and relevant means for combating prejudice and nega-
tive reactions as reflected in parent and student behavior
8. Understanding that all people are human—with individual feelings.
aspirations, and attitudes no matter what cultural crientation they
represent . .
* 4. Recognizing the importance of being prepared to encounter prejudice
and hostility as reflected in parental and community reactions '
10. Assuming responsibility for examining own motives—and what disci-
plines they apply to . '
o 11. Supporting self-initiated moves of all people and not cendemning or
prejudging their motives .
. 12. Assisting all voung people to understand and confront feelings of ethnic
* groups other than their own
13. Staying with and working through difficult confrontations

14. Showing interest in understanding the point of view of all cultural
re?msentation

15. Demonstrating directness and openness in expressing feelings

16. Identifying and exploring solutions to problems arising in cultural
diversity
. Recognizing and creating positive ways to cope with racial attitudes of
voung people as shown in their behavior
18. Creating a climate of mutual trust and constructive interpersonal and
intergroup relationships
19, Building intercultural cohesiveness and dispelling myths about the
intellectual inferiority or superiority of ethnic groups
20. Demonstrating research skills relating to cultural pluralism
21. Recognizing the importance of stressing the insights of sociology,
psychology. cultural anthropology, and otber relevant fields in facili-
s tating learning outcomes in a pluralistic setting
22. Demonistrating methods and techniques to offer young people options .
which allow for alternative styles of learning
"23. Recognizing that within the realm of potential of every human being
there is a level of 4wareness and achievement which can make life re-
warding. and that most young people want desperately to find that level
24. Assuming the responsibility of helping to devise programs which reach
out to students and engage them in a process which is both interesting
and fair and will, thus. lead to a level of awareness and achievement
“ which gives them a positive perception of themselves and their relation-
ship to others: e
25. Developing viable strategies to confront young people with moral. ethi-
ca!. and spiritual conflicts of their culture and motivate them to devise
a system of values which is both personal and internalized '
26. Demonstrating that the color of an individual is not nearly as important
' as hi§ or her competence

27, 'f)eveluping objectives and activities té"‘}enhance the self-confidence
.’/ . o .




voung Black learners use in guarding against the trappings of con-
descension

28. Planning to include learners in full participation in the decision-making
process relative to instructional activities

29. Selecting materials that will not derogate or ignore the ndemiﬁed cul-
turally different group

30. Building and promoting viable channels for meaningful communica-
tion among students. colleagues. and parents to lessen language barriers

31. Recognizing the value of various evaluative instruments and their uses
with multicultural education :

Problems related to the full actualization of the above identified compe-

tencies hinge on how teachers condition their own beliefs about the world .

in which the learners live. A learner's actions seem intelligent to him or
~ her and to those that will teach him or her only if teachers see the world
through.the learner’s eyes. But the learner’s views of reality are largely per-
“sonal. being influenced by individual needs, values, culture, self-concept.
physiological structure. beliefs about other people. and opportunity.

An individual behaves in a manner designed to maintain or to enhance
self-organization..People are capable of self-initiated behavior which takes
them toward self-realization. The most important factors in determining
our perceptions are the beliefs we hold about ourselves and other people
which are learned in interaction with them. When people pergeive them-
selves as greatly different than others, in terms of adequacy. tlTy are . in-
clined: (a) to be self-rejecting if they regard others as having greater worth,
ar (b} to reject others if they regard themselves as having greater worth. We

are in the best position to perceive ourselves and others accurately when

we beliove that both we and our peers have worth. :

Based on this type of perceptual theory. in preparing teachers to demon-
strate competencies needed for effectively teaching identified culturally dif-
ferent youth. the writer believes these implications for education can be
derived.* In order to teach. one must—

1. understand individual students by trying to view them and their world as
they do.

2. discover the differences between the value system of different racial and

class subcultures in the community and the implication for the class-
" room situation.

3. learn the characteristics of an impoverished community and the nature,
causes. and effects of cultural d-privation.

4. understand the relationship of student potentials to attained levels of
achievement. with emphasis on the effects that educational. social, and
aconomic levels have on this achievement.

5. acquire the professional skill needed in analyzing instructional deficien-
cies experienced by disadvantaged children.

6. appreciate the controlling personal and environmental factors involved
in the teaching-learning process.

W ¢
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7. develop the ways and means of organizing the classroem for instruc-
tional quality.

8. acknowledge the problems of school administration unique to the de-
segrogated school situation. including the preparation of school deseg-
regation plans.

Fotential Strategy

The writer sees competency-based teacher education as a potential
strategy for preparing personnel to work effectively with youth from diverse
cultural backgrounds. The initial focus of CBTE is upon the curriculum,
the teacher. and the specified skills the learner is to attain. Some schools of
thought suggest that educational practitioners should **first look at the child;
he will tell’ them his needs.”s The writer views this as a basic **cop-out”
in designing muiticultural education programs. If we haveé no goals and
abjectives. we cannot be held accountable; and accountability is an essen-
tial element in providing quality learning experiences for all youth in gur
pluralistic society. What if the learner never shows interest in his or her
fellow classmates? And what if the learner decides he or she does not want

. to interact with peers from other cultures in a meaningfi:l group activity?

Logically, it appears understandable that we must first create and de-
sign the curriculum and then look at the learner. in relation to that curricu-
luin. To insure that desired behaviors are specified for learners, there is an
imperative need to develop behavioral objectives as a first step in construct-
ing a solid multicultural/competency-based teacher education program.

". Behavioral objertives are referred to by a variety of terms such as instrue-

tional objectives, performance objectives, and terminal objectives. Regard-
less of the term used, a behavioral objective is a precise statement of the
“behavior the successful learner will exhibit after completing the learning
activity. The writer defines a good behavioral objective as one that contains
four essential elements. It states (a) who. (b) given what, (c) does what, (d)
how well. It does not describe the learning actwvity in which the student .
will engage. Rathier. it describes what the learner will be able to do after

instruction. and how well she or he will be able to do it. :

To help understand the movement toward competency-based teacher

~

- education and its applicability to multicultural education, the writer breaks

the growth of education into three phases: (a) Traditional Phase—marked
by a great preoccupation with the “inner” characteristics and capacities of
the learner (aptitude or ability); (b) Experimental Phase—focus shifted from.
learner. per se. to the teaching process; and (c) Competency-Based Educa--
tion—an educational process that provides an element of *‘quality contral;"”

- .a way of menitoring the skill levels and progress of learners which is vital -

-

‘-““"ﬁ‘! a culturally disparate classroom. This process provides a way of syste-
* matically preventing failure and insures consistent. efficient teaching. The

writer sees CBTE as a procedure that has changed education from an “art”
“into a “'science.”

IToxt Provided by ERI
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Assessment in all its stages—pre. formative and summative—is basic
to meaningful and relevant multicyljaral education as well as to compe-
tency-Based education. This, combined with more equal achievement
standards, provides an educaticnal process that i$ more likely to meet the
needs of all youth in our pluralistic society. _ '

It is important to point out that CBTE systems vary depending upon
program size. subject matter. etc. However, these systems follow the same
general design. Each basic step helps to answer a basic educational ques-
tion.

The first step iz to formulate and sequence objectives. This step

answers the basic question. “What will the learner do?"

" The second step is that of preassessment. There is need to find out
which of the objectives the learner has and has not learned. This helps
educational practitioners answer the question, “\Vhat does the learner
know?"

After preassessment. instiuctional planning and instruction, per se.
occur. The question. “What activities will the learner perform?” is answered
here. ' _

Finally. the question. “\What had bees learned?" must be answered.
This is the postassessment phase. Based on the information gained here.
basic decisions are made regarding the next steps in the learner's course of
learning. These are the basic steps in setting up models in competency-
based education. ‘ :

The position taken in this paper is that the objective of teacher educa- _

tion programs should be to assist prospective teachers in developing the
competencies that they require to intervene successfully in the intellectual,
emotional. cultural. and physical development of vouth from diverse cul-

~-tural backgrounds. This position has a number of implications both for
teacher education programs and for the school curriculum at all educational
levels. ¢

Basic Recommendations and Conclusions

If teacher education institutions are to meet the objectives stated above,
consideration should ve given to the following:
. 1, Develop teacher training programs that attend to the defined skills,
. ‘attitudes. and experiences required of individual living and learning
in a pluralistic society. '
2. Require student teachers to behave as they will expect their students

o

to behave. though at a level of greater sophistication.
3. Replace subordinate content objectives with behavioral obiecti\reis.
4.. Accommodate the individual differences of potential teachers

n _the
same way the graduate teacher will be expected to accommodat@m'

individual differences of children.

3
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. 5. Require teachers to demonstrate a minimum level of competence in a
range of critical functions in order to obtain professional certification.
6. Move rapidly to employ, in the full range of positions, faculty and ad-
ministrators from all ethnic groups in our pluralistic society.
7. lmplement special training components that provide for competencies
needed in crosscultural and minority teaching/learning stiuations.
Sensitivity to and knowledge of minority students and their culture
must be translated through traning into effective teaching skills which
facilitate learning in muiticultural education programs. |

8. Design and implemon: vehicles to open up effective and honest com-
munication among all those within the school community. thus in- =
creasing mutual trust. _

9. Unite public school and university personnel in a collaborative effort
to prepare teachers, The goal should be to better integrate practice and
theory in the training of teachers.

10. Assist school districts in systematic staff development programs to
establish learning-teaching effectiveness centers to provide for the re-
newal and upgrading of professional competencies in the cognitive
domain. and to combine personal creativity with the ability to be a
resource to the learning process for all youth in a pluralistic society.

Similarly. if teacher education programs are to have any relevance to
what actuallv occurs in the schools. the schocls thene slves must—

108

~1. provide programs based on a continuum of skills and concepts inherent
in specific learning themes rather than in isolated subject matter.
2. adopt a philosophy of continuous progress.
3. provide opportunities within the school for the child to apply rational
thinking to real-life problems of living in a culturally diverse society.
4. actively implement new resources and techniques designed to relieve
the teacher of non-teaching functions. -
. select instructional resources that will adequately reflect multicultural
education. :

W

Multicultural education/competency-based teacher education has many
positive elements ‘and few shortcomings when properly designed and ef-
fectively implemented. It certainly enables the teacher to continuously in-
crease her or his competencies to cope with areas of reality in such a way that
he or she sees new options within the environment. Such a teacher can build

.educational settings in which innovation rather than imitation is the norm?
and in which the learning process for youth in our pluralistic society be-
comes self-motivating and is fun. '

COMPETENCY-BASED TEACHER EDUCATION PROGRAM
GLOSSARY OF TERMS

ACHIEVEMENT LEVEL How well a person is doing in relation to
a specific instructional objective or group
of objectives T




ANECDOTAL RECORDS A written record of conversations be- //
. ' : tween students/students, studentparent,
teachuy/student, teacher/parent /
ASSESSMENT DATA Information that tells how well a pupilis
' deing or what difficulty the pupil may be
* having inrelation to a specified vbjective
ASSESSMENT INSTRUMENT A test or questionnaire designed to pro-
vide information to the teacher about any
facet of a child's behavior

.

o

BOUNDARIES _ Boundaries between acceptable and un-
. acceptable behavior—the rules of the

) classroom ) .
COMPETENCY A statement of the knowledges, skills. or

behaviors expected of the teacher; each
statement will be accompanied by at least  °
one assessment

CONTINUING ASSESSMENT The use of evaluatiq® as atr ongoing pro-
) cess utilized to continually refine and
improve-instruction
CORRECTIVE FEEDBACK Information given a pupil about per- 109
' : formance or behavior in relation to an
objective or a classroom rule
DIAGNOSTIC INSTRUMENTS  Tests (formal or informal) designed to
: indicate why a person is having difiiculty
learning a given skill, knowledge. or con-

.- cept .
FLOW CHART A methed of diagramming a procedure
_ or process, step-by-step -
FEEDBACK Information provided to the learner about

how she or he is progressing in relatian
to a specific objective
. GROUPING AND GROUPING Refers to the way in which a teacher or-
: STRATEGY ganizes groups of children for instruc-
tion; includes entire-class grouping,
small-group. pairing, individualization, .
or combination of these categories
INDEPENDENT LEVEL ‘ The degree tc which a pupil can work
on an independent basis. without help
and without undue frustration
INSTRUCTIONAL LEVEL That level at which a child understands
: at least 80 percent of the words or ideas
INSTRUCTIONAL MATERIALS Books, films, objects -and such, used to
' help a learner achieve a specified instruc-

tional ubjective
Q ‘

-
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INSTRUCTIONAL OBJECTIVE A teacher’s vbjective for the learner; what -

the teacher wants the pupil to know or be
. : * able to do as a result of instruction
INSTRUCTIONAL PROGRAM  Long-range plans and objectives for chil-
dren

INTEREST INVENTORY A check-list or open-ended questionnaire

used to determine the range and depth of
student interests

LEARNING ACTIVITIES What the teacher plans for the learner to
do in relation to a given instructional
objective -

LEARNING MODALITY The way or the circumstances in which

(LEARNING STYLE) the pupil seems to learn best: forexample.

a pupil may respond best in a structured

_ setting as opposed to a more open en-

~ vironment—or may learn best from
visuals, as opposed to audio materials

LEARNING MODULE A curriculum package based on an ob-
jective or related group of obiectives
NONVERBAL RESPONSES All the ways we communicate with

people_other than through the spoken
word; writing, facial expressions, ges-
tures, all kinds of body ianguage

PEER RELATIONSHIPS Social relationship wnh other children

in the class

PEER STATUS A pupil's standing in relation to all
pupils in the classroom in terms of a
designated kind of behavior, i.e. social,
leadership, athletic, size, weight, etc.
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Rationale for Improved Assessment Programs -

During the past ten to fifteen years standardized testing has been viewed

+ by many authorities as discriminating against youngsters who. were of
minority races andior lower sociceconomic class structure..and the use of
standardized tests was reduced. There is abundant research literature to
document the fact that current standardized tests of so-called intelligence/
aptitude, achievement. and personality do not assess racial, ethnic, and low

«  sociceconomic groups fairly am} accurately. This literature is buttressed by

*Helen V. Foster is one of the psychologists who worked on the standardization of
the “McCarthy Scales of Children's Abilities.” 1972, and the revised edition of the
*Wechsler Intelligence Scale for Children.” Both were published by the American
Psvchological Corporation. ) _

» * *UInderthe direction of Norman R. Dixon. the National 'roject on Testing sponsored
the first national conference on the testing of minerities in education and employment.
This was cited by the American Psychological Association (APA) as ' the most far-
reaching effort yet to grapple with the problems of bias in the testing of minority
groups.”




thousands of students who testify to the inequities and m;usuces sacfdfed
upon them by the improper use of biased tests.- -_

- . Added to the data supplis®by scholars relative to poortestsand malevo- ¢
lont testing jre testimonies of thousands of students whose life chances'
were damaged by teachers making improper usé of test results. In one case,
a tenth grade boy told his teacher he Wanted to become a lawyer His teacher
invited the boy's mother and his counselor to meet wijth him. In the pre-

sence of the huv s mother and counselor, the teacher intormed the boy that
his test scores were ton low. “He cquld never past college courses to get

‘ ‘.%Vu law school.” Now the student is a senior in Duquesne University in

ittsburgh with a cumulative grade point average of B. Already, he has had
counseling foward law school admission. In another case. a boy in a large
city in an Eastern state was tested and placed in special educstion classes.

As a senior, he was counseled toward a trade. “You will never make it in

college.” he was warned. The young man went to a Black college and earned

a bachelor's degree. His master's degree was earned at a large, prestigious

university in the East. Teday. he is a school principal and candidate for &

Ph.D. degtee in the umverslt\' where he earned his master's degree.

S Another' interesting case concerns a Black military officer who decided

e to RO to college. After ta ing a nunber of standardized tests, he was then )

advised by a government twynselsng agency net to go into dentistry or 113

medicine. He fullowed his desires rather than the advice of the counselor.
ter completipry6f three vears toward his B.A. at a midwestern university,
e had been continuously on the Dean’s List. he was accupted by
the dent school. He finished third in his clags and is presently a tenured
Afaculty member in the school of dentistry at that same university. No doubt
each reader can recount numerous experiences with individuals whose -
teachers or counselors made negative forecasts about their future because of
low test scores. where the forecasts fortunately were incorreci. Motivation
isa very important variable for which as yet we have no measuring instru-
ment.

" A counter argument does exist in the fact that there are some realistic
goals which can be achieved through the process of testing. If teachers are -
th be evaluated upon their understanding of tests and measurement, then
they also must be exposed to and evaluated upon theé major applications of
testmg as well as their abllity to develop and create programs to' meet the
needs of individual differences. rather than create endless categories and
classifications. T

4

Inapproprjate and poorly constructed tests can create obstacles to pro-
viding the child with a meaningful and challenging educational program.
Youngsters from multiz:ultura! backgrounds may be forced into unfavorable
positions by being evaluated early in life by tests which are predominantly

. verbal in content. Such tests rely upon questions phrased in middle-class
. standard English. Responses are considered- correct only when given in the
same language. Consider the fact that our two most prommentl%n-
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dividual intelligence tests. the **Stanford-Binet" and the *'Wechsler Intelli-
gence Scale for Children," require the use of middle-class standard English.
~ The recently published “McCarthy Scale of Children's Abilities™ does allow
children to use their own type of language or dlalect in some responses. How-
.ever. this test is only for ages 2%-82.

This paper focuses briefly on the following topics: {(a) poor tests and

malevolent testing. (b) competencies needed by teachers for participation

¥ o in assessment programs for multitultural education, (c) a suggested model

for preparing teachers for optional participation in assessment-programs

. for multicultural education, and {d) action pointers for the American Asso-

"«ciation of Colleges for Teacher Education (AACTE), in the hope that it will

demonstrate more than mere lip service to multicultural education, includ-

ing its assegsment. In a paper of this sort. it is impossible to treat these
* dopis ully” The reader should give much thought to meams by which ta -

expand the ideas presented and relate them to his or her specific needs.

- The referenices cited will be helpful sources in this task.

e From the outset, two facts must be made unmistakably clear: First,.
. . .because this paper recommends preservice and inservice teacher education °
irr how td use standardized tests, this does notsimply endorsement of any

- single standardized test or any group of tests. Second, use of the term multi-
*t14 cultural education does not imply that American schools, on- any level,
have accepted and implemented a philosophy which provides educational
.equity for all children of all the pe e. Perhaps the reason that standard-
ized tests do not reflect the pomt've gxlues of racial. ethnic, and low socio-
-economic groups is that American school objectives are not based upon cul-
tural diversity. It is vital tosunderstana this point in order to absorb the
thrust of this paper.

A

Relationships of Asseésment to Teaching and Learning

Assessment of student performance should not ke a disconnected. iso-
lated event. Rather. it should be integral with the total sequence of teaching
.and learning. The general patterp and sequence of interlo«.kmg relationships

3

should be as follows: . .

1. Assessment of student needs , 2,
2, Qpériﬁca.tions of behavioral objectives to be achieved:
3. Spetification of academic content to be utilized to achieve the behavxoral
e objectives . v
¥ Spemﬁcatmn of instructional media to be utilized tof achleve the be~
havioral objectives -
5. Specification uf activities for use of academic content and/or activities
_— to achieve the behavioral objectives -
6. Ildentification and.use of hirman resources to achieve the specified be-
hawioral objectives

. 7. ldentification and use of formal and mforma] assessment techniques
v for dssessing student performance
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~ B. Use of assessment data for refining and improving educational situations

and student performance

Each of the eight interlocking. interrelated steps cited above should be
suffused with Black. Chicano, Puerto Rican. Native American, Asian. and
poor white cultural data. To be sure. there is much to be said about other
ethnic groups in America. but the groups identified above are the most woe-
fully neglected and seriously maligned groups in American education. In
addition. American schools have deliberately excluded Blacks. Chicanos.
Puerto Ricans. Native Americans, Asians, and poor whites from control and
operation of the schools. Even today. few school systems invest these groups
with power to help effect multicultural education by including them on
school boards and employing them as administrators. counselors: teachers,
athletic coaches, librarians. school social workers. and psychologrsts This
is true in large urban areas and in the suburbs as well.

Needless to say. participants from diverse cultures would enrich the
t‘du{&tl()n of the majority group—and all school personnel—immensely.
Participants from diverse cultures could contribute importantly to the spe-
cification of multicultural education objectives and thereby deliver an ulti-
matum for broader assessment. utilizing multicultural data. Unless the
schools apply the multicultural approach to their objectives, academic con-
tent. instructional media. activities. and personnel, there is no need for
multicultural assessment. The schaols as social institutions must also gpeak
directly. loudly. and clearly to test producers. by requiring multicultural

* tests to assess multicultural school objectives. Unless the schools—includ-

<

ing teacher education institutions—are willing to take these steps now,

.papers such as this are futile efforts.

. L 3
L] 4

Poor Tests and Malev.olent Testmg

Fair and accurate assessment of students is indeed a difficult but simul-
taneously a*major4ssue. Mauy parents. legislators. educator-, students. and
taxpayurs generally perceive assessment results as the hard data confirming
{or denying} school efectiveness. \With the recent demands for accounta-_
bilitv. it has become critical that schools provide students. school hoards,
and the community with evidenge to justify their claims to be institutions
which make positive differences in cammunity life. As a result, the schools
“have resorted to standardized tests s infallible instruments for collecting
data on the cognitive abilities and athievement of students. Despite the
obvious limitations of such standardized tests.-they have been employed

without due regard for their limitations—and the need for prudent use of ,

their results. Little or no attention is given to th need for specification and
asdessment of affective and psychomotor objectives.

- Teachers are positioned in the middle of the assessment quagmire. They .

taa(,h and assess students. kindergarten through grade 12, who end up
Pal hyearas unbehevablv poor perfoTiners. At the-end of grade 12, thousands
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.
of Blacks. Puerto Ricans. Chicanos. Native Americans. Asian Americans,
and poor whites spell. read. write, listen. and compute at the elementary
and junior high sctrool levels, Many of these students were graduated with
a4 "C™ average or higher. If these students are fortunate enough to be ad-
mitted to college. they must register in minority programs, remedial classes,
and or noncredit college courses. _ -

In addition. there is the grave problem of thousands of “drop-outs.” *-
“push-outs.” and “kick-outs™ from the schools of America. All tos many of
these students are labeled “troublemakers.” “hard to teach.” “constant
failures.” and “difficult to control.” This alermingly large number of out-
ot-school students and the continued ejection of students by the schools
constitutes @ national calamity! The large number of Black ales. ages 12
through 17. thrown out of school is indeed frightening! The rejection-
ejectizn phenomenon is frequently the result of treatment provided students
based upon inaccurate and untair test data.

RELIANGE ON STANDARIMZGD TESTS

In the first place. entirely too much faith is placed in standardized
tests. Far too many teachers accord absolute trust and confidence in intalli-
gence, aptitude. achievement, and personality instruments. Theyv seem to
helieve these devices wers forged i heaven by God and His angels rather
than their being another imperfect human cultural artifact: there is abundant

e literature (Barnes.! Dobzhansky.® Eells.' Hurley.* Kamin.® Richardson.

L
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Spears. and Richards.® and Williams™ ) to ducument the fact that standard-
ized tests inaccurately and unfairly assess cognitive abilities and achieve-
mert of racial. ethnic, and low sociveconumic groups.

One of the most bitter crities of stundardized tests and the injustices
and inequities they inflict on Black communities is Robert L. Williams,
professor of psychology. \Washington University in St. Louis. For several
vears now. he has waged vigorous warfare against malevolent testing. In a
recently published paper. Williams wriges ™. .. scientific racism is.a part of
the racial war. and the practitioners of it use intelligence tests as their
hired guns.” 1 '

The attacks on standardized tests are accelerating. These attacks are
indeed wholesome. for they underscore weaknesses in test construction and
test use which can lead to fairer and more accurate assessment procedures.
A major effort to produce test changes ig that of the National Project on
Testing. L'niversity of Pittsburgh. Its central objective is the improvement
of the assessment of racial. ethnic. &nd low socioeconomic groups. Another
emphasis of the project is on helping teachers. counselors. administrators,
and parents to use tests with due caution and prudence. A great deal needs
vet to be accomplished in order to, prevent the use of poorly constructed.
inappropriate. and inaccurate testsv}m multicultural education. Forinstance, -
teachers, must realize that while there are many “intelligence™ tests. ‘no
ane seems to have a very clear idea of what it {intelligence) is.”"!!



follows:
v

* ° . " A4
Hurlev shows the relationship of poverty to mental retardation.'? The
mental retardation syndrome in America includes Blacks. Puerto Ricaus.
Chicanos. Native Americans. and poor whites. Most of these groups are rural
dwellers. urban ghetto dwellers, of barrio dwellers. reservation dwellers.
and migratory workers. For the most part they are tested, labeled. classified.
and then in disproportionate numbers pld(:(g.-d in mental retardation classes,
Peter Watson indicates how racial discrimination affects 1.Q.. referring
mainly to improperly assumed (or imposed) misconceptions of self-percep-
tion and or expectations nn the part of the child tested.'* He further illumi-
nates the importance ot understanding the perspective of the person
involved in the test situation. after which one mav ™. . . begin to have some
idea of the wav “race” and “ability’ get tied up in the mind of the voungster
and how this. in turn. catt both improve-and impair hisperformance.”"

MORATORIUMS ON STANDARDIZED TESTING - ,

Because they saw the inscenracy and unfairness of standardized tests.
the Association of Blyck Psvehologists, at their 1969 meeting, called for
a moratoriun on testing. The statement follows:

The Association of Black Psychologists calls for @ moratorium on
the repeated abuse aind misuse of so-called conventional psycho-

logical tests. e.g.. Stantord-Binet (Form L-M). the Wechsler.
Schoelastic Aptitude Test. Stanford Achievement. lowa Basic
Skills. Craduate Record Examination (GRE), the Miller Analogies
Test. and many others. For more than two decades, we have
known that these conventional tests are unfair and improperly
¢ lassity Black children. In spite of the abundance of facts. nothing
has been done to correct this abuse. Thus, the Association of Black
Psvchologists. dedicated to preventing further exploitation of
Black people. calls for an immediate moratorium on all testing
ot Black people until more equitable tests are available.'s

In 1972 the National Education Association Representative Assembly

. URE . . . .
‘passed a resolution establishing an NEA Task Fource on Testing and called
tor a moratorium op group standardized testing. The resolution reads as

fo
The National Education Assectation strongly encourages the
elim:nation of group standardized intelligence. aptitude. and
achievement tests to assess student potential or achievement until
- the completion of a critical appraisal. review, and revision of
current testing programs.'®

Even though those and a few other groups have called for moratoriums
on standardized testing. strong steps were never taken to put teeth into their.
declarations. Worse vet. other professional organizations (such as the Asso-
ciation for Supervision and Curriculum Development. National Council for
Social Studies. National Association of Elementary School Principals,
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National Association of Secondary School Principals.Association for Child-
hood Education International, and others) have ot prepared policy state-
ments on the preparation and assessment of multicultural education. Such
staterments should have been prepared and cooperatively linked with such
declarations as those of the Association of Black Psychologists and the
National Education Association. The value of such a cooperative venture is
obvious. The impact upon test procedures of a call to construct multicultural
assessment procedures would be quite telling if. powerful test users required
test producess to do so. Sonme test producers might, in fact. welcome such
a demand. At least fwo major test producers haye stated openly that they
produce the kind of tests which test users demand. To demand fair and
accurate tests utilizing cultural content would place the responsibility for
change on test producers. -

‘Teacher Competencies Necessary for Optimal Teacher
' Participation in Assessment Programs for Multicultural
Education ‘

LITERATURE ON TESTING

118 Sinee 1906, it has been recognized that teachers need special preparation
to mest their responsibilities in standardized testing. Twenty-five vears later,
Ernest \V. Tiegs wrote the book Tests and Measurements for Teachers be-
caus. of his teaching experiences.!” Emphasis was placed on the use of
tests rather than on the description of them, and on the activities and
problems of educational work and how testing techniques will contribute
1o their solution rather than on a study of tests that some day may prove
useful in the classroom.™ In parts of Tieg's book. the following subjects
are spedifically addressed: fundamentals of measurement which are basic to

all testing procedures. the chief uses of tests with reference to the educa- = .

tional experiences to which they ate related, and the complimentary rela-
tionship between teacher-made tests and standardized tests. Also treated -
are the charad teristics of standardized tests and the construction, adminis-
tration. and interpretation of teacher-made: tests. Tieg also disusses criteria
for test selection. an often overlooked concern requiring due consideration,
- Twenty-eight vears after Tieg's book, in 1959, Garrett published Testing
for Teachers.™ The book was written for " prospective teachers who want to
know how mental tests ¢an be of help in their school. It can also serve as |
a guide for teachers in service.” 2" Nearly the entire book deals with descrip-
tions. limitations. and usefulness of standardized tests. The last three chap-
ters are devoted to the preparation and use of teacher-made tests and how
tests can be used in guidance and counseling, There is also ‘a statistical
suppiement. a list of test publishers. and a glossary, .
tn 1966. Smith and Adams wrate the second edition of their book Edu-
’ cational Measurement for the Classroom Teacher.?! Part 1 deals with basic,
~ statistical procedures. and Part 1 is devoted to the construction, ufe. and
- Q
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evaluation of teacher-made tests, It also deals with assigning marks and
reporting student progress. Part 1 discusses the use of standardized tests.
The three books cited above span 43 vears of standardized testing. They
represent the major copcerns about teacher-made tests and standardized
tests. In the main. all of these books treat general aspects of the same topic.
Smith and Adams include condensed copies of the taxonomies of the cogni-

tive and affective domains. I none of these books is there treatment of.

racer, ethinicity, and social class as related to testing. In all of them, however,
are implied some basic competencies which teachers in multicultural edu-
cational programs can use productively.

- .-\sSt«:sstn-:.\fT COMPETENCIES

Todav's teachers need competencies in the following areas:
Participation in development ol ¢ schosld testing program
["iirtilfillilti‘(lll in test selection
Participation in test administration
Participation in test interpretation
Partic ipation in using test results for meeting individual and group needs
6. Participation in information-sharing with parents and community groups
Participation in assessing leagning situations
8. Participation in the development and or use of procedures for identifving

and nourishing talent among Blacks. Chicanos. Puerto Ricans, Native
Americans. Asians, and poor whites

L g Wl B e

tn addition to the tescher competencies in areas given above, teachers
must demonstrate their abilitios to displav cognitive behaviors uncontami-
nated by prejudice and racism. Generalized knowledge. intellectual skills.
and abilities are insufficient. Affective behaviors must play a large part in
assessing multiceltural ebjectives. Such hehaviors should sensitize teachers
to ethnic and legal rizhts of students. More than that, teachers must be pre-
disposed to protect these rights, When testing isused ot stated points to
provide feedback to students, teachers, administrators, and parents regarding
whether progress is heing attained in desired multicultural objectives. re-
sults can he used diagnostically to improve learning smldtmns and promote
student growth, \

Model: Teacher Preparation in the Area of Assessment
OBIECTIVES OF TESTING PROGRAM

A testing program should not be Hmnited to measuring either 1L.Q..
achiovement performance in the hasic skitls. or the mastery of subject matter
alone. because then only supenor acquisition of these tasks will be rewarded.
Hadministrators and teachers are aware that the curriculum should include
values and mores that teach academic honesty and self-worth. they will
rm\ ard evidence of thvw qualities also.

EMC
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2. An assessment program should be for specific educational needs,
not for the mere collection uf data that may or may not be relevant in the
future.

3. Standardized testsare used more for comparison with norms {na-
tional or large regional). and infrequently for measurement of short-term
andior immediate goals.

4. Inforntal teacher-made tests are used for immediate assessment data
and the establishment of further short-term educational goals that are path-
ways to overall educational objectives.

TEACHER ROLE IN SETTING TESTING GOALS

. Teachers should ‘have a participant role in .establishing educational
and assessment goals In order to achleve this. certain understandings are
required:

1. Teachers should develop some basic understandings of what intelli-
gence tests are designed to accomplish as well as’what they cannot ac-
complish: These understandings would include knowledge of "culture free’™
tests and awareness of test biases. thus promoting awareness of how such
factors might affect multicultural education. '

2. Teachers should develop some basic understandmgs of achievement
testing. with no small thought directed toward teacher-made tests. The sta-
tistical data provided by the profiles must be properly interpreted in ordes
to assist teachers in developing a prescriptive type of educational program.
both for the class and for individuals. {In achievement testing, proper
interpretation is facilitated by an adequate retrieval system which includes
individual item analysis in support of teacher-directed planning.)

3. The development of the school testing program should be the resait
of interaction between teachers. building and district administrators,
parents. and students, with each group having an active and ongeing func-
tion in the process. :

o ~

" SELECTION OF TESTS ~

Decisions regarding which tests are most appropriate should be made
with the needs of the school in mind. This concern encompasses both the
ediicational goals as well as thorough understanding of the racial, cultural,
ethnit. and socicecononiic makeup of the test population.

PARTICIPATION IN TEST ADMINISTRATION

1. Once teachers have been involved as major functionaries in the pre-
vious developmental stages. they will then become more willing and effec-
tive administrators (and interpreters) of tests.

2. By establishing a more familiar base regarding test administration
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(and interpretation). teachers are then more committed to providing a whele-
some environment and favorable climate for the testing situation.

4. Test anxiety and test-taking motivation have become significant
items affecting student attitude and perceptions. The evidence indicates
that usually the middle-class white studént develops a “test-wise” approach
to standardized testing. If. as has been indicated. the norms are drawn from
this grouping. then a caveat need be issued regarding the validity of such
tests when applied to children of multicultural backgrounds. Such a problem
requires more than merely readjusting the anxiety and motivation levels
for ethnic voungsters. '

4. The factor of humanism, which has been touted throughout the edu-
cational arena. must be applied to standardized *est programs as well.

TEST INTERPRETATION

The factor of test interpretation. that is. what the data reveals and what
" ought to be done with the information. should receive a similar amount of
joint attention froin teachers. administrators. parents. and students.

1. Attention should be focused on what data is desired from the test.

2. Understandings must be developed concerning test interpretations, - 121
in light of the inability to utilize shem with perfect fairness when applied :
to youingsters of culturally diverse backgrounds.

3. Itis necessary to predetermine how much credence will be given to
the test data as a valid instrument by which teacher andior educational
accountability may be measured. or whether such an approach'would receive
any consideration at all. This matter becomes a dilemma for many groups -

~ faced. with the accountability aspect of.standardized testing.

4. All parties involved must be prepared ta deal with both the strengths
“and weaknesses which are extrapolated from the data, each being of equal
- importance, at least in terms of interpretive scrutiny.

5. Consideration of the rights of students, parents. teachers, adminis-
trators. and school boards must be maintained pertaining to test utilization,
educational implications {whether for innovation or modification). and the
overall impact on the immediate school community. .

6. The individual's rights of privacy regarding test results and report-
ing are obvious but often need mention. if for no other reason than to maintain
those rights. i : '

~ 7. Evaluation ufstudents is an integral phase of the ongoing assessment
programn. It is essential. therefore. that the evaluation system. integrated into
such a multicultural education program as has been discussed. be one in
which assessment criteria have been decided in advance by those involved
-in educational planning. which includes the community spectrum. This
would insure consensus on both appropriateness and applicability of evalua-
tion as it relates to the multicultural education program.
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Recommendations | : \

The authors charge AACTE to take an active role in helping school
personnel. college faculties. and students at the undergraduate and graduate
levels to become prepared for participating optimally in assessment pro-
grams for multicultured education. This would require the selection of
various communities where there is a representation of two or more racial,
othnic. cultural. and low socioeconomic school children and public school

~ personnel as well as a university setting within a realistic distance with a

similar makoup of student budy and personnel. Then AACTE can establish
centers for a period of at least three years where a model such as the one
déscribed in this paper can be established on a functional basis. . '

AACTE should further establish a cadre of consultants who could func-
tion in the preparation of teachers for optional participation in assessment
programs for multicultural education. AACTE could assist in the funding
of such consultants and workshops andsor institutes.

» ~
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CONCLUDING STATEMENT

By the Panel of
Black Writer-Editars

- .
. N S

From the five position papers presented, it is clear that multicultural

R education/shou!d be a part of all teacher preparation curricula. it should

also be clear that no specific rationales for multicultural education have

been givén for Blacks only. It is the opinion of all of us that multicultural

educatiof is a need of all Americans. The papers did, however, point out

some cofpetencies and strategies needed by teachers in dealing with Black

children; not because they werd Black but because of the racism and op-

pression that all Blacks have encountered in Amerita. They emphasize the

, point of cultural diversity as well: C

-

. 'Ratiohales for Multicultural Teacher Preparation

H 7 .
The rationales for the preparation-of teachers in multicultural educa-_
tion 3s presented by the position paper writers follow:

1. Multicultural education has a positive value to the total educational
arena and to the society (Wynn). *

. &," There are insistent demarfds on the part of minorities that teachers
and schools become sensitive to cultural differences (Wynn).

- 3, Every school has an imperative mission to assist all students for life
in a society composed of many diverse cultural, racial, and ethnic
strands (Wynn). ' -

4. If educators are to structure a learning environment which faciiitates
both the acquisition of academic skills and the development of pro-
ductive school-related behaviors in ethnic minority pupils, it is impera-
tive that teachers recognize the influence they exert as a stimulus in
the classroom (Pettigrew). i

5. The teachers’ own attitudes and behaviors operate to shape the atti-
tudes and behaviors of the children whom-they instruct. This is espe-
cially apparent in the early grades where the social influence ?f peers
is not as great as that of the tezcher (Pettigrew).

f
6. Teachers must become rmore concerned about the differentes. and
similarities between achievements and aspirations of thé ethnic
minority child and the 1dvantaged majority child (Pettigrew).
7. Teachers must become more adept.in the deliberate design of a learn-
ing environment that will foster academic growth and achievement
.within a multicultural educatignal setting (Pettigrew).

Y
. .
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81 teadhers fail to adequatel plan and program the environment for
multicultural pupils. learning s lett to chance and the results may well
be counter-produdtive h:e_dumtmnal achievement (Pettigrew).

9. Many people seem to hivd the view that schools are somehow isolated
trom the normal culturalmilieu, when, in tact, schools more than any- .

thing else are retlections ot processes that go onin the (ulture at Iarge
tHilhard).

ettectively within a cultural context (Sullivan),

Multicultural education ditters from ethnic studies because its methods';’ P

or teaching strategies can be emploved in all disciplines rather than being
limted to the sodial studies. There is, however, a large intersection be-
tween ethnic studies and multicultural education. A mathematics class with
diverse students, regardless of racial or ethnic compasition, should pre-
sent uhjectives or mathematical concepts in such a way that the diversity
ot studepts’.backgrounds are induded in the presentation of concepts.
This means that a teacher will have to use several examples using more
than one 1dea to explain the same concept. A chemistfy teacher would
use allustrative examples that occurred in the students’ environment,
rather than examples that occurred thousands of miles away. This does
not mean that a teacher would not use an example because it is abstract,
but rather abstractions would be taught with logic in terms of the con-
“<opts and understandings which the student possesses. : ‘
Multicultural education is an attempt to take those elements and
T expenences ot the students’ culture that will énable them to grasp that
knowledge which might othenwise be foreign to them as learners in a par-

ticular sett’.1g. Preparing teachers multiculturally concerns itself with break- .

ing down batriers that hinder teachers from exhibiting positive attitudes
and expectations that minority students need in order to achieve. If you
believe in the worth and dignity of humanity, then you have to believe
in the value of the preparation of teachers for muiticultural classrooms.
1t must be vmphauzed that multicultural education goes far beyond just
Inwng the students. Téaching the virtues of Blackeess is not enough: Black
students must experience successful achievement and at the same time
» retain their ndgnmy They must be ahle to ook oyt mto society or go into
a dlassroom and find syccessful models and see a_continuous, flow of suc-
wssful Black individuals within their qn‘vurunment This implies a strong
-#nnnmhon between what students are told in class and what they know
m be true in the real_sotiety. Multnc tural education should not only assist
Black individuals in knowing that they are Black and that Blacks have made
nimerous contributions to the develogment of our country. It should also
assist them in knowing that many other groups have contributed as well,

The CBTE Approach

The competency-based approach, as suggested by the writers, is one

- .
.

RIC

Aruitoxt provided by Eic:

$

w«’f’

10. 1t 1s not enough to like the children, the challenge is to teach therﬁ;}ay

¢

o

o

¥



2
,

&
potential vehile for designing and implementing multicultural teacher
" education programs, provided that previously suggested precautions are
* adhere¥- to. Where the CBTE approach is used, the writers suggest the
tollowing characteristics: e

- 1. There must be systematic attention given to multiculturalism in the
conception and design of the program.

2. All'segments of the commu ity being served must participate in plan-

ning. implementation, and evaluation of the program.

3. The multicultural pers’bective mpst be reflected in the identification of
competendies and the specification of objectives. :

4. The field-based components of teacher education programs must utilize
. diverse cultural settipgs. )

5. The ultimate criterion of suctess in multicultural education is the
teacher's demonstrated competence in working with all students.

The pasition papers provided valuable inpuf for a thorodgh examination
of the relaiionship between multicultural edycation and competency-based
teacher’ education as it affects the preparation of teachers. The conclu-
sions that can be drawn from that examination clearly indicate that the
panel of Black American writer-editors holds views that vary substantially
trom the basic assumptions of some multicultural education/competency-
based teacher education proponents. One evident difference is that this
group of edudators has little confidence in the notion that CBTE will be
utilized to bring about more effective multicultural education. Reasons for

- this lack of enthusiasm have been discussed earlier. Further, the Black
. Writer-editors reject the idea that there are certain unique cempetencies
""needed by teachers of Black American and other minority children.

Ours is a diverse society. Teacher education programs should provide
3ll teachers an oppartunity to develop competencies for functioning in a
diverse society. Such programs should include those competencies needed
to teach all children. To further clarify its position, the panel of Black
" Americans developed the following statements of principles.

Statements of Principles : &

1. There is no substantial difference between the competencies neéa’ed to
teach Black Americans and those needed to teach everyone. To say that
there are unique competencies needed by teachers of Black Americans
is to say that such competencies can be isolated from the main body
of knowledge, skills, and understandings thatall teachers need. This
position is antithetical (o the concept of multicultural education.

2. Any course, workshop, or learning experience provided for prospective
teachers must reflect the multicultural perspective. Courses, workshops,
or-learning experiences that do not reflect this perspective are nft
credible componénts of programs for the preparation of teachars. This
principle should prevail even where students are likely to teach in

-
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situations thar are described as ““monocultural.”” In fact, such situations
require additional emphasis on multicultural education as an essential
element in the preparation of teachers.

. CBTE does net indicate a change in the locus of decision-making power

in American education. Thus, it does not appear to hold significant
ptomise tor affecting the critical problems related to racism and oppres-
sion in the schoots. s :

: The realization of the goals of multicultural education requires athorough

restructuring of American education in general and teacher education
in particular. Just as multicultural education cannot be grafted on to

-traditional educational methods and techniques, it cannot be grafted on

to the CBTE movement. A serious commitment to malticultural educa-
tion muSt start with real changes in the way in which educators and
educational institutions. operate. g, :

CBTE is an educational process. As such, it does not guarantee adequate
cgnsideration of the educational interests and needs of Black Americans

- or any other minority group. CBTE in itself wili not produce teachers

who are less racist or less bigoted than they were before axpenencing
such i program.

If CBE is to impact the preparation of teachers of Black American and

other minority-group children, it must cease to be the exclusive terri- -

tory of the educational ‘country club set.” Representatives of the broad
spectrum of America’s diverse society must be brought inio the move-
ment in positions of leadership and responsibility.

The identification of competencies, the diagnosis of learning difficul-
ties, the designing of effective assessiment procedures and other critical
elements in the CBTE process cannot be accaomplished withcut adequate
consideration for multicultural factors. To do so invalidates the entire
process as a viable means of providing learning experiences for pros-
pective teachers.

The notion that the CBTF process is particularly beneficial to Black
Americans and other minority groups represents a perpetuation of the
patronizing and condescending attitudes that characterize minorit
education. Such a notion implies that minority-group ‘children are dit-
ferent with respect to their ability to attain the desired competencies
and are, as implied before, inferior to their fellow students.

The absence ~* a need for a white perspective-an multicultural education

‘reflects an implicit b:as. Multi€ultural education is not the responsibility

of the minorities. 1t will not become an important priority in education
until society as a whole is concerned and.involved.

L
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INTRODUCTION

¢

Onwe of the most pressing concerns found in teacher preparation insti-
tutions and agencies is related to the question of preparing teachers who
can function with optimal effectiveness in multicultural school. environ-
ments. Because of the failure of the Anglo-American middle-class curricula
to advance the academic and socio-psychological well-being of minority-
group Americans, a movement for generating immediate chapges in the
existing American sdhool system has been initiated. This movement carries
identifiable terms, such as bilingual-bicultural education and cultural plural-
ism. Bilingual-bicultural education and cultural pluralism as used herein are
component features within multicultural education. Since multicultural edu-
cation affirms the principle of No One Model American, it can be envisioned
as a dynamic retorm movement in American education.' This theme clearly
reflects the fact that American minority groups, with particular reference to
Spanish-speaking Americans, Blacks, and American Indians, will no longer.
accept the imposition of a school curriculum based on one language and
one set of cultural patterns. Spanish-speaking ethnic groups within this 133

- country are insisting that their cultural attributes and historical references
be recognized and incorporated as integral features of the school. In re-
jecting the concept of a monolithic American culture in favor of bicultural-
ism, they are furthering the educational principle of an expanding curriculum .
- —of an educational model where students are ptovided with opportunities
to gain experiences related to their immediate perceptual world, while more
and more of the greater world is opened. Such curricula would accept the
students’ cultural being, provide more experiences related to their cultural
heritage, and prepare them to function effectively in the larger American
society. )

The papers that follow address and analyze some of the concerns ex-
pressed in this introduction. They take strong positions in exploring the
relationship between multicultural education and competency-based

. teacher ®ducation, including:

1. Endorsement of the No One Model American concept

2. Recognition of diversity within the Spanish-speaking population, and
a rejection of stereoiypes and of any educational model based on static
cultural concepts

3. Acknowledgement that competency-based teacher education has im-
portant potential for promoting multicultural education

4. Condemnation and rejection of the compensatory education model
which presumes cultural deficiencies in meeting the needs of the cul-
turally different

5. Strong commitment to equal educational opportunity based on the prin-
ciple of equal benefits




134

s
~

. ) N
6. Emphatic endorsement of the principle that teachers should be advocates
* and practitioners of bilingualism-and biculturalism P
7. Strong support for collaborationand parity among communities, uni-
versities, and schools in planning, programming, and-assessing compe-
tencv-based teacher educationsmulticultural education programs

8. Contention that multicultural educatibn is imperative for the future of
American education : '

Hopetully, these papers will contribute toward the solution of the most

urgent and critical prablem in American society, that of realizing our national
cominitment to equal educational opportunity for all children.

REFERENCE

1 AACTE Comminston on Multicultural Education. “"No One Model American.”
Jaurnal ot Teacher tducation 24, no. 4 iWinter 1973): 264-5. This statement has
been published separatelv and is available from AACTE.



CHAPTER 1

Luis M. Laosa : e
ofessor, College of Educatmn., ol st T‘“ﬁﬁ: T

AR

S ‘ ) | 135
- Two movements of seemingly great potentlal are becoming increasingly
visible in American aducation today. These are (a) a trend toward cultural
pluralism and multicultural bilingual education and (b) a trend toward com-
.petency-based approaches to teacher education. Although neither of these 7
two movements is completely new in education—historical antecedents
may be traced for both—recent developments and growing pressures from
an increasingly wide variety of sources suggest that both concepts will
play major roles i the future of American education. The present paper
attempts to integrate these two concepts—multicultural education and
competency-based teacher education—and to develop a viable research
model of multiculturalicompetency-based teacher education.

Cultural Pluralism and Multxcultural Educatlon

What is cultural pluralism? And what is meant by multicultural edu-
cation? American society is composed of a wide variety of cultural and
ideological communities, each ‘with its own characteristic lifestyle, value
system, and all the other components that make up what we call "culture.”
In societies like tha! of the United States, societies which themselves com-
prise multiple cultural groups. each of these subgroups may be said to

constitute a ‘‘subcultuge.”’*’ . 3

*The term subculture as used in this paper should not be interpreted in a demgatnry
sense.

\‘1 .....




\Whereas a melting pot view of American society called for the amal-
gamation of all subcultures irte a new and superior qulture, it has become
increasingly apparent that such a model has not provided a healthy out-
come for certain groups. It now seems clear that an amalgamation model,
when directed by a dominant group. leads to the melting away of subcultures
as well as to the preponderance of the dominant group over the others. In
the U.S.. the melting pot model has favored the white Anglo-Saxon Protes-

- tant (\WASP) group and has resulted in the neglect—and even in some cases
the oppression—of certain “culturally different™ groups.

What is the aliekniative to a culturally homogeneous. Anglo-conformist

e ﬁs%ﬁz@ ‘he"American Association of Calleges for Teacher Education
% w04 TAACTE) recently adopted and made available No One Model American,
' a policy statement which reflects the increasing tendency toward a pbsitive
recognition of cultural and linguistic differences, aud to viewing cultural
variability as a societal asset.! in this light, cultural pluralism rejects both
assimilation and separatism as ultimate goals, and affirms the understand-

ing and appreciation of differences that xist among the nation’s citizens. As

a corollary to the above . . . e
. multicultural education is education which values cultural
136 pluralism . ... Multicultural education affirms that schools should
= ""__ . be oriented toward the cultural enrichment of all children and

. youthithrough programs rooted in the preservation and extension
of qultural alternatives . . . . Educstion for cultural pluralism in-
cludes four major thrusts: (1) the teaching of values which support
cultural diversity-and’individual uniqueness; (2) the encourage-
ment of the qualitative expansion of existing ethnic cultures and
their incorporation into the mainstream of Arnerican sotio-
economic and political life: (3) the support of explorations in
alternative and emerging lifestyles: and (4).the encouragement

- of multiculturalism. multilingualism. and multidialectism.?

Competency-Based Teacher Egucation

\What is competency-based teacher education (CBTE)? Whereas tradi-
tional programs generally have as criteria for successful termination the
completion of a specified number of courses and practicum activities.
competency-based teacher education follows a different principle. In CBTE.
criteria of what should make a successful teacher are generally stated in
terms of specified measurable acts, and successful completion rests upon
evidence that the prospective teacher can perform these criterion acts. As
such..CBTE generally has a more individualized focus than traditional

" teacher education programs, since the emphasis in CBTE is upon exit rather
than entrance requirements.

In terims of competency-based criteria, what is a professional teacher -
in the context of multicultural education? 'c give 2 perfectly logical defini-
tion. a professional teacher in the context of multiculturalicompetency-
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based teacher education is one who is able to provide evidence that she or
he can perform the acts which have been specified in advance as constituting
successful multicultural testing)Though technically sound. such a definition
raises a host of serious questions.

Is multicultural education a socially desirable goal? What are the impli-
cations of multicultural education from a wide societal perspective? Is multi-

cultural education feasible with present resources? Is there a sufficiently |

strong and long-range societal commitment to cultural pluralism which
would make multicultural education feasible? Is multicultural education
a potentially positive activity toyard the cultural, social,.economic, and
political liberation of heretofore)oppressed minorities? Would CBTE in
multicultural education. if inf«:tigﬁtionalized. stifle or rigidify cultural evo-
tution? Are the philosophical underpinnings of CBTE antithetical to the
sociocultural values of certain minority groupg? What kinds of outcomes
should we strive to develop in children? ngm these be assessed? Once
the desired pupil outcomes are determined. how do we know which teacher
competencies will facilitate particular pupil outcomes?

In developing a CBTE model for multicultural education one must
consider the above questions. Certain ‘of these issues may be dealt with
rdtionally,* that is, following an analysis based solely on reason and ex-
“perience. Still others. however. necessitate an empirical approach.

A CBTE model that purports to be adequate, then, must have a sound
- rational basis. Based on a coherent theory or systematic framework, it must
provide a mechanism for ongoing empirical validation of underlying
assumptions. extend provisions for answering specific questions that arise
during the process-of program development and implementation. and offer
a plan for testing related hypotheses as well as furthering the scientific body
of knowledge in this emerging field.

DERIVING CONCLUSIONS RATIONALLY

Following the earlier discussion on cultural pluralism. we proceed
from the assumption that multicultural education is a socially desirable
-goal. since it is projected to facilitate the societal goal of cultural pluralism.

The question of availability of lns,*soui'ces must be approached from at
least two levels: (a) human resources. and (b) financial resources. From
the perspective of a teacher education model which places emphasis on
entrance requirements. the issue of availability of human resources has been
indeed a real one. By defining entrance requirements accerding to specific
criteria. potential trainees with certain characteristics have been denied
the opportunity to receive training. Partly as a result of such lack of oppor-
tunity, the teaching profession is characterized by low levels of employment
of personnel from certain ethnic groups.? In 1972, the enrollment of U.S.

* A rational approach mmay be contrasted with an empirical one. which relies on experi-
mentation and systematic ohservation.
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public schoals was 4.6 million students. Of these. 2.3 million were Spanish-
speaking. \While there was one non- mmunty teacher for every 20 non-
minarity students. and one teacher for every 22,5 American students, there
was only one Spanish-speaking teacher for every 107 Spanish-speaking
students in the U.5.3 Of course. itis difficult to separate out the factors which
account for the lack of adequate representation of various minority groups
in teacher education. One suspects that the truly important factors are wider
societal ones, and that the more specific ones, such as potential bias in
entrance requiremients, are reflections of the society in which they occur.

It could be assimed that some of the problems that minority children

- have with traditional cducation institutions stem from the fact that they are

taught by individuals from a.different ethnic group. usually the dominant
Anglo-American middle-class Lultuml group. A teacher from the same
cultural-linguistic background as the pupll it could be argued. will have
a better understanding of that child's motivational and learning styles and
other unlique culturally related characteristics. and thus be in a better posi-
tion to maximize the student’s learning potential. If this were the case. one
could conclude that an increase in the number of teachers from Spanish-
speaking backgrounds would solve the educational problems of children
from this minority group. Following such a conclusion. one would specify
a priori. as a multicultural teacher u)mpvtencv membership in the pupil's
cultural-linguistic group. .

Recent empirical evidence suggests that mere membership in a par-
ticular cultural-linguistic group does not insure superior teaching ability
and success with pupils from the same cultural-linguistic group. While a
recent investigation (U.S. Commission on Civil Rights. 1973)° revealtd that

“teachers in southwestern ULS. schools were failing to involve Mexican-

American children as active participants in the classroom to the same ex-
tent as Anglo childre. a closer scrutiny of the findings further revealed
that Mexican American teachers praised and encouraged Anglo pupils to
a strikingly greater degree than their Anglo colléagues did, and conversely.
these same Mexican American teachers praised and encouraged Mexican
American pupils less than the Anglo teachers did.

Thus. it seems clear that similar teacher-pupil ethnic group member-
ship is np assurance of multicultural teaching colnpetence. That this is in-
deed the case could hdve been determined only through empirical evidence;
an erroneous conclusion tould have easily been mamtamed had one relied
exclusively on rational analysis. . . :

VALUE OF CULTURAL DIVERSITY

To what extent is multicultural education a potentially poéitive activity

‘toward the liberation of heretofore oppressed minorities? To the extent that

multicultural education is based on the premise of accepting and encourag-
ing cultural-linguistic variability. it should serve as an instrument of libera-
tion for oppressed minorities. The concep! of cultural variability in

3
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education. however, must go considerably deeper than most current attempts
in this regard. which focus merely on the more supetficial aspects of culture.
Itis iimportant to realize that in addition to the morfe salient maniféstations
of the different subcultures. such as styles of dress. customs. language,
moral codes. skin pigmentation. etc.. there are more fundamental and per-
haps less visible characteristics. i.e.. deep cognitive, perceptual. and per-
sonality structures which justify the differing surface manifestations. Al

“though different subcultures certainly have common elements. or “univer-
suls.” they also differ greatly in many respects; and often such differences

are quite deep. although the determinants of their manifestations inay be

_ $o sulitle that most people do not become aware of them.® It is probably the

case that learner characteristics associated with cultural-linguistic group

. membership interact in some as yet undetermined mamer with the cultural-

linguistic group characteristics Of the teacher. Before we begin to state
teacher competencies for multicultural education {or monocultural educa-
tion, for that matter). we must both delineate the-individual learner charac-
teristics that are culturally (or otherwise) determined. and investigate the
nature of the interactions between specific teacher behaviors and pupil

“characteristics. and then determine which set of teacher behaviors applied

ta a child with specified characteristics will produce desired pupil out-
comes, : o :

ROLE OF CBTE

If institutiondlized. would CBTE stifle or rigidify cultural evolution?
This should be: a major concern in developing any CBTE model. As Schalock

and Hale (1968) have poined out, given the elements of continuous societal
- change. teacher education programs must be planned with an eye toward

this change.” Any planning or model-building in CBTE should account not
vnly for elements that are likely to be needed in the future. but also provide
enough flexibility to accommodate the unexpected. An adequate multicul-

tural cumpetency-based teacher education model. then. must be based upon.

a conceptualization of culture that is not static, but rather continuously
ev()'lving. ' ' .

Is CHTE antithetical to the values of certain cultural-linguistic. groups?
This may be the case. and the issue merits investigation. Given a certain
set of sociocultural premises. some individuals may not find the potential
emphasis of. CBTE on individual study rather than group instruction com-
patible with their relational style. In this sense, certain aspects of CBTE

could be conceived as dehumanizing. It is probable that indompatibilities
“.which surface between a CBTE program and the cultural values of given

individuals are more a function of program management than inherent cul-

“turally based inconsistencies with the CBTE philosophy. As such. it is im-

portant that programs be managed with a sensitivity to these issues.

What kinds of pupil outcomes should we strive to develop in children?
Thatls, indeed. a crucial question in the issue of self-determination. 1t must

-
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be-approached from sevegal perspectives, In the context of a free society,
the kinds of learner outcomes to be striven for should be determiined by
each child's parents. Parental choices will be colored. of course, by values.
aspirations. socioeconomic status. etc. From a perspective that the individual.
is subordinate to the larger society, leamner outcomes will be dictated by
pressing societal needs. So. given these perceived nedds. learner outcome
projections will be directed toward meeting them. A good example of this

veeurred in this country in the decade following the launching of Sputitik, -

when American society suw the need to place stronger emphasis in the

teaching of math and science as necessagy for survival in the technplogical .

race.
In the U'.S.. learner outcomes have probably been implicitly determined

" by a combination of the above. plus the influence of traditiun and the limits

of educational technology. It is obvious. hawever, that certain cultural

_groups in this country are having-a greater influence in determining which

-

learner outcomes will be strived for than other groups. Thus far, the domi-
nant Anglo group has continued to impose its preferred pupil outcomes on
individuals from less powerful.groups. Such practices mav be labeled en-
forced assimilation. or attempts at cultural genocide. It is proposed that as
a prerequisite for cultural pluralism and multicultural education. each cul-
tural group must have equal power to influence the process of determining
pupil outcomes. Until this oceurs, multicultural education remains in the
realm of tokenism and fantasy. '

The Need for an Empirical Model

.. Several global competency statements are usually identified on a ra-

" tional basis as those necessary for multicultural education. These typically

include such items as (a} the ability to provide a school environment which
reflects local cultural heritage and is subject to the desires of the local com-
munity: (b} the ability to involve adults from the community in school-
related projects. this he g the effect of making the school “'their” school:

. {¢) when the local comusunity is interested. the offering of history and cul-

~

ture content courses that are relevant to the local culture. along with Luro-
pean and American history; and (d) the use of supplementary materials in
the classroom. or provision of library resources which include items that
are oriented to the local culture and language. in order to provide cross-
cultural experiences and an atmosphere relevant to the child’s heritage.
These certainly are seen as desirable competencies for multicultural
aducation and should be required. In this paper, however, the author takes

. the-pesition that those kinds of competencies, while certainly necessary,

address ouly the wmore superficial aspects of the incompatibilities that are
seen to exist between traditional school characteristics and the character-
istics of individual children from minority groups.® Not only do such ap-
proaches at stating multicyltural gompetencies fail to deal adequately with
the underlying problem’ schools have in meeting the needs of minority
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children, but also they deal with only one aspect of “culture.” As pointed
out earlier, there are deeper aspects of culture of which the more visible
. manitestations——what is traditionally called “culture™2-are only reflections.
Therefore, an adequate competency-based teacher education model must
address these competencies—-given the culturally (or otherwise} determined

- coguitive, percgptual, personality, and linguistic characteristics of a child,

it must determine what kinds of behaviors on the part of the teacher maxi-
- mally' tacilitate the desired learner outcomes. |
Before one begins to state tescher competencies for multicultural edu-
. cation that have any degree of validity.* several questions mustbe an'sw"'ered:
1. Are there configural patterns of pupil characteristics. which are culturally .
detennined? 4 . -
2. Do such hypothesized inter-learner differences interact differentially
with patterns of teacher behaviors in producing pgpil outcomes?
3. Can we identify and predict which teacher behaviors, when applied to
an identified set of characteristics in the pupil. will provide a certain’
pupil vutecome?

It is a major thesis of this paper that unless we are able to predict and
empirically demonstrate which sets of teacher behaviors, when applied to
particular identified configurations of pupil characteristics—personality.
cognitive, linguistic. environmental, etc.—produce certain pupil cutcomes,
competency-based teacher education will 1emain only an interesting arm-
chair idea. )

Previous research shows that childien from various cultural-linguistic
eroups differ with respect to such important educational variables as pre-

.

terred learning styles, reiational arrd other personality configurations, per-

ceptual-cognitive patterns, family structure, attitude toward the educational

« process, sex-role development. and linguistic development.10.11.1213,14.18
, These intersubject differences that are associated with cultural background
are hypothesized to interact with teacher behaviors. curricula, and other

, important education variables. Thus, it is essential to identify the effects
of such interactions in determining specific pupil outcomes.

COMPETENCIES AS HYPOTHESES

In light of the previous discussion. we may once again ask: \What are
the important competencies for multicultural education? At best, teacher
competencies may be (a) postulated a priori as hypotheses to Le empirically
corroborated or discarded: or (b} set dogmatically according to conventional -
wisdom. Certainly the model proposed here deems the former alternative,
‘ta). as the only appropriate course of action. '

The-CBTE model proposed here. then, would begin by postulating a
set of teacher competencies not as the competencies needed, but rather as
hypotheses—the reldtive usefulness of which is to be tested empirically in

*The term validity is emplnye;i Rere in its psychometric: sense.*
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specified cuntexts. As a CBTE program procesds along the lines of the pre-

. sent model, data dre obtained in an ongoing manner at each stage of grogram

implementation. These data, collected and analvzed in an ongoing manner,
are then used to modify the original sut of specified competencies, specitye
ing in further detail the competencies for producing specified pupil out-
comes given specitic sitaations, as well as bathearner and teacher charac-
teristics: \ PO

How is one to proceed i choosing a set of competencies as hypotheses?
One mav begin with higher-order abstract categories that may be postulated—

hecause they appear likely to be related to desired outcomes—ton the busis

of (a} previous research findings: (b} conventional wisdom;/ (¢ R TEG.
which have afready shown positive results on the basis of subjgdtive evalua-
tions: (d) existing theories of learning, education, (H'W\iu\'nfnpnwnt:
and {e} expressed commupity needs. "

Several lovels of criteria can be emploved to test teacter competency
hvpotheses and generate feedhack for modifying and refining the griginal
sot ot assumptions. Turner hasidentified six such les (-.lsr/bf criteria. ' The
highest level of criteria, level 1. consists of two parts. Fiyst, it calls for the
abservation of actual behaviors which the teacher exhibits in a real class-
roum situation. Second., it includes an analysis of the level of outcomes
achieved by the teacher w'th the pupils shehe teaches, This two-part ap-
praisal of teacher performance is to ‘be conducted over a relatively long
period of time—at least two years, By including observational data on teach-
ers as well as pupil performance data. the relationships between the ob-
served behavior of teachers and pupil performances can be analyzed. By
taking into accounttentry behaviors in the analysis of outcomes. one may
separate out effects due to differential gain. .

Turnet's criterion Jevel 2 is identical to level 1 except that a shorter
pertormance period is involved—one vear or less. In criterion level 3, pupil

performance data are not eploved; judgments about teacher competence

are based solely on observable behaviers of the teachers. The validity of
ths criterion level is. of course. totally dependent an whether empicical
rolationships between pupil performance and teacher actions have already
been established. Criterien level 4 differs from level 3 in that bat the con-
texi and range of teaching behaviors are restricted. Microteaching situations
invelving a few students. or even peers acting as students. weald fall in
this Sategory’ Incriterion level 5, the teacher need not perform before a live
pupil audience since simulated, pupils may be employed. In criterion level
6 the teacher need not even engage in producing 2 performance. but rather
anly show that she'he understands some behavior, concept. or priaciple
related to teaching. The same comment made on the relative validity of
criterion Jével 3 is applicable to'levels 4. 3: and 6. : :

In the context of the CBTE model presented here. and of Turner's cri-
térion levels, only levels 1 and 2 are deemed adequate, until sufficient data
becomes available to allow reliable predictions of pugil outcomes from’ par-

/
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ticular tercher behavioes. It is obvicus that proceeding to dévelop and '
implement a CBTE programm without empirical data on the relationships
\_hetm.-gn specified téacher behaviors and pupil.outcomes would represent
¢ an exertise in futility. Once, data become available on the relationships
: hetween certain teacher acts and pupil outcomes: one may adopt Turner's .
") e els 3. 4, or 5 for these behaviors. ' ‘ '
) As proposed in the present model. however, to begin development of
-~ . an adequate CBTE program-one must go bevand Turner's criterion level 1.
"« . It is postulated_that .intervening variables may influence the relationship
between a specified teacher behavior and a pupil®utcome. Thus, teacher X
mav produce the same behaviors as teacher Y, with different pupil out-
- gomes resulting: depending on such types of mediating variablés as teacher
personality. pupil characteristicst $ltuational variables, etc. Concern here
is. of course, with the generalizability of teacher behaviorspupil outcome
relationships. Therefore. one must investigate not only observed teacher
uchavior and resulting pupil outcomes. but also how a multitude of other
variables—teacher. pupil. confext—affect suchyelationships.

-

.Summary \ Y.
¥ . R SRR
o Two movements of seemingly great potential are b(?cm'h_j‘ﬁg inereasingly: . 24355

“visible in American education today: {a} a trend toward cultirral’ pluralism

and multicultural bilingual education and (b) 4 irend toward competency-

' based approaches to tegcher education. ) ) "

. After discussing the dangers inherent in developing multicuttural {or

monocvitural, for that matter) competency-based teacher education (CBTE)

" models which are based on a rational rather than empirical basis. a résearch

madel of multicultural'competency-based teacher education is proposed.

According to the model proposed herein. an adequate CBTE tnodel program

should possess a sound rational basts. Based on a coherent theory or svste-

matic framework. it must provide a mechanism for ongoi:ig empirical vali-

. dation of underlying assumptions extend provisions for answering specific

questions that arise during the process of program detelopment and imple-

‘ mentation. and offer a plan for testing retatad hypothéses as well as further-
\r ing the sc:if,ﬁtiﬁc body of knowledge in this emerging field.

! * Any planning or model building in CBTE must be based on a concept

‘ of culture that is not static. but rather centinuously eyolving. thus providing

the flexibilit: needed to accommodate the unexpected. As a prerequisite

"*' for cultural pluralism and multicultural education, each cultural group must

™

N

have equal power in determining what pupil outcomes are desirable.

An adequate multicultural CBTE model must address not only the more

superficial aspects of culture te which multicultural education programs

o1, " are usually limited. but also the deeper aspects of culture—cognitive. per-

" ceptual, and personality structures: learning. relational. and motivational
styles—of ivhich the more visible manifestations are only reflections.

o~
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Accirding to the maodel proposed heres a CBTE program postulates a
set of teacher competencies as hypotheses to betested empirically in speci-
fied contexts. using desired pupil outcomes as criteria. Data collected and
andlyzed in an ungoing manner are used to modity the original set of speci-
fied cOmpetencies, articulating in further detail the competencies neces-
sary for produting desired pupil outcomes, given specific situations and
both learner and teacher characteristics. This is accomplished by going
bevond Turner's {1972) criterion level 1. at Jeast until teacher competencies
are sufficiently validated to adopt lower levels of criteria for assessment
ptirposes. Observations of teacher behaviors in real classroom situations
and analvsis of the statistical prediction of level of pupil outcome achieved

. are conducted over a relatively long period. Intervening variadles are pos-
tulated to influence the relationship between specified teacher behaviors

and puypil of comes. These mediating variables, such-as personality of the
teacher. pupil characteristics. situational variables. etc., and the nfanner
in which thev aftect the relationship between observed teacher behaviors
and pupil outcomes. must also be investigated.

- R
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CHAPTER 2
&

CHICANO CULTURAL DIVERSITY:
g IMPLICATIONS FOR CBTE

. ' Ernest Garcia
Professor. School of Education
California State College
San Bernardino, California

To be or not to be competent is certainly not the question. Even people
who have doubts about competency-based teacher education programs
would probably agree that the process of education should result in changes
in the student which, if they are to be assessed, must be observable. The
professor of engineering who is involved with the education of engineers,

. certainly demands that students be able to perforni certain tasks or solve

given problems. This ability is not only seen as a necessary exit skill from
the course. but also as a hasis for the competence that the engineer will
demonstrate when putting herhis knowledge to use. .

Likewise. the professor of English insists on performance in order to
assess the skill with which a student can analyze a literary work or produce
an essay. Those who would employ the product of such a class would look
for sume evidence of competence in order to select the person who would
bast fit their needs.

~ Consider the professor of social service who must inculcate in herthis
students the skills and attitudes necessary for their performance as social
workers. The focus would certainly be on the question of what the graduates
would be able to do. Will they be reasonably successful? Can success be

" related to specific competencies developed and demonstrated during their

training period? Success during the training period should certa..ly be
measured by what the student can do rather than by the number of formal

_ courses she-he took.

Do Chicanos Have Special Learning Needs?

The focus of this paper is on the'comﬁetencies that teachers should -
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demuonstrate in preparation for working with.Chicano children. However,
before attention can be given to that focus. it is imperative that reasons be
established for assuming the Chicano learner has special needs. These spe-
“ial needs must be seen as arising from cultural influences that are different
trom those which permeate the typical school, including the influence of
those whao teach in it. The person who will be successful in teaching'Chicano
learners must have all the skills developed: through a goed competency-
based teacher education program and more. The more is related to those
skills which are heavily influenced by the cultural differences that Chicano
- children bring to school and which aﬁmt the ways in which they perceive
their environment. y

It is interesting to find that at ithe turn of the century. the noted strm-
turalist ‘Titchener stressed the nui"d for ethnic psychology.! He included
fanguage. myth, custom. and art;as the important components of culture
which set groups apart from each ofher. Although his brand of structuralism
lost influence with the advent of functionalism and behaviorism. his aware-
ness that Pultural differences were of importance to the psychologist as wéll
as other social scientists was significant. He stated: .

The collective mind has no existence apart from the separate
members of the community. But when many individual minds 147
come into contact, new complex processes take shape: the ele- :
mentary processes are put together as they would not have been
. had mankind lived solitary lives. The problem of ethnic psvchol-
ogv. then, is to trace the development of these new mental coin-
plexes. and explain them by reference to the conditions of social
» living.?

If children bring swith them different ways of perceiving and responding -
which are m:fluenced by cultural differences. then teachprs must behave ine
wats which accommodate and enhance.this different learhihg style. Ramigez
applied Witkin's concept of field dependence-independéties to a study of ¥
cognitive stvles of Mexican Amernican children to 8eterfnine some of the
strategies tor teachers to use in response to culturaledifferences.® Wagner
also studied cognitive styvles. using Witkin's:model as well as others.?

In this paper. the concept of the culture filter or screen is introduced
int an effort to simplifv the discussion of learning styles. If tdachers need to
consider whe the learne T is frem a cultural perspective, then the concept
‘of cultural differences niust be investigated. The discussion of cultural
pluralism which follows serves to point out the danger of having a con-
venient slogan to categorize the Chicano as a monolithic entity possessing
uniform, discernible cultural traits. Pluralism is Viewed in a broader sense
to include vast differences which exist within the Mexican American group.

Finallv. the importance of competency-based teacher education pro-
grams in the education of all children and specifically Chicanos is stressed.
Recommendations regarding desirable competencies to hv developed con-
¢ hldP thv paper.
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Learning through a Culture Filter

In numerous conferences and inservice ineetings. teachers have asked
whether the Chicano children they teach learn in ways which are different |
from those of other children. The Question elicits interesting responses which
range {rom the implausible, “al} childgen are alike” to the equally untenable

\_\wm lusion that Chicanos learn in some peculiar way. If the question were
° plﬂ*ﬂa@ﬁ;rchers on human learning. what would be the response? The
. ‘person whvse_bias rests with operant conditioning would probably insist
that Chicanos leaim-through reinforcement. and that behavier modification
techniques can be just as-effective with Chicanos as with other children. A
humanistic psvchologist wouldhrespond that Chicanos. like other people.
have a basic drive toward health anﬂ@ctuallwhun and that by providing
an.environment where individuals will perceive themselves in a puitive
way and have the opportunity to develop theitawn uniqueness. the needs
of Chicano students will be met.S Instructional Yheory. emanating from
humanistic psychology. would therefore accommodatéthe learning styles

of Chicanos

Likewise. those interested in cognitive construct approachesdo instruc-
tion would say that Chicano students. like others. should be consideted as -
148 Ppeople who actively select and interpret certain signals from their envmm\‘

~ ment and. in fact. become processors of information in keeping with their
.own individualized différences. , . \

If theuries and naradigms for explalnmg the learning process make
no distinction in the way Chicanos learn. then does it follow that the edu- -
cation of teac hers who will teach Chicanos requites no differentiation? It
is a fact that. moét teachers presently teaching Chicanos did not have an

-education program which was different from the regular program of all
teaching candidates.It is also a fact that the education of Chicanos. when
m(-agurpd with traditional tools and procedures. has been less effective than
that of their Anglo counterparts. Data on achievement levels. dropouts. and
other indicators show that Chicano students have not fared well ¢ It might
even be acqurate to conclude that the teacher versed in learning theory.
whether of a particular orientation ur ecleetic. has failed to be productive
in the education of Chicanos.

If Chicanos indeed learn through operant conditioning just likeanybody .
else. it would be helpful to view the process throngh a culture filter. If the
teacher who uses behavior modification knows things about the Chicano
learners that are different from herhis own experience or the experience
of other identifiable groups. then this information can be put to effective use
in the implementation of the techniaue. For example. if the teacher is aware
of culturally unique rnonverbal signals. she/he can recognize potential r»-

", inforcers that are culturally appropriate. and realize that there might be
conditions such as overly competitive situations where the student would
rather withdraw than be engaged in a culturally uncomfortable situation.

o
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Similarly. the teacher with a humanistic bent would profit greatly from

understanding the uniqueness of Chicano children through familiarity with
aspects of their cultural differences. The use of this knowledge to arrange

- an environment where children would perceive themselves in a positive
.wuy would indeed enhance learning. If children's cultural differences are
' regarded and treated as worthy within the scheol; then the children see

- part of themselves, part of their existence. in a positive way.

Cultural Pluralism

)

Cultural pluralism is a term used as an alternative to melting pot. The
need to acknowledge and respect cultural diversity is a familiar theme in
the literature on the education of ethnic minorities. This emphasis has
served a purpose by focusing on the reality that there is nothing un-Ameri-

" &an in being different. In fact. diversity is very American. Like many good

things. however. the focus on cultural pluralism contains the danger that
1t can be reduced to a popular slogan which is conveniert in rhetoric but
which lacks the caarity to make it operational. Perhaps tne biggest danger
to this positive concept is the urge te categorize and classify, to sort and
pigeanhole. Writers allude to the Chicuno culture as if it were a set of values
and customs possessed by all who are categorized as Chicanos or Mexican
Americans. Romano protests the use of such convenient labeling. stating:

The Indianistic views, the Confrontationist Philosophy.and Cul-
tural Nationalism with-its Meztizaje-based Humanistic Universal-
ism. Behavioral Relativism and Existentialism. when related to
tvpes of peopie who have immigrated from Mexico. those born in
the United States. as well as people of Mexican descent who were
residents in conquered western lands. all give some glimmer of
the complexity of this population, especially when one views it
internally from the perspective of multiple philosophies regard-
ing the existence and nature of Mexican-American man. For, in
truth. just as el puro M. vicano does not exist, neither does the
pure Mexican-American despite the massive efforts by social
scientists to fabricate such a mythical being under the monolithic
iabel of traditional culture rather than the more realistic concept
of multiple histories and philosphies.”

That cultural differences exist among groups is not a debatable question.
What does leave ample room for argument is the suggestion that everyone
named ({arcia, Hernandez, Gomez, or Solis somehow possesses uniform
cultural differences which must be considered by the teacher in providing
better insfruction. One author spent much time emphasizing the reality of
diversity among people identified as Mexican American, and then proceeded
to generalize about their learning styles. This fallacy serves to create the
new stereotype'which is found in the completion of the statement, ‘‘Mexican
American children are . . . . '
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ETHNIC CHARACTERISTICS STUDIED

Teachers faced with the grim reality that the edl‘u?ation_ of Chicanos
has beenr inadequate at best are quick tc accept children as*elements of
sociological categories rather than as individual learnérs; socializing them,
in effect. in terms of those categories {ethnically and culturally) rather than
educating them."™ Dne document designed to help teachers understand
Mexicah American children and their families is entitled Characteristic
Traits of Hispanic Persons.® It breaks down such concepts as passion, in-
dividualism. and humanism and makes such statements as. "“There is a-
marked tendency among Spanish-speaking peoples to move forward with
their back to the future: this is caused by being oriented to a present-past
relationship in which the future does not figure in their thinking.”'" The

author goes on to explain that this condition is also very much part of the -

Indian culture and probably resulted from the inbreeding between Spaniards
and Indians. He continues. **This is why you will find. when traveling in

_Latin America. that distances along the highway are given from the point

of departure and not to the point ahead.”!! Other statements gé'ared to help
the teacher understand and educate Mexican American students are, "His-
panic; people are well known for their courtesy. but not for their observance
of the law.'? and "Individualism causes the Spanish persons to be particu-
larly deficient on those qualities which are based on collective standatds.""?
With generalizations like these. it is easy to understand how cducational
deficiencies can be attributed to the culture.

A recent entrv in the competition for language arts textbook adoption
in California epitomizes the iiew stereotype of the Chicano. Although the
author incorrectly chooses to call the people described in thetext *Mexican.”
the-reference is to barrio cultural patterns in the United States.'* This act
of preferring to use “*Mexican" to refer to Mexican Americans is the type of.
fantasizing which Cortes describes as the process of picking up a *frozen

_village culture™ frova a remote area of Mexico and transplanting it to South-

ern California—and declaring that it is alive and well!'s The generalizations
in Traition in the Barrio are static. frozen concepts which fit' Carter's
description of the noble savage approach.!® They don't deal with: the dy-
namig: nature of culture. but rather give a distorted view for teachers to use
in. once
are...." : ' _
The new stereotype is. of course. a rebuttal to the old stereotype ‘which
attached negative attributes to Mexican Americans. Universal positivé attri-
butes have been substituted fui universal negative ones. In writing about the

_compensatory education model. Carter states. “'In order to determine the

causative différences or deficiencies, studies‘have been conducted on Mexi-
can American homes, children, and lifestyles. The conclusions of these

- studies. while often vonfusing and contradictory. grovide an overly general-

ized or stereotyped description of Mexican-American culture and personal-

ity characteristics.”'¥’On the one hand. somne poople are busy trying to

again. completing the statement. "Mexican American children -

-



classity. sort, and lahel Chicano culture 1 order to overcome some of the
inherent deprivation that hinders school progress. On the other hand.
Chicanos themselves are eager to give the Angle a generalized. static descrip-
tion of Chicane culture, romantic in nature and unrealistic at best. Neither
effort serves to improve the education of Chicanes. The first apologizes for
differences and seeks to vvercome them in order to enhance school progress.
The second provides for a new stereotype which does not accommodate
the vast difterences that exist within the group. Romano offers four broad -
(dtpgunm ‘which serve to émphasize cultural diversity within the group. 18,
aese differences emerge from the different ways in which people of Mexi-
van descent hav ¢ had to adjust to life in the 11.S. Those who have embraced
styles of life asplrmg, to Anglo-Saxon conformity have attempted to move
away from their cultural origins to embrace the ways of the dummam society,

STABILIZED DIFFERENCES

The culturat differences of children from these families will include
little more than a Spanish surname if. indeed. it hasn't been changed. Con-
trast this group with people described as having stabilized differences. who
have immigrated from Mexico in the last 50 years, and are found in pockets,
colonius. barrins, where they maintain thebasic ways and traditions which 151
"are lmscd on the “multiple histories and philosophies from which they
came.” ¥ The subg.,mups of this category differ throughout the Southwest
but the Spanish language. existing inta variety of dialects, is a common
featdiz. along with traditional food. This is the setting that probably spawns
the urge to classify "all Mexican Americans as bein: from a “folk culture.”
In reality they represent different areas of Mexico, and to identify them as

a single entitv is to deny that differences exist among the inhabitants of
\‘[e'\l(n The simplicity of describing all as members of that “frozen village
culture transplanted north of the border is a convenience we can ill afford
in understanding cultural pluralism. It would be wrong to view children of

- this greup as 'gruwing up in a static environinent.because they grow up
interacting with the old ways which are Mexican. and with many facets of
the dominant Anglo society. The teacher who stereotypes this group might

. find that the Chicano music preferred by the young is not all traditional.
_but rather the country western sounds of Johnny Rodriguez or the exciting
rack béat of El Chicano and Santana.

Mexican Americans who can be described as in a state of realigned
pluralism are those who have taken up the ways of the dominant society
“but have found it necessary to establish activities and institutions that are
vtlun(dll\ oriented and parallel to those of the dominant society. The phe-
nomenon of the third generation return is commion within this category. A
recent article illustrates the ontcome of efforts to set up parallel activities
and institutions " The article calls Albuquerque a Chicano Nashville. and
gaes on to tell how Chicano musicians and artists have formed corporations
to control their own destinies and promote their music,

EKC
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RECOG NITION orc ULTURAL DIFFERENCES |

The final group described b\ Romano is called “bicultural,” and is
composed of individuals who can function equally well in both cultures.
There is hope that effective ethnic studies and bilingual cross-cultural pro-
grams in the schools will produce more people whao can be called bicultural.

These categories. though admittedly broad. serve to illustrate the dif-
ferences and dynamics of people valled Mexican Americans or C hicanos,
who are too often sepn as a monolithic group with a uniform set of values
and customs. Romano's observation that all of the categories. can often be
observed in a single Mexican American family fusther emphasizes its-dy-
namic nature 3! . -

Cultural pluralism. then. is not a concept that applies only to the dif
ferences between teacher and child when one is Anglo and the other Mexican

"American. The concept also applies to the culturally pluralistic aspects of

Mexican American life. \What are the specific cultural differences that the
teacher should look for and understand in order to act in ways that accom-
modate the culturally diLerent? Some differences such as language are
obvious but are not always treated in ways that show sensitivity. Mono-

" lingual Spanish children who find themselves in an English-language en-

vironment need to have a very real cultural difference accommodated. The
sensitive teacher arzanges a learning environment where children feel good

" about the way the language they bring to school is accepted, and the ways

in which the new langi.ge is made part of their instruction. There are
many graduates of language differences. The exampic of the Spanish mono-
lingual indicates a very definite cultural difference but there are many other
language differences which are not as readily identified. The child who
speakﬁmnre English than Spanish certainly has very specific needs which
the teacher must recognize, and which require as much attention and sensi-
tivitv as those of the monolingual. Beyond the obvious difference of lang-
uage. people are often hardpressed to be specific concerning other cultural
differences. In a recent meeting between interested Chicano parents and
teachers who were seeking ways to implement a more effective program for
their students. the parents pointed out that the teachers should be aware of
and understand the Chicano culture. Aside from the obviocus difference of
language. the group had difficulty identifying salient cultural differences.

. Unfortunately the next step in such situations is to begin to cite examples

that run the danger of creating stereotypes that provide patent answers for
working with Chicano students:

The Chicanito doesn't pay attention to female teachers because he

is taught to be muy mucho.

The Chicano child. as a sign of respect, will always bow hisor her
head while being reprimanded.

While bath of these statements might be accurate in certain situations
with certain children, the teacher must be sble to recognize when such
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influences are really affecting the behavior of the child and proceed to act

in wavs which accommaodate the differences. Cultural differences should
~ . . .

therefore be construed as those characteristics which cause a student to act

- or react in ways different from the responses commonly anticipated by the-

institution. If the five elements of culture as listed by Aragon—Ilanguage,
diet, costuming. socvial patterns. and ethics—are considered, the teacher
-tan have a framework through which to assess differenc es that exist in the
child’s home and community environment.??

I children come from a barrio where stabilized difforences are evident,
then the chances that Spanish monolinguals will be coming to kindergarten
is more probable. Diet differences might also be more pronounced, so that
while discussing the nutritional qualities of a good breakfast at school. the
tedcher needs to be aware that the ingrédients suggested by the National
Dairy Council in its colorful posters might be neither relevant nor desirable
tor g Chicano child. A teacher complained recently that he hadn't been able

to find calorie.counters that included traditional Mexican foods for his junior |

figh «lass to evaluate the c,alnm content of their diets. To the extent that
- \iwts would be different, fhe sc huu! should accept and build upon those
-differgnc es.

Costumg Hg can become an important expression of cultural differences
w hl(‘;ﬁl ‘can geiur in subtle and often unrecognized ways. The tescher who
looks for z-.nmh{rams sarapes, and huareches might miss a pattern of dress
or body ad;‘stmm»nt which has become an expression of identity in the barrio,
and whic }} i understoud and accepted by the school, will enhance learning

_‘(‘gndltmﬁ% for the student.

Sucl patterns such as the extended family., machismo, carnalismo
(brotherhoud. ethnic kinship). and patriarchy must be understood and seen
as‘appearing in different ways and in ditferent degrees depending on the
setting. A comman complaint of parents is that the traditional social ameni-
ties stressed in some homes are not reinforced by the sc hool. Of particular
confusion to a child who comes from an environment where the Usted form
is used in addressing adults. and the terms Don and Dosie are ways of show-

ing respect, is the situation where the voung teacher greets her his children”

- by saying. “Hi Kids. I'm vour teacher and 1 want vou to call me Chris.”
Expressions of cultural ethics are comples in the dynamk culture of
- the Mexican American. Aragon mentions nepotism as a concept that is re-
|m ted by the American but sesn as a positive thing by the Chicano because
Ivou trust the person vou love."2* La mordida (“*bite,” or bribe) is some-
thmg that few Chicanos would attempt with American officials but which
many use with cultural guste when traveling in Mexico. .

Cultural differences that need the attention and sensitivity of the teacher
come with each individual, Sometimes there will be several students with
the same needs. The important point is for the teacher to promote individ-
uality threugh recognition and accepta. e of cultural differences. The
teacher should be aware of those instam:e.«i when the student is acting or re-
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acting in unanticipated ways. It is at thlb time that intervention can prove
«- helpful, becayse the student’ s chances of success are improved and the
.feeling that someone cares is fostered.

Interviews with ChiLano parents reveal that they are verv interested:
in the performance ul\thmr children in school. and that they trust teachers
to exhibit certain behaviors that will get children to leam The following
letter was sent home by a teacher.

Dear Mrs. Sanchez:
Ramon can't talk too well in English. He is having a great deal of
trouble with his addition combinations, and his reading is very
much below grade level. | hope vou can come and see me.

Ms. Hewitt

A scribbled note came back: "

Dear Ms. Hewitt:

1 know what vou say ahout Ramon is true. That's why I send him

to sc.hool. -
Mrs. Sanchez

Parents are basically rumpetenu\'-performam,e oriented. They want
154 their children to be able to do things well.

s .
Relevance of CBTE

Competency-based teacher education gives us cause to be optimistic

- that the education of all teachers will improve. The shift in emphasis from

requiring students merely to complete a series of courses to requiring
instead the acquisition of specific exit skills is indeed a positive move. -

Although other disciplines require performance on tests and other instru-

ments to measure student progress, the concept of a competency-based

course of program is still foreign to many. and sounds mechanistic and

rigid when. in reality. it allows for flexibility and innovation. Perhaps thé

greatest beneficiaries of CBTE will be culturally different childen, because
teachers educated on the basis of specific competencies will most likely fe *
specific in identifving the exit skills they expect from their students. Hope:"~

. fully. they will be less likely to consider the cultural differencos that childred
bring to school as liabilities in the learning process.

X

N

THE PROGRAM

»

It was stated earlier that teachers of the culturally different must.have
all the ¢ ompetencies developed through a good tescher education program
and more. The gratest portion of this paper has been devoted to the defini-
tion of more as the knowledge and appreciation of cuftural differences that
children might bring to school and the sensitivity. good judgment. and
skill to use that knowledge for children's benefit. Competencies for being "+

..
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an effective téacher of Chicanos should not be thought of as being a' com-
pletelv difterent set of behaviors designed only for teaching this particular
group., Rather, thev must be behaviors that are flexible enough to allow for
and promote cultural diversity in the teaching-learning act. The teacher
needs to make use of the culture filter to begin to.see the situation as stu-
dents see it. anid to modifv conditions to enhance ledrning.

« Tex prepare candidates to be effective teachers in a culturally diverse,

society, the program should include requirements such as these:

1

)

-

. Reguire competencies in teacher-pupil interaction as well as in fostering
- conditions that promote pupil-pupil interaction; require the prospective

teacher to focus on cultural differences that might inhibit participation
Require competency in arranging a learning environment designed to
aceomplish spedific instructional objectives: have the prospective teacher
demonstrate how the needs of learners will be met. and indicate flexibility
of the arrangement to accommodate individual differences

4 Require competency in developing instructional units which focus on

5

6

-
/.

* themselves as well as be evaluated by others
4. Rerquire competency in conversational Spanish that prepares teacher -

- a culturally diverse society but which do not.result in an “ethnic lanch™

curriculum; require teacher candidates to demonstrate how current cur-
rictlum materials can be augmented to include themes of cultural
- diversity. particularly social studies and language arts materials: fequire
student teaching in a multicultural setting where candidates can evaluate

-

candidates to understand the spuken Spanish of the area and tobe under-
stoad while speaking it : i

. Reqpaire competency in recognizing nonverbal signals-that are different

ttom the teachers’

. Require that students understand and can demonstrate that instruction

in a culturally diverse setting and ebout a culturally diverse society
should not be determined by “peddlers of ethnic packages.” or by those
whao promote the “let's make pinatas and eat tacos” syndrome

Require specific knowledge of the Indian-Spanish-Mexican-Chicano

heritage=ut the Southwest, and demonstrate an ability to include alterna-,

tive perspectives where other points of view or historical facts have
been omitted

ILLUSTRATIVE PERFORMANCE OBJECTIVES FOR UBTE CANDIDATES
1.

Demaonstrate an ability to asseys one’s own cultural orientation and biases
by desc eibing feelings tuwarj}:um;epts such as: cooperation, competition.
family. lovalty, respect. ete.Zcompare and contrast feelings witli those of
members of family or friends who appear to think the sagae way
Identify sbttings which tend to restrict full participatigh because one's
cultural orientation runs counter to the viewpoints
quired for full enjovmert .
Investigate cultural characteristics that are attributedto Chicanos: select
two or three examples that a child could conceivably bring to school,
then identifv an instructional setting where conflict might arise; describe
4 -

’

155

Y



— -

how to accommodate the child's differences and still attain the instruc-

“*tional objective : “

4. Assume a group of Chicano students in class; describe how to find out
as much as possible about their home-and community environment—
without invading their privacy; explain what knowledge is necessary
hetore askifg questions ) . o

5. Describe a situation where a Chicanuo child is having difficulty; identify .
possible factors contributing to that child's lack of success: list-factors
that the child might be injecting into the situation:.describe adjustments
that could be made to increase chances of success

Summary Statement .

¥rom the viewpoint of human learning, Chicanos learn like anyone else.
However. cultural differences can hinder learning when the conditions do
not accodmaodate those differences. The ‘2acher should therefore be able
to understand and utilize aspects of cultural diversity which will increase
chanues of success for the learner. The teacher should perceive cultural
pluralism in ways that, dun't stereotype grotips as having uniform charac-
terjstics. Differences within the group called Chicano or Mexican Al@‘.an
ate broad and vatied. _ : ,

Competency-based teacher education is important to Chicanos becavse
of its focus on performance. The lackeof school success for Chicanos has
traditionally” been attributed to cultural differences, Teachers trained in
specific competencies will be better ableto accommaodate cultural differences
and enhance pupil chances for success. '

.

REFERENCGES . . .-

1 Titchener, E.B. A Primer uf_J’ivvhn'Iugy. London: Macmillan & Co.. 1909 p. 242
' o«
.2 Ibid.. p. 293. . , -

3 Ramirez, Manuel. l11. *Bilingual Education as a Vehicle for Educational Change.”
In Mexican Americans and Educational Change. edited by Alfredo Castaneda et
al. Proceedings of the May 21-22, 1971 Symposium en “Project Follow Through.”
Sponsored by the Mexican American Studies Program. University of Califorfiia.
Riverside. Washington. D.C.: 11.S. Office of Education. 1971, p. 400. )

4 Wagner. Steven R “Cognitive Styles: Locus of Control and Field Articulation.”

- Ph.D. dissertation. Department of Education, Claremont Graduate Sthool 1973,
Chapters 3 and 5. )

5 Snelbecker. Glenn E. Learning Theory, Instructional Theory, and Psychoeduca-
tional Design. New York: McGraw-Hill. 1974, pp, 482-3.

& U1 Commission on Civil Rights, Toward Quality Education for Mexican Ameri-
cans., Report Vi: Mexican-American Education Study. Washington, D.C.: U.S.
Govérnment Printing Office. February 1974.

# Romano. Octavio. "The Historical and Intellectual Presence of Mexican Ameri-
cans.” El Grito 2, nogR {Winter 1969): 41. .

8 Lopez. Thomas R..jr. “Cultural Pluralism: Political Hoax? Educational Need?”
journa! of Teacher Education 24. no. 4 (Winter 1973): 277.

‘

.8

—

}
N

¥ao,

-

]
<

.
<



—~——

<

9 Covey, Don. *Characteristic Traits of Hispanic Persons." Unpublished manuscript
available from the author. 1968. \
10 Ibid,, p. 3.
11 Ibid.
12 lhid., p. 2.

" 13 1bid,

14 Flures. Elvira. Tradition in the Barrio. Edited by Julian Nava. Walnut Creek, Calif.:
Aardvaark Media. 1974,

15 Cortes, Carlos. “Cultural Pluralism in the Curriculum.” Speech delivered at Colton
Unified School District Workshop on Cultural Diversity, Colton. California. April
27. 1974,

16 Carter, Thomas. "' The Persistence of a Percpective In Mexican Americans and
Educational Change, edited by Castaneda et al, pp. 270-2.

.17 bid.. p. 276,

18 Romano. “Historical and lntallectual Presence,” pp. a2-3.
19 Ibid.. p. 41. T

20 Pippert. Wesley G. Albuquerque Chicano Nashville.” In San Bernurdmo (Calif}
Sun Tejegram. May 17. 1974,

:21 Romano, "Historical and Intellectual Presence.” p. 45.

22 Aragon. Juen A. “The Challenge to Biculturalism: Gulturally Deficient Educators
Teaching Culturally Different Children.” In Mexican Americans and Educational
Change. edited by Castaiieda et al. p. 262.

23 lbsd p. 264,

157



CHAPTER 3 . /
N
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(Competency -hased cdyicatiun [C:BE) holds great promise lur achieving
the ideal of equal educatipnal opportunity in the American chool. while
giving minority students/a’ positive view of their cultural and historical
heritage. An obvious an ' sad fact is that culturally and linguistically dif-
ferent groups in American saciety have suffered disproportionately from
cviles of poverty and limited opportunities. In order to bregk such cycles.
education systems need o become responsive in a comprehensive manner
to the concept and idea’ of cultural pluralism. Schools mist be organized
to promote such an idea| This will mean that school and school-related pro- .
grants in the areas of tea(.rer eduration and professional trajning. curriculum
development. and edudational administration must ne;:essaril_v become
multicultural. The compktency-based movement. with ity emphasis on per-
formance and collaboratipn among community. studemj. teachers. admin-
istrators. and”college pr&fessnrs. provides an excellent/strategy by which
schools can begin to refléct and promote subcyltural differences inherent
in_ American society. rather than continue so vigorously to attempt their
cIEminatiun. to the detrimept of minority students. , N
Competency-based teather educatiop (CBTE) has been described by

/"A advocates as “'the most significant lever fr education7l'refor-n since Sput-
; _
\‘1 ‘ . . . N .

- .1‘ ke Co-
b ) / .
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nik.” and as “une of the most influential and important developments in
this progressive effort to advance the process of schooling.” Its critics,-on
the other hand. call CBTE “a multi-faceted concept in search of practi-
tivners,” “uld wine in new bottles.”” and “'a good idea if vou could figure
out what it is."1

The authors are convinced that the movement toward competency-

based teacher education (CBTE) is a positive force for change. It is a culmi-
nation of a series of change efforts in education which resulted from legiti-
mate public demands for accountability. cost effectiveness. and relevance.
-The educational technology boom of the 1960s also gave impetus to the
CHBTE movement. The U.S. Office of Education’s support of model elementary
programs. the Trainers of Teacher Trainers (TTT) programs, and Teacher
Corps have led to muore systematic program planning in teacher education.
all of which have given rise to more field-oriented professional preparation
programs. Minicourses, microteaching. computer-assisted instruction pro-
grams, and many other individualized instructional approaches have’
demonstrated that instruction which permits students to proceed at their
own pace is feasible and can be effective. Throughout. the emphasis has
been on {a) instruction tailored to specific student needs in relation to identi-
fiable behavioral outcomes. (b) student evaluation as well as program eval-
uation hased on explicitly stated objectives. and (¢) a systematic averall
plan to achieve program ends.?

An important feature of CBTE which grew out of the {1.S. Office of Edu-
cation {USOE) effort is the notion of parity. The Teacher Corps emphasizes
program development and implementation in collaboration with com-
munity representatives. students. classroom teachers, school administrators,

“and colliege professors. Of all the developments. this is the aspect of CBTE .
that truly goes to the heart of organizational prublems and it is this key
element that offers the greatest promise for impfoving e(,hools and teacher
training programs.

159

Past tetorm efforts in education have not responded to critical under-
tving questions and assumptions such as: What are schools for? What is
the real world of the school? What is truly occurring in and around schools
that has meaning for children? \W hat should be occurring? Are we preparing
children tor tomorrow. vesterday. or do we know? Do we act as though we
even care? If so. we then have a host of additional questions: Which children’
are we educating for what? Do schools really assume, in form and practice.
that all children are equally worthy?

We think the answer to this last question is negative.

Reform efforts have focused largely on curriculum rather than the ef-
fects which schools have on children. Educational reform-attempts t-o
readily ignore the powerful fact that schools shape and shape well. socianse
and socialize well. and ultimately fit and. fit our young well for the pre-
vailing order of things. Robert Engler called it “culture-breaking the young
and developing lovalty to the social order.
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| CBTE and Multicultural Education

CBTE offers a process by which educators. university scholars, com-
munity people. and students can coilaborate and become involved in deter-
mining the education process. This is one important ray of hope on an
otherwise dismal horizon because educators and scholars have failed
migeribly to respond to the needs and demands of the culturally and lin-
guistically different. There is no need here to dwell extensively on the
well-known litany of wrongs perpetrated on minority students by the typi-
cal white middle-class oriented school. Experience with the reforms of the
past—whether recent of not so recent. whether Sputnik-inspired or what-
ever, have demonstrated that conventional wisdom simply does not work
well in teaching culturally and linguistically ditferem children: As a matter
of fact. it hasn't worked weil for most children. Teaching and learning. to
be suceessful, must be interesting to students. Student notivational styles
can only be accurately deciphered if schools are mad-: to care enough so
that they find out who their students aie in erms bf their social. cultural,
and historical backgrounds. '

Given the multiplicity of ethnic groups in this country, increasing
national commitment to equalization of opportunity. and the assertion of
ethnic pride in groups. education systems cannot tontinue to ignore the.
impact and significance of cultural differences in American society. They
can't afford the luxury. They ‘must acknowledge and accept in form and
practice what children learn in the home and community. as well as in
school. Learning goes on rapidly and well with young people. It is only
when the incongruities between school and the learning style of its clients .
are at great variance that negative judgments about the place of the client
in the school are made. That is called making value judgments. America’s
schools have actively chosen not to value cultural, linguistic. and racial
differences. This is the crux of current major reform movements in our
schools. ' :

This country can no longer afford to continue the isolationism which
created the monolingual, monocultural society of white middle-class
America. The schools must be restructured to meet the educational needs
of the total society. Programs must be developed which will enable children
to communicate in at least two languages and function in two cultures by
the time they reach their fourth vear of formal schooling. Programs are
neeg ed that will enable all students to become positive contributors to a
culfurally dyvnamic society consistent with cultural origins. and which
recognire the worth of other cultural groups. It is only in promoting and
practicing this ideal that the rights and needs of mittorities—of the cul-
turally and linguistically different—can be effectively responded to.

Current Status of Equal Opportunity

In spite of a recent flurry of reforms and innovations, and large amounts




of federal dollars spent on education. the schools remain remarkably un-
vhanged. Books such as Teachers For the Reu! World* and Crisis in the
Classroom*® have had little, if any. effect on the nation's schools. Silberman
writes:

the 1950°s and 60's saw one of the largest and most sustained
educational reform movements in American history. an effort that
. > many observers. .. thought would transform the schools. Nothing

+ of the sort has happened; the reform movement has produced in- %
numerable changes and yet the schools themselves are largely un-
changed.® . '

We are undergoing a period of extraordinary sociocultural development
that demands a change in both the structure and function of schooling.”
~The demand for attainment of equal education opportunity in this country
. will become the most serious domestic issue in the ensuing decade.

The u:onolingual. monocultural society reflected -in the curricula of -
the American school began to crumble when ethnic America began to de-
mand its share of the dream of equality. The Black movement accentuated
by the 1956 nonviolent bus boycott led by Martin Luther King. Jr. in Mont-
gomery. Alabama spurred the “Movimiento Chicano.” The march of the
‘National Farm Workers® Association led by Cesar Chavez in 1966, and the

* continuing American Indian Movement (AIM) protest against government -
control. have demonstrated that the culturally different peoples of this
coumtry will no longer tolerate inequality.
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~ - EQUAL ACCESS VS. EQUAL BENEFITS

A recent review of research and development efforts aimed at the cul-
turally different in this country (by Arciniega. 1973) shows two different
points of view concerning what constitutes equality: (a) the “equal access
to schooling view." and (b) the “equal benefits view."® The equal access to
schooling view. which preceded the equai benefits view. contends that equal
educatior. opportunity is provided when all segments of the populgtion . __.
haye an equal opportunity to compete Tor the benefits of the educfStion _

" system. Green summarizes this view by saying that: .

there be provided for every person within the society some school
with approximately comparable curricula. facilities, staff, and
management. If there are children for v-hom no school at al] exists,
then those children do not have equal educational opportunity.
Moreover. if the schools available for someiare significantly defi-
cient. then the children who attend thosé schools do not have
equal educational opportunity.? : :

To put it another way. equal education opportunities are provided when
there is equal access to the school for all, and when all schools are roughly
equal in staffing. instructional material. and physical facilities.

As Coleman noted. this notion of free education assumes the non-

Q
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existence of inequalities in opportunity because of low economic status
and ignores the problem of the poor staying mn school beyond the age of
emplovment. Second, it is assumed that through simple exposure to the
common <urrictlum. equal opportunity will be provided. The school is
placed in the passive role of being responsible simply for making available
the opgortunity to learn. The task of benefiting from the opportunity is left:
o the child.» ' : ‘

The equal benefits view, on the other hand, focuses on the benefits
derived from schooling. Equality exists only if there is an equal opportunity
to benefit from schooling. dnd not merely equal access to schooling itself.
This is not to say that the range of achievement should be at the same level
for all. but rather that it should be at about the same level for the various
groups being served. Achievement of this goal may necessitate lsnequal
allocation of resources and substantial increases in accessibility to the op-
portunities of the school. This position has been affirmed in recent Supreme
Court decisions—e.g.. Lau v. Nichols and San Antonio School District v.

Given the notion that equal education opportunity is only provided
when equal benefits can be derived. there are two divergent approaches
concerning how minority groups can best achieve equal benefits from the
school system. One is by attempting to overcome the negative effects of
their “deprived” home and cultural environments: the other is by focusing
on the school itself. The former is reflected in compensatory education and
other efforts designed to compensate for supposedly inadequate learning
environments in the home and communities of culturally and linguistically
different children. efforts which propose to acculturate children into middle-
class values and ‘standards of behavior. An alternative and more viable ap-
proach would be for teachers to 8knowledge the worth and contributions
of home and cultural communities in the emotions of children. The intent
is to promote cultural and linguistic differences in children as positive
values for American education. :

Compensatory education is what has prevailed in this country’s effort
to provide equal education opportunities and equal benefits to children
from culturally different groups. Equal benefits for the Chicano. the Black,
and the Indian child will not occur in a system that attempts to make them
aver into the image desired by the white middle-cluss society.

If America is to fulfill its dream of equality. it must begin with schools
that promote and reflect a culturally pluralistic society. The schools and
universities of this country must restructure themselves to provide students

- with.hasic knpwledge, basic skills, and political awareness to enable them

to derive equal benefits—to function effectively and contribute to American
society as functioning members of their own cultural and linguistic com-
munifies. -

-




‘CBE.as a Vehicle for Equal Oppoftunity

The competency-based education movement offers educators a way to
brmg about equal education opportunities for the culturally and linguisti-
(HH} different. if the collaboration principle that CBE advocates is adhered
“tn. CBE. as noted by Blosser. involves the identification of competencies
which are stated in ternis of behavioral objectives the student must master.!?
Competencies are constellations of related behavitral objectives: Time and
method vary and are tailared to meet individual student needs.

An advantage of CBE is that evaluation of achievement is in terms of
observable behaviors. Behavioral objectives state explicitly—

1. what behavior is to be performed by whom.

when the behavior is to be performed,

the conditions under which the behavior is to be performed.
the proficiency level which ig‘acceptable. and

the time: permitied to bring about the behavior.

S
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Knowledge of all these factors provides security and assurance of fairness

to the learner. The learner knows exactly what is expected. The statement

of conditions under which the behavior is to occur assures fairness and
validity of assessment. Additionally. the conditions of the objective assure 163
that the teacher will have tne necessary materials and instruction plans
priof to the time when the behavior is expected to occur.

Another relevant feature of competency-based education for the cul-
turally and linguistically difterent learner is the manner of evaluation.
Evaluation in CBE is based on whether or not behavioral objectives which
comprise specified competencies can be adequately performed. Since any
one competency is a constellation of behavioral ubjectives, it is clear that
the purpose f evaluation becomes not a decision about whether a learner
is competent or incompetent. but rather a diagnosis and prescription of
which behavioral ubjectives need additional treatment before mastery is
achieved. Since evaiuation in competency-based education is differentially
diagnostic. the term incompetent is not relevant in competency v-hased edu-
cation.

CBE ASSUMPTIONS, IMPLICATIONS, AND \WHITHER?

Where are we? Where do we go from here? In reviewing the variety of

CBTE programs. it is safe to conclude that, measured in terms of the issues
we have raised. little has actually been done. For example. the impdct of
CBE on the issue of equalizing opportunities for Chicanos. Blacks. and
Native Amerticans has. at best. been minimal. Some even argue that it has
been counter-productive. because the tangible results of CBTE programs

" have been in methodological and professional-technical areas, rather than
in the concerns related to school organizational pathologies. The principal
reasons that the CBTE movement has so far failed to live up to its early
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promise are related to: (a) the continuation of old value assumptions. (b}
the unwillingness to effect required major changes in school organization,
and {c) the flat refusal of universities and school distrigts to substantially
collaborate with and meaningfully involve the community (parents, stu-
dents. teachers, and teacher organization groups} in the business of educa-

- tion. Regarding value assumptions. CBTE model programs have taken the

“redo’ approach by packaging existing courses in behavioral objective form.
This approach fails to reexamine the basic assumptions of traditional pro-
grams which the new programs are purportedly an attempt to change. To
“redo’’ the same old thing may vield a more attractive package. but it will
transform neither utility nor effects to students.

What st be grappled with is how best to meet the needs of culturally
different children taught by cross-culturally deficient educators. to cite
Aragon.” Related to the previous discussion of equal benefits, the issue
becomes: How do we move toward equal education opportunity in dn equal-
benefits sense. along culturally pluralistic lines rather than along compen-
satorv-education unes?

The negative consequences of compensatorv-education appm{(:hees
have heen well researched by Arciniega and others.t® 'I'{),u important point
is that approaches which define the problem in terms of cultural and lin-
guistic handicaps are doomed to failure. The problem is'with\§ghools. and
it is schools that must be the focus for change. Both school districts and
teacher training institutions must face up to that hard fact.

Implications which flow from accepting the culturaltly pluralistic para- '

digm alternative are extensive. In the case of the Chicano-Anglo school-

environment. schools would need to give equal status and prestige. to both
languages. hoth cultural heritages. and both histor s on an equal basis. This
would require the commitment and involvement of teachers, administrators,
and counselors in developing curricula based on the use of both languages
and cultures interchangeably in the classrooms. in school communications.
and in cocurricular activities. Public school educators ideally would be bi-
cultural and active promoters of cultural pluralism. Students graduating
from such schouls could anticipate being able to learn how to function.

~and function well, in two cultural modalities. This means that all students,

upon completion of the school program, would be able to speak, read. and
write in two languages and. more importantly. they would be able to learn
academic conceptual material in either language. One of the most beautiful
benefits to be derived from such a system is the creative ability to approach
problem-solving activities with a built-in repertoire of bicultural perspec-
tives. This is what's involved when we talk about eliminating incongruit.es
between the cultural lifestyles of ethnic' minority studen’s and current
schools. Even the best CBTE programs have incompletely addressed that
issue. \What is troublesome about this is not only the failure of such pro-
grams but. more seriously. the apparent lack of commitinent to deal with
these cultural pluralistic concerns in design and conceptual rhetoric. In



the past. the enthusiasts of competency-based ‘education have consistently
dismissed the pleas of ethnic scholars and practitioners to account for their
lack of commitment to cultural pluralism as simply being the “cries of
anguish of those poor estranged disadvantaged.” - '

Good CBTE programs have usually addressed program desjgn from one .
of two approaches: (a) the assessment of student needs. or (b) thedelineation -
of teachér roles. In the needs-assessment approach. attentioh is given first
to the perceived needs of students in the schools. Once tho$e needs are
identified. then an attempt is made to organize a teacher training program
in the university which can produce the type of teacher dgiermmed best
able to meet those identified needs. The tasks of program design resource
allocation. and management mxplemt-ntdtlon flow from the initial research-
ing of target-client needs. : .

In identifving the teacher role,approa }1 the first step is to examine -
the roles which effective teachers of target-school children will be required
to play. The idea is to agree on what skills ahd competencies teachers need
in order to function effectively in (a) the teacher-as-community-liaison role,
(b} the teacher-as-ethnic-model role, (¢}, the|teacher-as-subject-matter-spe-
ctalist role. and (d} the teacher-as-mx;‘l!icul ural-education-specialist role.

University teacher training programs aré then shaped to provide the training
needed to produce teachers able to function well in these roles. Such pro-
grams and rofes must of course be consistent with the perceived needs of
the target community. The major problem with these conceptualizations is
that without a commitment to cultural pluralism and changing schools to
reflect what should be measured in culturally pluralistic terms, rather than " '
what is, little will change. Until schools. universities. communities, and,
_teacher organizations have established viable collaborative linkages in order

to bring about a state of cultural pluralism in the schools. no authentic
change can come about. Competency-based education will become another
“significant” educational reform effort that failed to have any effect on the
pracess of schooling in this country.

The reality of school business is that nothing really changes without
major ideological reform. None of this should be interpreted to mean that
the authors do not view CBE as a healthy and promising innovation. Our
quatrrel is with the nomenclature of the system being built to deliver on
that promise.
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A Design for Teacher Training in Multicultural Edu’ ation

A teacher training model—Community." Home. Cultural Awareness
and Lzmgpagg Training (CHCALT)—is one example of a competency-based
program -which attempts to work from basic assumptions regarding educa-
tion for the culturally and linguistically different.’s The CHCALT model
was developed for Teacher Corps and will be implemented in the School of
Education at San Diego ‘State University as a program for the Specialist
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Credential fan advanced Calitornia teaching credential which goes bevond
“an elementary or sec ondary credential) in Bilingual Cross-Cultural Educa-
tion. Program requirements” are stated in terms of competencies and per-
formance objectives. Competencies w efe tdentified and objectives developed
after consnltation with members from the various target communities to
2o be addressed by thes program. Students, professors. teachers. and adminis-
trators provided assistance in the programmatic aspects of the various com-
;" ponents of the program. Implementation will involve strong emphasis on

dat.

tivities in the life of community meinbers. The program will be offered

for spedialization in Mexican American. Afro American, Asian American
and Native American cultures, as well as classroom activities in the com-
munity. Teaching  mpetencies include developing performance criteria,
tead hing strategies. «nd measurement techniques which are culturally and
linguistically appropriate. These classroom skills will be complemented by
experiences in the copunumity lifestvle. The components of the program
are outlined below. .

I R( KK, \\1 GOALS
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The Ihhng.,u«;i( rmss-( ultural (BCC) \pm jialist candidate will be a

teac her who has previously received training in educational philosophy

and methods in order to obtain a single subject or multiple subject credential.

In the specialist program, candidates will receive specialized training which
will {a) enable them to accept the educational validity of a hilingualbicul-
tural pupil’s home and community learning environment. and (b) provide
them with strategies to build on that learning environment towdrd a mean-
ingtul and usetul education for the pupils.

After completion of BCC Specialist C ‘redential requirements. the candi-

date will value—

1. selt-concept as o primary element in the education of the culturally and

3.

linguistically different,

. language as a special dimension in the education of the culturally and
linguistically different. and

language differences as n»pn-se-ntmg, valid means of communic dtlon as

- s OPROSE to the “language deficient™ point nf view.
- 'l he candidate will acquire—
. a philosophy ot education for the culturally and lingu:encallv aifferent,

O
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. sociocultural sensitiv ity which is home and community based.
1. assessment techniques for oral ldnguage as a diagnostic. tool in the edu-

cation of pupils,
language behavior objectives and instructional strategies to fulfill these
objectives, and
strategies for {a) developing culturally and linguistically appropriate
performance criteria, (b) diagnosing performance. (¢} evaluating ma-
terials, and {d} adapting materials and strategies.

L
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Community, Home, Cultural Awareness, and Language
Trammg An Outline of the Model

The CHCALT teacher traming model is divided int¢ four basu. Tom-

puonents:

o 1 Philosophy of education fqr the (ulturally and linguistically different
2. Sociocultural awareness—*home and community based

3. Oral language and assessment. techniques

4. Diagnostic and prescriptive strategies Sy

The first phase of the CHCALT model introduces candldateq to the
-study of culture from a multidisciplinary perspectlve—-anthropologlcal

sociological. psychological. aesthetic. linguistic.’and historical. Phase two,

the sociocultural awareness component, is completely community-based
and provides candidates with the opportunity to observe and experience
life in the community of the culture they select.

Equipped with a multidisciplinary perspective of- culture and ex-
perience in the life of the community. capdidates are prepared to approach
phase three of the model, oral language and assessment techniques. This
component involves a thorough understanding of the cultural and com-
mnunity context of children's language, and the role of language as a means
of communication. transmittal of culture, and sociocultural identification.
In phase four. diagnostic and prescriptive strategies. candidates acquire
the skills to adapt and devise diagnostic tools and methods of prescription
which are specifically suited to the needs of the community and culture of
the children they will teach. The competencies which comprise each com-
ponent of the model are listed below:

CHCALT PHASE ONE—PHILOSOPHY OF EDUCATION FOR THE
CULTURALLY AND LINGUISTICALLY DIFFERENT

1. Anthropological perspective
(a) The ability to apply a relativistic and holistic approach to the study
of culture
(b) A knowledge of the patterns and factors associated with cultural
change and diversity
2. Sociological perspective
{(a) An understanding of the role and diversity of social, economic, and
political patterns in culture

(b) n understan ‘ng of the functions and effects of kinship and non-
. kinship associations in culture

3. Psy(.hologxcal perspective

An awareness of the integrated nature of behavior and culture—the
effect of cultural child-rearing practices on attitudes, and attitude's
effect on cultural behavior and customs

4. Aesthetic and spiritual perspective

-
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(a} An understanding of the spiritual and ethical values of. people as
they relate to religious beliefs and practices. social and political
structure, and cultural behavior

(b} An understanding of aesthetic expression as a reflection of people’s *

" spiritual and ethical values ’

5. Linguistic perspective _
" An understanding of language as a tool in the transmittal of cultural
behavior and attitudes -
7 6. Historical perspective .
A knowledge of the history of éthnic America, with special emphasis
on social and cultural factors ”

" This component forms the philosophical basis for professional prepara-
tion as @ whole. It provides candidates with a multidisciplinary theoretical
framework for understanding the dynamics of culture in general. so that
they will be able to experience life in the target-community culture with

.- an objective. relativistic, and holistic attitude. Candidates will be able to
look at themselves as members of their own culture and at members of other
Cultures as each having learned a prescribed set of behaviors, roles, and
valued. Candidates will understand:the magnitude of learning which any -

168 child has achieved and will achieve. indépeéndent of any school. Candidates

. will confront the need for integrating learning processes to be facilitated

‘by the schaol with learning provesse$ which are central to individual life
" within any given culture or cultures.

In order to achieve this understanding, candidates will look at culture.
from the perspectives of anthropology. sociology. psychology. aesthetics,
linguistics. and history. They will learn the factors which determine the
development of different cultural behaviors. beliefs, and feelings. Candi-
dates®will study the influence of political and economic structures .angd
their implications for cultural patterning of behaviors.

An‘examination will be made of the effects of child-training practices
on'the behavior of individuals in a culture, and the factors which influence
the choice of these practices. Candidates will understand the role of art in
reflecting the spiritual. political. and social culture of pecple, and the role
of language as a force of its own in holding and maintaining: culture. In g

- addition, candidates will establish for themselves a framework for studying
the history of ethnic cultures in the U.S. through independent research
and analysis. ‘

CHCALT PHASE TWO—SOCIOCULTURAL AWARENESS

1. Home-family relations

{a) A knowledge of influences and patterns of family structure and role’
definitions in the target-culture community

(b} An awareness of how bilingualbidialectalbicultural influences af-
fect and differentiate learning styles

ERC . |
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(¢} A knowledge of child-rearing practices in the target-culture com-
smunity and their effects on behavior

T

2. Community culture
{a) A knowledge of the structure of the community culture and the role
groups within it .
(b) A knowledge of the functions and relationships among the schools
. ‘and other institutions of the community

(¢} A knowledge of how home and community environment affect and
differentiate learning stvles -
3. Cultural heritase/comemporary lifestyles ., - : .
. {a) A knowledge of the cultural and historical development of the target
culture, including influences of the generic culture
(b} A knowledge of contemporary values, social and political activities.
" cissues. and leaders in the target culture as they influence education

.

4. Personal awareness self-development
(a) A knowledge of skills in interpersonal effectiveness and personal
* development
(b) The ability to deal with conflict and confrontation
{c} Anawareness of selfin mlatiénship to one’s own culture and to other

Cultures ) 169
' Theﬁcy{ucultu.ml awareness companent is completely community
based and incorporates field activities which will provide candidates with
the opportunity to observe aad directly experience life in the-community
of the culture they select. As the competencies listed above indicate, the
candidates will become aware of the home and community context of cul-
ture. Candidates will alse learn the cultural context of their own behavior.
Field experiences will provide opportunities for observation of and
participation in current lifestyles of the target culture selected by candi-
dates Along with customs, attitudes. and values whi:h are characteristic -
of the culture. candidates will observé family relationships ‘and’ child- -
rearing practices. .
The emphasis in this component is to provide skills that will enable
candidates to communicate in a realistic manner with the target.vopulation
and develop positive attitudes about people and their living styles.

Strong self-awareness in relation to one's owiv culture and to other
cultures. combined with development of skills in interpersoral relations
and communication. is also an important part of the sociocul ural aware-
ness component. Not only will these skills enable the candiuate to com-
municate more effectively with the community. but they will provide a
background for creating an environment in the classreom which will lead
to pupils' achievement .of improved skills in interpersonal relationships,
self-development. and emergence of a positive self-concept.

. Candidates will study the historical and cultural background of the
target culture. Information gained about the cultural-historical heritage of

IToxt Provided by ERI . "y
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the target cubture will further enhance understanding of cagrent community
lifestvles and provide resources for selection of materials' which will be
culturally relevant to the children they will teach. In addition. candidates
will learn about current values and issues in the target culture and will
study them in terms of their relationship to education nesds and policies.

CHUALT PHASE THREL.—ORAL LANGUAGE AND ASSESSMENT
TECHNIQUES - : '

"1, Communication and teaching vocabulary—The ability to conduct class-

room and schaol activities in the target language and to communicate
effectively with members of the community in the target language, as’
appropriate ’ ’

. Social function of language—A knowledge of the functions and variatiohs
of regional and social dialects within language systems and familiarity
with dialect features

4. Linguistic Characteristics—A knowledge of the linguistic: features which

comprise the target language and how they are contrasted with parallel

teatures of Standard American English

4. Diagnosis of differences. dominance. and comprehension—The ability;

to diagnose and evaluate individual language learning needs and to
utilize effective testing methods and procedures in a bilingual/bidialectal
sitdation o :

Equipped with a multidisciplinary perspective of culture and actual .
experience in the life of the target community, candidates can achieve in
phase, three ot the model a thorough understanding of the cultural and
community context of pupils’ language. and the role of language as a means
of communication. transmittal of culture. and sociocultural identification.

knowledge of the linguistic characteristics of the target language as
compared to the characteristics of Standard American English (SAE) is a
prerequisite to oral language assessment. As a further foundation for evalua-
tion, candidates must know how to use the target language effectively and
must be familiar with the form ~vhich that language takes in a given com-
munity. Thev must know the social characteristics of the language and be
able to use the oral language o1 the target community in a manner which
recoghizes its sociolinguistic requirements. :

These competencies will provide candidates with the ability ta evaluate
oral language performance of pupils in the target population. thereby deter-
mining dominance. degree of comprehension. and needs for language
instruction. Candidates will then use these evaluations as a basis for class-
room placeme:.i and individualized prescription. This component will fur-

. ther provide candidates with a positive attitude toward language differences

and enable them to utilize the language children bring to schoeol as a basis
for expanding their pupils’ inguistic ability and reiniorcing a positive con-
capt of self. home, and community through the children's language. Candi-
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dates will learn targés-language vocabulary necessary for conducting class-
-room and school activities in the target language. . ' :
b : ’ .
CHCALT PHASE FOUR——-D!.-\GNOST__!C AND P"ESCRIPTIVE STRATEGIES
1. Individualized il.strut}liun . v

A knowledge of how ihdividualized instruction accommodates different
learning ‘styles and haw to use strategies of individualized instruction

2.. Small groups and pec{r teaching
"{a} The ~bility to utilize paraprofessionals. community members. and
community resources in the diversification of classroom strategies.
the facilitation of individualized and group instruction. and other
teaching . O .
b} A knowledge of $mall group processes ¢

3. Perfurmance crireria ’ § .
a¥cross-

4]
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The: abitity to estahlish}realir'i(: performance criteria in a bilingu
cultural classroom

4. Relevant diagnosis
The ability to use and devise criterion-referenced tests which are cul-
turally and linguistically appropriate :
5. Teqching strategies and relevant matgrials . :
- (a), The ability to use and devise instruc tional strategios which are cu
turally and linguistically appropriate for achievement of performance
. criteria ’
7 (b) A comprehensive knowledge of recent research findings. f:?’l(able
, materials and curricula for bilingualicross-cultural teachi tech-
niques. and how to adapt and utilize “hese resources  »

6. Planning and program strategigs .

{a} Aknowledge of skills required to sétve as a bilingualigfoss-cultural
regource agent

(b Aﬁ knuwledgé of cross-cultural problems in educ

ment. educational research. use of educational résearch results to

make policy decisions. and edutational evaluatioh: and a knowledge

of how to critique educational measurement arfd evaluation studies

«  from an ethnoscien‘ific point of view '

This component allows candidates to transldte knowledge and skills
gained in the first three components into specific classroom strategies and
activities. As the competencies listed above ipdicate. effective learning ex-
periences for culturally and linguistically differant children are based on
individualized teaching strategies which cah oaly he accomplished through
a series of techniques designed for each Andividual child. ,

lidividualized instruction is essen’él in providing learning experiences
which will be meaningful for culiurally and linguistically different children.

ional s 1easure-.

- Not only do these children come tgf school with a wide range-of linguistic

_abi .des and varying degrees of bilingualism or bidialectalism. but each in- .
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dividual child has his or her own set of ieamir'g s\yles which cannot be
- accommodated. within a single method of instructio v

Candidates will apply their understandings bf holy home. community.

and cultural and linguistic factors influence leatning $tages. abilities. and.

behaviors of children in order to gain skills in jidentifying these patterns
in individual children. \ '

In order to develop skills in adapting and evising materials for in-

dividualized instruction. candidates are provided with an opportunity to '

designing diagnostic criterion-referenced tests. anjd developing instructional
strategizs based on thése.instruments which will provide r?\eaningful and
effective learning expertences for individual and group situations. Candi-
dates will also become familiar with current resebrch findings) and existing
materials and curricula designed for the bilingual éross-cultural classtrom. -

In addition to strategies for the classruom, (‘;al{'didams will\learn about
the components of bilingual ctoss-cultural programs, skills needéd to imple-
ment such prqgrams. and how to involve community members in such pro-
grams. They will alsu acquire knowledge of edycational measurement and
research. and of cross-cultural probléms in-edugational research. They will
tearn how to apply research information as well as how not to apply it in

making their vwn educational decisions. 1 ‘.\

Conclusion / ~ \

\

learn (;ompetenc_v-baszi.\gechniques in establishing perf&(manw criteria,

The model described above is. of course. not the only answet to nulti-
cultural education in teacher training. The salient features of the CHCALT
model—strong emphasis on field-based activilies. philosophical approadh to
the study of culture. sociocultural awareness. emphasis on oral language
.and assessment. and provision for culturally:appropriate strategies for diag-
nosis and prescription—are offered as important areas to be reflected in ahy
teacher-training program which is fully committed to providing a positive

" approach to culturally pluralistic education. In addition. the most important

g
R
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consideration in developing a program in multicultural education is taking
steps to iasure collaborative linkage among all sectors to be affected by
the program. . _ . ;\

§
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”

A major responsibility of the American education system is to provide
fur all its c.itizens. regardless of ethnic or racial backgrounds. to share equally
in the benefits of society. However. a recent Multilingual Assessment Pro-
ject publication concludes: *public schools have not traditionally embedied
the features of cultural democracy that would make this ideal a reality.™

Efforts to solve education preblems related to minorities have left edu-
cators talking in circles. College and university administratos and faculty
place the blame on public schools and teachers. teachers blame adminis-
trators and universities. parent. fault public schools. and the gzneral public
_blames parents.

Teagher preparation programs in the U'.S. have traditionally been
guided by certain comnion purposes which aim to help prospective tieachers,
develop— : -
1. expertise in a teaching field. :
an understanding of growth and evelopment patterns of learners,
familiariiv with learning processes. '
knowledge of teaching strategies. and
a philosophy of education.

il ol i
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- sciences courses, students take an introductory education course. Finally. -

To achieve these objectives. prospective teachers usually must complete,
"general education course requifements and pi ss a series of tests belore ad-

mittance to 4 college of education. While completing the required arts and

their student teaching experience may be guided by views such as (a] teach-
ing is an intnitive art and not a science that can be taught. or (b} inex-

" perienced student teachers must be told exactly what to da.

This heretofore accepted paradigm has severe limitations and has come -
under heavy criticism. Critics ¢f the education system have leveled charges

*of insensitivity to the needs of racial and ethnic minorities. of failure Bii™

the part of the profession ta hold ‘ts membership accountable for the end

“produd t. of resistance to community inputs and neéds. and of fa¢ulty assump- |

tions upan which to base ts()utzug{on.
Traditional Teacher Education and the Chicano

Traditionally_ the dominant graup has viewed the Chicano as an ahis-
toric. prople with a place in history reserved for them only when they have
undergone some metamorphosis called “acculturation.”™? Schooling. as a
subsystem of the larger society. has viewed the Chicanoe correspondingly .

The melting pot view of equal education opportunities has meant that
all children must be exposed to the same curriculum. Thus, culturally dif-
ferent learners usually tound their training irrelevant because it was not
based on needs or experiential background. In addition. cultusally dif-
ferent learners had vo alternative but to submit ta the filtration process of
acculturation. If they did not suceeed in that process. typically the fault
was placed on them for net taking advantage of the oppartunity provided.
rather than on the educational system for not providing equal opportunity.

Later. a second view assumed that individual learners would have dif-
ferent oceupational futures and that equality of educational opportunity
required provision of difterential curricula for vagious careers. This concep-
tualization resulted largely in vocational training for manorities. Thus.
equality of education could be achieved by channeling students into a vo-
cational program which was expected to conform to their unique needs. -

A third stage in the evolution of the concept of equal educational ap-
portunity came with the Black challenge to the second notion. In Plessy v.
Ferguson [ 1896] the Supreme Court announced a separate but equal doctrine

 predicated on the assumption that equality of treatment is accorded when

the races are provided with substantially equal facilities.* Therefore, the
notions of common curriculum and passive role for the school were reaf-
firmed. This meant that the ac- ulturation pos.ure of the school was rein-
forced and the culturally different learner was ~.l||I not accorded any alter-
ndtm-s in obining an education.

The thlﬁsmy- ended in 1934 when the Supreme Court ruled that equal
t.u ilities and a conunon curriculum’ did not constitute equal educational

-
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opportunity.S In this case the Supreme Court articulated the “effects of
schouling'” concept. In essence, the court ruled that equality of educational

opporturity depended on the effect of the school experience on the child.

One of the critical dysfunctions of traditional teacher elucation pro-
grams has been that they adhered to the pre-1954 view of edgicational op-
portunities. It has been 20 vears Since Brown v. Board of Education. vet only

“a handful of teacher education programs have been developed that syste-’
matically attempt to nrepare teachers to provide specialized service to cul-
turally. different educational communities.

'IHI PATHOI ()( ICAL VIEW

Arci iniega has taken another view of the scheol’s response to culturally
different learners with special emphasis on Mexican Americans. Arciniega
contends that sc hoals have wrongly viewed Mexican American group af-
filiation and the resultant lifestyvle as pathological, presumably handicapping
the students’ educational achievement.® In that orientation, Chicanos are
viewed as members of a distinet subcultural group. perpetuating handicap- -
ping deficiencies along generational lines. In sum, the student is seen as
incompetent. The task of the school, theun. is to eliminate cultural deficien-
cies. The general approach has been a values-dichotomy approach based on
a culturally deterministic framework and posited in culturakdeficiency

- terms. Value dichotomies are seen as polar extremes, the Mexican -Ameri-
can extreme being negative and the dominant culture being positive. The
emphasis has been to move the culturally different It,arm-r from the nega-
tive to the positive extreme, generally through deliberate cultural imposi-
tions. Thus. compensatory education prug,mmslw(amc important accultura-
tion vehicles.”

As an alternative. the American Assoiation of Colleges for Teacher
FEducation (AACTE) has adopted a policy of recognizing cultural pluralism,
enunciated in its position statement. No One Model Americar. based on a
pusitive recognition of culturally different minorities. This statement poses
an alternative to cultural homogenity—cultural pluralism.® It supports the
notion that education should encourage qualitative expansion of lestmg.,

" cultures and their incorporation into the mainstream of American socio-

_economic and political life.

One implication of such a statement tnr Chicanos is that it ckallenges
the ahistoric view of Chicanos. It affords the opportunity to present an
analvsis. such as the following one developed by Romano:®

entities. but rather as creatars of sociocultural systems in their own right,
including codperatives. mutualist societies. politica blm ks. and interna-
dional communication networks.:

2. Chicanos view themselves as participants in the historical process of
change and revolution. resulting in multiple mestizajes (racial mixtures).
dialects. music. and personal interrelationships.

1. Chicanos do not. view themselves as trmf\itiunalll_\{I unchanging social

Q
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3. Chicano history is now seen as a continuous social engagement,. the
spunous concepts of resignation and fatalism notwithstanding.

.4. The pervasive perception of the illiterate Mexican American is untenable. .

as illustrated by the-fact that Mexican Americans have published over

500 newspapers in the Southwest from 1848 to 1950, as well as numerous

other recent publications.

/7

I

5. Chicanos have systems of rationality expressed in a wable 500 mcultural
svstem. :

6. Muatiplicity of speech pattems bilingualism. dnd a highly sophisticated
humor that relies heavilv upon metaphor and satire attest to the intel-
let.tudl (apablhtlm of \Mexican Americans.

>
A

'th) FOR PLURALISTIC VIEW

A pluralistic view encovrages exploration into the notion that Mexican
American lifestyles are primarily functional adaptations to external condi-
tions. Arciniega describes this as a “coper’” type response to conditions im-

posed by the majority or the minority.'® Thus. the focus has to be shifted |

from internal cultural or biological factors to external factors in order to
understand minority-group souial participation patterns and generally low
achievement in school.

Culture has to be zen as both d_vnaniic and adaptive. Lack of partici- )
" pation or development rran then be better understood primarily by analyzing

factors inherent in larger societal systems. Positive changes in the larger
society shoutld and would allow for positive changes in the adaptive struc-
ture of the culturally different group. In this view. Mexican Americans are

.capable of developing positive adaptations as more open conditions evolve.
* Public school systems organized according to this view differ significantly

from the traditienal acculturation orientation which attempts to correct non-
existent cultural deficiencies of Mexican American students. Public educa-
tion then has the obligation, to- assist Mexican Americans and other cul-
turally different learners. Such a system should concentrate on—

1. providing students vith basic mtvllectual knowledge. skills, career
guidance. and training: and

2. directly promoting changes in societa! institutional strudures inorder to”

improve and secure opportunities for full participation by Mexican
Americans and other culturally different groups in the society.

Educational piograms which categorically give equal status o English

and Spanish. along with the Mexican American and Anglo cultures, cor-

respond to this view of the role of ‘education. Thi¢ view dictates structural

‘and « urricular changes which will promote bicultural programs to provide

relevance for Mexican American and other culturally different lea ners, and
equally benefit non-Chicano children. If Mexican American lifestvles and
cultudral cortributi *ns are to be accepted. and they must be if opportunities
for vqual education are to become reality. then attitudinal. normative. and:
(ogmme changes in school and the dominant culture must take place.

EKC . :
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2 Cultural differen o must not only be legitimized but promoted as valuable
human resources. muc’ as we cotcern vurselves with preservation and cul-
tivation of our natura} resources. Ethnocentric educational viewpaints must
be broadened to emphasize new alternatives and new learning behaviors,

~+ = The task of multicultural education then hecomes one of tashioning school

eivirofiments where concepts of cultural differences do not become synony-

‘mous with ditferential status and inferiority. This means that educators and

students must truly nunderstand and genuirely accept cultural differences.

_ Only under this condition will Mexican Americas, and other culturally dif-

P ferent learners feelthey have a place in school, develop positive images of
themselves. and acquire these skills previousl 7 outlined.

Competency-Based Teacher Education: An Overview
CBTE. coupled with the notion of cultural pluralism inheient in a multi-

cultural edudation process. can have positive implications for the education

of Chicanos. According to Weber and Cooper.? three criteria may be used

to determine competency an the part of teacher candidates:

1. Knowledge criteria—to assess cognitive understanding

2. Pertormance criteria—-to assess teaching behavior

3. Product criterie—to assess ability to teach by examining achievement

178" of pupils atready taught ,

CBTE can be successful if certain of its philosophical tenets are clearly,
developed—mainly cooperative development of a teacher education pro-,
gram. on-site appreciation. and extensive feedhack. If programs are devel-
oped cooperative'v by college of education faculty, community. people
knowledgeable about Chicano conditions, experienced teachers working.
with Chicanos. and students. effective performance criteria can be developed.

" Once students have demonstrated competency-based skills on campus for
transfer to onguing school situations. this cooperative process should be
used to develop training packages for prospective teachers. With continuous
professional feedback to student teachers. probabilities for effective class-
room teaching are significantly improved. One approach to organizing these
kev elements involves defining the role of tH effective teacher of Chicano
shildren. Attention will be given to some of these elements in relation to

.. implications for-preparing teachers to work with Chicanos:
1. Competencies (knowledge. skills. behaviors) to be demonstrated are
" derived from conceptions of teacher roles. These are stated so as to make
possible the assessment of teacher candidate behavior in relation to
\ specific competencies, and are made public in advance. Through coopera-

.- tive planning. available research. and vngoing research, teacher roles

hypothesized to be effective with Chicanos need to be devaloped and
made operational so that their effectivepess can be assess:  nd closely’
monitored. The feedback tenet promises continual modificetion, even
bevonid preservice preparation. The cocperative broad-based decision
. tenet promises inclusion of ommunity:parental'student involvemnent in

plar 4 and programs. \
Q
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2. CBTE uses candidate performance as primary evidence of compstency.
It takes into sccount evidence of candidate knowledge as relevant to
Cplanning tor. analvzing, interpreting. and evaluating behavior. This
philosophical tenet, coupled with that of individualized and personalized
instruction. focus on exit competencies. and tineless progression. has
. positive implications fpr preparing teachers for service to Chicano com-
munities. {t promises an ideal opportunity for developing a more realistic
and relevant base on which to build an effective teacher certification pro-
- gram. This implies that only prospective teachers-who are effective with
Chicano students would be certified. It also follows that as a result of their
experience, prospective teachers would develop skills that would lead to
more relevant evaluation procedures for Chicano students, Further. given
that a training program focused on competencies. it seems logical to
©expect more relevant and eftective training programs, )
CBTE ad a philosophy has great promise for increasing relevance in
teacher pre;&mtinn programs because it is closely allied to general notions
inherent in emerging bilingual bicultural programs. It provides an alterna-
tive toget us started on totally revamping teacher education, based on .
positive cultural base. Furthermore. it can become a strong vehicle toward
the development of hvpotheses and action research so desperately needed
in the field of Chicano education, The promise.can be fulfilled, given a
strong commitment to cultural pluralism, ;
179

A General CBTE Model for Training Teachers for
Service to Chicano Communities

The model which follows is designed to take into considerastion the
points noted above. It would encompass two vears to fit into a professional -
sequence and stresses the importance of collaboration. This model is built
around several critical clements. First, we cannot stress strongly enough the

, necessity for representation and cooperation of personnel among the c’;o%lege
of education. community, local school district. agd : tudent. This model
promotes the active participation of the Chicano commuaity. which h'iztori-
cally has been excluded from participation in educational decisions affecting
their lives. This exdlusion has been the major cause for lack of relgvance

" & in programs. CBTE: and this medel in particular, will be successful only

. if people knowledgeable about the Chicano community and committed to
the notion of cultural pluralism are accepted as equal partners throughout
the process. The role of community representatives will be to monitor pre-
assessment. instruction, evaluation. and community activities for relevance
and optimization. Local school district personnel will be primarily respon-
sible for monitoring and ddvising the public schools. The instructional team
will be responsible for planning and implementing the CBTE program. They
must share the respounsibility of supervisicn and remediation whenever
this becomes necessary. ' .o

One other element critical to this model is pn-aseossmpnt In the view
of the authors. preassessment becomes the (,umerstuneefor&he instructional
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program, First. the criteria to be used both in preassessment and postassess-

- ment are déveloped by the instructional team, with careful attention to mak-

ing sure that criteria are relevant and that a balanced program is developed
in terms of skills levels and content areas. Preassessment is done by the
instructional team, which makes sure that the student has ample input as
to how assessment is acgomplished and how it is'used to develop an instruc-
tional program. 5

~ The five phases outlined in the model constitute the development of spe- -
cified ar as. These areas become strands that do not end with the completion.
of that phase. but continue to serve as an uudxyrginh for subsequent phases.

PHASEL .
Self-Awareness

Centrul Thematic: Value Clarification
1. What are values?

Why are values?

{ow are values developed?

What are my values?

*Vhat are my value priorities?

A\ hy do | hold these values?

. ‘How did | develop these values?

8. WVhat do these values make me do?

e

3w

Proessessment (By instryctional team)

1. Community input

Role-play situation

Locally made test

Locally made attitude scales
Preassessment interview

# @

A

Activities 5

—

®ND G kW

Readmgs in value development
Readings in attitude formation
Readings in attitude value assessment
Readings in culturesocialization
Sensitivity group
Therapy groups {t-groups)
Encounter groups (counter groups}
Role playing

9. Value listing . .

10. Reality testing
Laboratory (Exit} : ~

1. Sensitivity lab )
T-groups
Resvurce g
Simulation
Microteaching

oo W N
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Fducation Seminar
1. Cuhwre-based instruction
2, Campetencies for self-learning N
PHASE1 - f
The thematig thrust of Phase I is value clarification of the g/rospective
teacher, One of the most significant factors related to teacher preparation
worthy of consideration involves processes which will allow potential

teachers to acquire the sensitivity to enable them to respect, understand,
. and appreciate others as well as themselves.

We spend a lot of time talking about understanding “'those minorities,”
but the crux of the problem does not lie with the minorities, Rather it lies
in the questions: “Who am 1?. How did ! get to be what I am?, and Where am
I going?” In short, before we can understand others we must understand
ourselves. : ’ .

People hold values, most of them unconscious and unverbalized. and
behave in certain ways becaus= of them. Yet few of us are provided oppor-
[, tunities: which allow us to consciously define our values and, therefore,
" * many of us go through life without ever realizing exactly what our values
are. Ii we know what values we hold. we seldom find it necessary to go 181 .
through thie process of examining what rationale, if,any, undergirds them.
Why do we value Standard American'rlz?glish (SAEyatid classify the dialect
spoken by Blacks as nonstandard ? Chifdfen who speak a language other than\
English adhere to the unconsciously;learned grammatical rules and logic "\
of their language in the same way as dilldren who speak SAE. Any educator
who interferes with the child's language situation may create for that child,
regardless of good intentions. painful social and psychological probleins.
Phase | focuses on helping prospective teachers igdntify what their
values are. recognize their priorities, realize how they develop their values,
and identify patterns’of behavior associated with these values. The general
. -, competencies to be developed during this phase follow, Through acquisition
*# of these competencies. the prospective teacher will be able to— .
1. identif ways of finding out what histher values, attitudes, and feelings
are (self-assessment techniques); !

2. identify and explein what values, attitudes. and fealings are and how they
- are developed; Lo

» 3. explain what roles values and attitudes play in determining behavior;
4. identify his/her values. attitudes, and feelings; .

5 identify hisher value priorities and provide a rationale for them:;

6. identify ways he/she expresses these values. attitudes, and feelings:

7. identify and explain what verbal and nonvestal behaviors he/she pursues
\ inorder to protect or promote these values and atiitudes;

8. identify and explain how and why he/she developed these values. atti-
tudes, and feelings: and

A )
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9. identify and explain the culture base of learning in histher lite ex-
periences. ) : ‘

Preassessment. Preassessment for Phase 1 should be done by an instruc-
tional team that includes college of education.personnel: community per-
sonnel. and local public school personnel. People involved in preassess:
ment should focus on how thesd criteria relate to adequacy and fit into their
particular domains. Suggested ‘modes for preassessment are: role-playing | -

. situations. attitude scales. locally developed tests. and preassessment inter-
views. The prospective teachers, as well as the assessment team, must know
the criteria in advance. They murt also know that.these will serve as exit
criteria as well. The results of this asséssment then become the basis for
preparing learning activities for developing or strengthening inadequate
competenties. The prospective teacher must be given ample opportunity to’
help design ativities and formulate ways for demonstrating competency.

Activities. Possible activities that are appropriate as learning ex-

periences and that Can be developed as alternative modes are:

1. Readings in value development

Readings in attitude formation

Readings in attitude-value assessment

Readings in culture socialization

Sensitivity groups ‘
.Therapy groups (t-groups)

7. Encounter groups

8. Role plaving

4. Value listing
10. Reality testing—seeing how teacher candidate behaves in real situations
11. Force. field analysis

12, Formal lectures
13. Discussions T

182
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Opportunities to engage in these or other activities must be made avail-
able. One way woula be a values laboratory where regularly scheduled
activities would be held: such as lectures. filins. t-groups. discussions, etc. | .
Opportunities to develop these competencies and demonstrate them withito -~
peers before attempting to éxit can be dealt with here. ' o

When the student feels shehe is ready to demonstrate these capabilities '
she he can appear before assembled examiners: college of eddcation per- _
sonnel, community personnel. practicing teachers. and other interns. These '
examiners should also be ready and able to give the student feedback and ’

aPrescribe modifications and remediation.

Education Seminar. One large area of value clarification should deal
with education. The self-awareness phase should deal with questions of
self-conception of education as well as values. attitudes, and feelings about

ERIC- . [ | '/
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what education is, what it does. and how xt happens ‘During this phase
students should be able to identify— :

1. yghat they think education is, -,

-"2. what the functions of education aré—for society and from an indwidual
perspective, .

_3. their, own life expenenws and -vhat they learned from them (culture.
based instruction), .

4. how to assess their own learning competencies. and
5. what their learning competencies are.

-

- PHASE 11

Other-Awareness ?
Central Thematic: ldentification of other groups. other indivduals. and othor values
-or lifestyles -

1. What other groups exist?

\What are their values?

What priorities do they hold? .

\Why did they develop these values, amtudcs. and fcehngs?
How did they develop them?

ti. What behaviors do they engage in association to these values?

B W

Preassessment {College of education [COE] personnel, public school personnel., com-
munity)

L Locally made test

2} Formal presentat.on .

3! Paper study

4, Preassessinent interview

5. Role playing (simulation)
Activities

1. Readings

2. Observations

#. Community service organization internships

3. Formal piesentations
+ &, Foster homes

%. Study of community (a(_lion n_searchl

g Community activities

bubon'ltqp (Cuhural Center. on site)
. Lectures  *
. Guidance
. Demonstration {cultural)
. Assessment prescription
. Microtesting

}
3
4
3
° i Simulation
i
¥
[
I

. Sensitivity session
. Discussions 83
. Resovurce people

[1{lc



" Education Seminar o S

1. Chicano +ducation problem

2. Chicano culture-based instruction
3. Chicano learning stylesiresources
4. Integrative activities

PHACE 1l

Phase 1l is an extension of Phase 1. Its focus is on other groups. other

individuals. and other value orientations. with the purpose of exposing
prospective teachers to their clients—in this case. the Chicano commuaity.
The general competencies to be developed here are the abilities to— '

1.

identify other groups that exist in the community, including subgroups

. within the Chicano culture. prominent familiar organizations. relngions._,'

and groups stich as the Brown Berets, LULAC,* etc.; . $

identify and be able tg use tadels, techniques. and tools appropriate in
analyzing or studying\groups and communitjies;

identify ard explain lifestyles of these groups; ;
identify and explai.« values, attitudes. and priorities of these groups:

-identify and explain why and how these groups developed their lifestyles

and values: and, :
identify and explain behavior ¢: sociated with these values.

i

Preassessment, Preassessment should be a cooperat'ive venture designed

by coliege of education personnel. community people knowledgeablé about
the Chicano rommunity. and public school people including Chicano stu-
dents. Preassessment can be either formal or informal, consxstmg of a pre-
_ pared presentation. written test, or interview.

Preassessment should serve primarily to find out what co ipet"?kies

the student already possesses, and to determine what competencies he/she
needs to develop and/or stréngthen. The assessment team then utilizes this

meeting tha exit criteria.

knowledge to help the prospective teacher develop learning ex7eriences for

Activities. Some activiues éppropriate for this phas: include—

. readings about the Chicano culture, including history, literature, socio-

. logical studies. anthropological studies, etc.;

-4

5.

—

. -observations—community analysis and studies about work in community

organizations, youth clubs, school recreatlon programs. community
centers, etc..

work in social agencies—juvenile probatlon socnal services, etc.:
formal lecturres; “"n ’
visxtsldlscussxons with community. people P

*LULAC is an acronym for League of United Latin-American Citizens, with national

headguapters at 400 1s. St.. N.W., Suite 716, Washington, D.C. 20001.
- ‘ ‘ .
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reles, matanzas, *etc; and

. -
7. living with a community family,
Le .

6 participation in commumty/familial actw?ies—-ﬂestas. hauusmos. hme-

L]

Cultural Center. The cultural center g'hase should be primarily field .
- based in the Chicano community. A cultural center (laboratory) can be estab-

lished on campus (but ideally it should bé out in the community), where
- regularly scheduled activities are going ef for students who might ‘want to
participate. The physical, social, and psychological arrangement should
.display and be oriented toward the Chigano lifestyle, culture, and talents
_“of the local community. Local people should form an integral part of the
instructional staff and activities during this phase. Local historians, artists,
crafts specialists, and residents s,houldzpmvide prospective teachers with
firsthand knowledge. ‘selings, and attitudes of the community lifgstyle and
culture. The center should be the focus for other activities that build on
. Phase I self-awareness competencies, activities that assist the teacher candi-
date to understand the lifestyles, values, attitudes, and feelings of the Chi-
_ cano student and the Chicano community. Some possible activities and
functions of the center might he— :
1. lectures or presen;k(ws by staff fmd local people,
discussions, _ f
films. A
. . /
sensitivity sessions, /
media laboratory, and ,
resource depository. !
This center should also provide a laboratory for practice of competencies
- with peers and other local peoplé before trying them out in a classroom or
real community situation. Further; it can be used as a guidance center for
the instructional team to assess ?ompetencies and provide feedback.

oo kW

I

I
Chicano Education Seminar. An integrating seminar would be a con--

stituent part of this model. Anéther large area of awareness prospective
teachers should focus on is educ#tion The general issues and competencies
* developed here are— |

1. values, attitudes, feelings, a’id priorities about education within these
groups: .
experiences with schools, arld education of these communities:
culturally based education, feammg. modes, experiences;

alternative modes of learning and teaching: and

problem areas and issues in Chicano education.

|

.*A matanza usually occurs at the time of important family celebrations and involves
the killing and eatmg of a pigor tTther animal.

\‘l
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PHASE Il S
Learning Environments: lnlerachon

O(.en(m! Thematic: Learning Environments

1. Furmal organizational structores
{a) Self-contained. depanmentalized
(b} Open classrooms -

{c} Individualized instruction
{d) Social-theory leamning centers
{e) Team teaching

" {f) Traditional

2. Organizational climates

3. Interaction skills: formal. informal
{a) Teacher-child
{b} Child-chmld
(€] Adult-adult

Preassossment (Cooperative)
1. Cognitive assessment—written/oral
2, Analysis task

3. Simulation
4. Active participation

e

Activities

- Readings
Observations
Role playving
Lectures
Sensitivity groups
Practicums

Laberatory

Formal lectures
Sensitivity groups
Role playing
Video:microteaching
Reading materials
Resources

—

T

o bwh

Seminar ' “
1. Learning environments and Chicana lifestyles
2. Learning environments and Chicano learning styles
3. Learning environments and Chicano interaction styles
- 4. Integrative activities

PHASE 1l

Phase 111 deals with development of interaction skills, both in a formal
structure and in an informal setting. Now that student teachers know them-
selves and the Chicano community. they need to know the school structure
and how these different organizational structures affect interaction. Phase
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" 3. Teacher candidates

-

. -

&

:lll should provide the nppurt\mnity to study interaction processes ﬁrsthanﬂ.
in real classroms and schoals. The following are competencies to be devel- _

oped during this phase: - AN

- 1. Teacher candidates are bilingual (Spanish-English) in order to carry out
classroom instruction. - : ' ' '

2. Teacher candidates will bie ahle to analyze the organizational climate
ef schools (in terms of gpen-closed) and behaviors exhibited by organi-
zational participants, ; o

ill be able to identify and explain teacher class-
terns in traditional self-contained rooms. depart-

3 .. s
room interaction pat

mentalized rooms. open classrooms. individualized insuuFtiun. and’

social-theory learning centers. o L
- 4. "Teacher candidates will be able to explain pupil interaction patterns in
théc!as-'room. both teacher-pupil and pupil-pupil.

. .5, Teache: . .ndidates will be able to identify and utilize appropriate inter-
~ action assessment models. tools, and techniques (i.e., Flanders iiter--

- action technique. sociograms).

6. Teacher candidates will be able to use appropriate verbal interaction
classroom skills. such as—

{a) listen to their pupiis. )

(b) give their pupils a chance to talk,

(c) provide clear and ¢xplicit direction in bath languages,
(d) ask questions at all levels. T

(e} use appropriate community language, ¢
{f) select tone of voice appropriate to different settings,

(&) guide their pupils to express feelings and emotions verbally,
(K) guide their pupils to formulate appropriate questions,

(i! formulate answers to pupil questions, and

(i} . understand morphology. structure, and meaning of their pupils’
language.

7. Teacher candidates will be able to identify and respond appropriately to

their pupils’ nonverbal language., as in the<-
‘{a) use of appropriate gestures,

(b) use of appropriate social distance,

{c) use of appro;'xriate eye contact,

(d) use of appropriate facial expressions,
(e) use of appropriate body expressions,

{0 use of appropriate modes of dress. -

(8) use of appropriate greetings such as handshakes, and
(h) knowledge of cultural history.

+ 8. Teacher candidates will be able to establish social and physical settings

to elicit desired appropriate responses fren students.

Preassessment. Preassessment can be of three general types, depending

" on competencies being assessed. First, there can be a written/oral assess-

“ERIC -
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ment. such as a pretest for knowledge of organizational climates. or identi-

. fication of existing modes of assessing interaction. Second. a.task per-. .

-""~-;'— - formance can be used, such as an actuél analysis of organizational climate.
Third. preassessment can be accomplished by observation of the prospective

T8

&
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" teacher-in actual situations. judging how well the candidate can read and-
. Tespund to nonverbal language. or use appropriate language intonation.

Preassessment must take all the tultural knowledge. both verbal and non-
verbal. into consideration. Therefore. the community people familiar with
these aspects of Chicano culture must be depended on for guidance in the
_assessment process. Focus on real situations is necessary, because in many
- cases it takes the physical and social setling to adequatsaly elicit subcon-

_ scious attitudes. values. and feelings. This is particularly true in the affective

" area where it is hard to measure and be suggestive,

Activities. Some suggeste«‘f activities appropriate for this area are—
readings in language development:
readings 1n sociology of language focused on Ghicano experiences:

participant observation for interaction activities in botb schools, class-
rooms. and homes of Chicano children;

formal lectures and presentations:

‘discussions with teachers who are sensitive to Chicano students:

school experiences: .
sensitivity groups utilizing Chicano students and Chicanc parents; and
role plaving. o ' : -

v

informal interaction skills are as important as formai language skills. -

Informaldrganizational structures are as important as formal organizational
structures. Importance must be given to activities that promote develop-
mental skills of interaction in informal settings and skills of analysis which
cut through informal organizations.

Interaction Laboratory. An on-campus laboratory mugt be provided.

where ongoing activities are scheduled for students—lectures, t-groups.
: demonstrations. discussions. These need not be required. but resources

should be available to.students at their request. Opportunities must be made

available for them to practice. discuss. and receive feedback for continual
_ direction. Some exit performances may be tested out in this laboratory.

**‘others miy be tested in real classroom situations.

hd \

.

PHASE IV ;
Assessment N

Central Thematic: Assessment of pupil béhavior-teacher behavior

1. Child growth and development
2. Learning theory

B S



Leaming styles

Asséssmen: toals, techniques

Diagnostic evaluations

Research design

Data analysis/interprdtation

Action research w

PN w bW

. Preassessment :
1. Cogoitive aspect—oral/written
2. Instrument development

3. Instrument application

4., Data interpretation

5. Remediation (data utilization)
Activities

Readings. learning modules
Observalions

Peer teaching

Simulation 3

Test construction

6. Action research

ke Wt

Loeboratory (assessment)

1. Farmal presentations 189
2. Simulation

3. Microteaching

4. Reading materials

5. Skills practice

Seminar,

“1. Integrative ideas (application of Phase IV te Chicanos)
2. Modification of assessment instruments to Chicanos
3. Discussion of assessment and Chicanos

PHASE IV ¢

Phase IV deals with pupil behavior in genaral'. and as it relates to learn- '
ing behavior specifically. Focal points of this phase are child growth and
developmert. learning theories, and assessment of learning behavior. The

general competencies to be developed during this phase will serve to help
students—" ;

1. identifirand explain child growth and development characteristics and
pattemsKés they apply to Chicano youngsters;

2-~identify and explain various leammg theories as they apply to Chicano
vmmgsters v

3. identify ard explain learning styles of Chicano youngsters;

4. design research activities to test hypotheses regarding Chicano pupll
leammg styles;




+ 5, tdentxf\ seloct, and utilize appropriate ev dhmtmn nnxtnmwnts for Chi-
S cano students: .
_' - 6._design appropriate inStruments for diagnosis uf (thicano h'amerhaha.\'iu Lo

7. collect and qualify data from appropriate instrunents; and S S«
8. interpret data and utilize it as a diagnostic sequence. TN ')7 _

Very little has been done in developing models. tools, and tec hniqueé
for studving Chicano pup:l hehavior. Consequently, the authors feel that
“what is now available should. be- utilized primarily as hypotheses to JA
' tested. Teachers must. therefore, possess adequate research skills to be able -
" to interpret existing information to draw hypotheses, and to formulate a;*— :
_ pmpnate activities to test these hypotheses, \ o

Preassos.sment. Preassessment as well as assessment of exit pe\rfmmanro‘
_ can be achieved in a variety of ways. depending on the competency under
7 review’ such as formal written or oral examinations. Utilization of assess-
" metit instruments can be evaluated through actual development. applica-
tion, and interpretation ot such touls in either simulated or actual situatigns.
B : S
- Activities, Activities appropriate for this phase are limitless. Some sug-

L Rested adtivities are—

2140
LY readings in the areas of child g g,n.wthanddmelupmvnt learaing theories;

test dovelopment. assessmont, etc.:
2. ohservations in actual classrooms and hume settings;
1. lectres and formal presentations on germane subjects;
4. discussion groups:
5. peer teaching sessions:
“fh, stmuldtvd experiences. )
. r actual expertences in test construction. test giving. interpretation of data,
« . and diagnosis of learning behavior: and
. 8. design and implementation of activities research,

Activities must be formitlated so that emphasis is given to field-based
experiences, Opportunities for observation must be provided to test various .
. learnihg theories. child-growth theeries. and development theories4n actual- -
settings. both in the classroom and at home. Assessment techniques and
tools must first be learned on site and then implemehted in real situations.
Feedback must be continuous and modifications ongoing. - v

Assessment Laboratory. A laboratory experience is included in this
phase. This laboratory can be used to provide formal presentations. small-
group sessions, activities in assessment, test construction, test-administered
* data interpretation. peer-learning activities. etc, Once activities are designed
in this laboratory and a student practices the skill, it can then be moved on

" site. \humeadnng with videotaping and feedback would be ongoing. Re- =~
mediation sessions at student request or mutually agreed upon by teat.hor
o and student can ocpur here.

. T




T e PHASEV a <
* Organizing Teaching Skills—Delivery Modes 1 R
0t The ti © C
uge;:fe“ matic: Carriculum, Skill development’ | Actual implementation
: . - pilot testing . . | (supervised practicum)
. b Guoals. objectives : . ' '
2. Curriculum developiment _ N _ ,
3. Diagnosticskills 1 skinl AN 1=
" 4. Instructional Strategies 1 _ _ !"f
5. Materials develppment, : 4
T adaptation - ) .
.- 6. Pupil organization . . -
- 2. Classroam procedures —p Skill - . A N
8. Collaborative planning | 2
D
Preassessment
1. Cognitive . ’
‘2. Curriculum de\e!n-pmem ~—y Skill o .
shills ‘ 1 : ‘L
3. Curmriculum -~
" 4. Test of specific skills _ o~
- Lluboratery: {Curriculum development) : ' 191
L Preassassmoent: . ‘skill |- \
2. Formal lictures 4
3. Discussion groups
4. Microteaching
5. \ideotaping 4
6. Materials development Skill
T. Diagnostic practice - 5
8. Remediation activities
Education Seminar
t. Integrative seminar .} Skill
* 2. *Application of general skills n
to Chicano situation N
3. Remediation
PHAS’E v ..

Y

Phaw \' is designed around organizational sﬁls for teaching. The pri-
mary focus is curriculum assessment. cusriculum development, and delivery
modes. Competencies such as the following wiil ke experienced during this
phase:

1. Developing appropriate curriculum for Chicane students for whatever
age level
2. Developing. selecting. and specifying goals and objectives appropnate o
to the needs. interests. and abilities of Chicano students '

*Feedback into remedlation activities occurs at both points.

\‘1




. h .
3. Learning skills net-dm;{ to diagnose the noeds, interests, and capabm[!es
. of Chicano students as dictated by specified objectives ,
~we o-4,-Developing andor selecting -appropriate instructional strategles. baSed
.. ‘on teacher candidate's diagnosis to carry out specified objectives é\,
A - 5. Selecting and developing materials to carry out se!acted instruciortal
- strptegies S
6. Organizing pupils for nnplementmg teacher Landxdate s mstmchon“al
thtegwq
. 7. Developing -classroom procedures and routines to carry vt selectcﬁ
® instructional strategies

8. Collaberating with students and other adults in planning

The first focus of Phase V is curriculum. We do not ! what curricu-
lum is best for the Chicano communities. We do not k. shat ebjectives
will meet the needs of Chicano students. Chicano studens and communi-,
ties are highly pluralistic culturally. For these reasons prospective teachers:

. -+..must have the analytical"and assessment skills to develop and modify ob- ’

jectives that are appropriate’ to the Chigano kids they are working with,

- Second. they must have enough subject&nowledge and urriculunt devel- ¢

Third. prospective teachers must develop delivery mude% that are appro- |

opment skills to formulate learning packages to fulfiia these objectives. |
b3

~Ju2 pné.te to the children they are working with.
The first.part of Phase \ deals with providing prospective teachers with
kriowledge of curriculum assessment and curriculum development skills:
The second part of Phase \' focuses on ‘developing delivery or instructjonal.*
_ skills. These are specifically isolated, extrapolated. and finally lmplemente(ﬁ
in veal settings. The third part deals with skills to bring these phases Y
gether, coordinate skills, and impiement them in a real classroom. \,~:-_;-

Preassgssment. Preassessment actmtics_will be much like thuse de-
tailed in the previous section. A member who is thoroughly knowledgeable
_about the Chicano community. culture, and lifestyle is necessary. This person
" should monitor activities in order to assure that prescribed critenia. skills,
-and learning packages are relevant to Chicano student school experiences.
and that the activities wnil enham,e the effectiveness of instruction for
Chicano pupils. :

Activities. The following are appropriate activities for this phasg:
1. Readings related to curriculum, objectives, diagnosis. and instructional
planning
2. Curricular analysis of existing curriculum in schools for Chicanos .
. 3. Classroum observations in Chicano schools :

_ 4. Discussion with studunts. teachers. parents, and peers .
« 5. Formal presentations by instructional team members and resource per-
sons - _ /

-6. Materials development workshops
Microteaching and peer learning activities
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8. Actual classroum ‘experience - . .

[ - .
- Curriculum Laboratory. A curriculum laboratery must be provided
where preassessment afid exit performances can be evaluated. Activitiesand -~ -
resources germane to this phase can be accomplished here as well. Micro-. :
teaching and videotaping adctivities are a must to provide practice and feed-
back before actual on-site implementation. _ -

Summary
The model presented in the previous pages is intended as a general one.
Obviously it needs greater expansion and specificity. It is intended tobe suf-  *
. ficiently flexible to incerporate cultural..organizational? and other factors
consistent with the needs of Chicanos. o~
Ap extensive research component is needed to evaluate and monitor
the workings of such a program. Continuous feedback from students, com-
munity people. local schooldistrict people. and teacher trainers must be
utilized to continuously formulate and test new hypotheses, in order to .
maodify-hyth competencies and the instructional program accordingly.
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INTRODUCTION ~ »

s

Wisely observant of the world about them, the original proud possessors

of this continent—tribal Native Americans—recognized diversity, not only
of the winged peoples of the air, but, als», of the two leggeds—humankind.
Furthermore, théy recognized this diversity as an inalienable right, which

-they were ever ready to defend. The great Lakota leader, Sitting Bull, ex- °

pressed sophisticated philosophy concerning diversity decades ago with this
-statement: ) .

‘Lam a red man. if the Great Spirit had desired me to be a white
man.he would have made me so in the first place. He put in vour
heart certain wishes and plans, in my heart he put other and dif-
ferent desires. Each man is good in his sight. It is not necessary for

"eagles to be crows. Now we are poor, but we are free. No white
man controls our footsteps. If we must die, we die defending our
rights.' ~

ftcomes late to Indian thought for society today in the twentieth century
to begin a thrust for diversity of cultural eiperience in the educationa! sys-
tem of this nation, a nation built by péoples of differing national origins.
This concept is couched in the terms of multicultural education, and edu-

L scators are grappling with a beginning: What is that beginning?
@~ We begin by recognizing that each individual is unique, has worth, has

dignify, has integrity and the host of other qualities that make up his or her

selfinthwd point of begin ning. Beyond this, we must explore the commonality

‘'of inditidual tribes of American Indians and of all peoples. It goes without
saying that each individual and each of the expanding groups is evolving.
Thus, to develop a complete and accurate list of competencies for teachers

- - of Native Americans is a theoretic ang practical impossibility. Nevertheless,

a set of competencies can be suggested, appropriately alterable for individ-
uals and groups, which will address itself to the needs of culturally diverse
peoples and especially to the American Indian.

- General Competencies for All Teachers

_Approaching the task of developing competencies for teachers from
the position thus stated permits teacher competencies to be categorized.
Thé following categories and subcategories, developed for the Northern
Plains Teacher Corps Program at the University of North Dakota, Grand
Forks, directed by Don Lemon, are suggested as appropriate, in a general
way, for all"teachers: '

1. Career Education
a. Surveying an- identifying local resources
b. Career counseling
_o-C Manual skill experience :

A

- . . -
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fo}

197



d. Application

2. Clinicat Experience _
a. Rapport with staff/children ' .«
b. Management of the learning environment .
c. Motivation-reinforcement/feedback
d. Professionalism

3. Community-Based Education

. a. Utilization of community resources : e
b. Community involvement
¢. Health '

. 4. Curriculum Content Areas
R a. Fine arts '
b. Language arts/reading
c. Mathematics
d. Physical educatidn
e. Practical arts e
f. Science ; . ‘ '
g. Social studies . o .
Diagnostic/Prescriptive
- a. Instrument selection
b. Assessment instrument development
¢. Learning styles assessment
d. Special education diagnosis
6. Individualization of Instruction T
a. Learning cycle
b. Diversified learning activities
¢. Grouping patterns L
7. interdisciplinary Approaches _
- a. Human growth and development
b. Philosophical development
. Self-actualization of the learner
- 8. Multicultural dimensions 4 .
' a. Cultural self-awareness o
b. Cultural awareness of the child s

168
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a  Within 2ach area of competenicy there will be competencies appropriate .
for every teacher competencies appropriate for each teacher who has an
Indian child in his/her classroom, and competencies appropriate to specific
tribal groups. ' -

e

| Thirteeﬁ Broad Concepts of Co‘mpet-encies

The development of competencies for the Indian world and for a tribal
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group would best be developed by Indian educators and Indian peoples,

Without full access to those populations, it seems reasonable to develop

a catalog of broad concepts with the understanding that the specific coinpe-

tencies will be developed by the Indian community. Thirteen broad con-

cepts of competencies were thus developed-by the writer-editors of this

-section. which it is believed are necessary for teachers of culturally diverse
- children. Those broad concepts of teacher corapetencies are as follows:

- 1. Ateacher must devetop skills to get families involved in the classroom.

2. Ateacher must be able to identify teaching reseurces such as materials,
community persons, career opportunities, historical information, and
economic data which are appropriate for teaching children of the identi-
fied cultural group. ' ) ' -

3. A teacher must be able to recognize cultural differences as strengths - °

_ rather than weaknesses. . _

4. Ateacher must develop skills in the language variances of the learner. -

5. A teacher must be prepared to create and teach curricular materials
that are determined to be ihvportant to the identified cultural group of
the learner, :

6. A teacher must develop the gbility to teach with honesty and integrity

.in all curricular areas, particularly in the discipline of the history of an

B

identified cultural group. i 199’

7. Ateacher must demonstrate a knowledge of the pervasive contributions
that diverse cultural groups have made and are making to present-day
society. | ST . '

8. A teacher must demonstrate a knowledge of the vast linguistic and
cultural differences among the diverse cultures of the United States
and what economic, philosophical, political, and sociological forces
have brought about these vast differences. ' '

9. A teacher must démonstrate an understanding of the Civil Rights Act
as it pertains to all groups.

10. Ateacher must demonstrate an understanding of the causes of minority
resentment toward the dominant society. y

11, Ateacher must deinonstrate a knowledge of why minority persons have
found themselves,locked into the cycle of poverty. ,

* 12, Ateacher must understand that culturally different youth have respect
for and respond to family authority; howéver, response by learners to
school authorities'tends to be fearful. The tendency is to withdraw when
faced with school authority. .

13. A teacher must be able to relate to the children'and parents in terms
of his’her understanding of the mores, customs, attitudes, values, and

» expectations of the home community.

~. Legislative Recognition of Diversity

o :
Broad concepts ¢f teacher competencies have been defined, but it is
. recognized that they'serve as but a base for the development of specific
competencies. It is ekpected that specific competencies will be defined at

! X . s
Q [
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the tocal level by tribal peoples themselves to more fully implement the

_ concept of Indian self-determination in the area of education. This approach

" -is mandatory in view of .the policy of the Bureau of Indian Affairs, (BIA),

tunctioning for the United States Government as the trustee for the Ameri-
can tndian. BIA‘potmcs have vacillated between two extremes—paternalism
and complete withdrawal of federal services, i.e. termination. This history of
oppression has resulted in the psychological need.for Native Americans
to determine their immediate objeetives and future goals. Succinctly, Native
Americans must be allowed to determine thelr own destiny through the
implementation of self-determination, affirmed to be the indian policy of
the Nixon administration. This stated policy of self-determination is crucial

" to generating effective programs in view of the heterogeneity of the approx-

200
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imately 300 tribes that comprise the group commonly referred to ag Native
Americans. Any program’ must, of necessity, involve focal tribal communi:
ties, for it is only they who know their needs and concerns.

It is hereby emphasized that despite the obvious failure of thé Umted
States Government in exercising its trust responsibility to the American
Indian, the federal-indian relationships must be maintained. American In-
dians are unique in that they are the only group that functions in a semi-
sovereign status to the United States Government, and are the only peoples
specifically mentioned in the Constitution of the United States. This unique
status should in no way be construed as indicating incompetence; rather
it emphasizes the need for providing meaningful educational experiences
specifically called for in. many of the 400 treaties entered into with various

American Indian tribes in return for land, which now comprises what is re-

ferred to as the United States of America.

low quality of education for the indigenous peoples of this nation.? This
type of legislation is a halinark for Indian education at the federal level.
This has'been equalled by State of Montana legislation, which sets a prece-
»dent for other states in the union regarding Indian education. This Montana
legislation requires— a

. American Indian Studies to be part of the educational back-
ground of public school teaching personnel employed on or in
public schools located in the vicinity of Indian reservations where
the enrollment of Indian children qualifies the school for federal
funds for Indian education programs, and . . . !

encouraged American Indian studies as part of theeducahonal background
of all school personnel employed in the state. -

The Montana 43rd Legislative Assembly also adopted a joint resolution
_of the Senate and the House of Representatives, instructing . . . the Board
of Public Education and the Board of Higher Education to devnse A master

’ "p!an for enriching the background of all public school teachers ift American

Indian culture "™

The Indian Education Act of 1972 points to the need for alleviating the

PRI



.Legislative mandates, such as the preceding two, recogrize the neces-
- sity of teacher competencies in the area of American Indian education. Cul-
;- tural diversity has also been recognized. The progress made by Indian
* leaderts in Montana is only a begmning, but the example stands as a beacon
tight for Native American educators in other states where significant num.
bers of American Indians reside. Achieving such legislative direction, how-
- ever, is not the end of the struggle to accomplish desirable Indian educa-
. tion in our schools. Mandates must be fulfilled with teacher training pro-_
- grams designed to produce teachers adequately prepared te carry out the
intent of the law, which is to provide Native American learners with the kind

of education fought for by Indian education leaders.

lndiénDegyigned Pre- and In-service Training Programs

Schovls of education have had ample opportunity in the past to meet

the educational needs of Indian people, but have either refused or neglected

-« - to accept the responsibility. Now the task has been assumed and must
continde to be given to the Native Americans themselves. Already, Indian

.~ educators invarious sections of the country have designed and made opera-

- tional programs to help.satisfy the great need for specially trained teachers
for Native American students. These programs can be considered as poten.
tial models by indian communities and tribal leaders concerned with effect-
ing teacher training reform in their local areas. -

Two examples of preservice training models for Indian teachers are

presented in position papers by Milo Kalectaca (Hopi) and Louise Miller
(Yurok) which are included in this report. In each of these papers, the

“respective author is concerned with training teéachers for competencies
needed to adequately teach indian learners. Both training models have been _

developed around the concept of competency-based teacher education
(CBTE) which permits the spelling out of competence to be developed by
~_ teacher-trainees and which allows for a high degree of accountability.

Another diménsion of teacher training which must be considered is -

the inservice training of teachers who are now teaching in Indian scheols
butwho lack the competencies for effectively working with Native American

students. Models fo- retraining the inservice teacher have also been de-

signed by Indian educators. One mode! which includes training compo-
‘nents for both the preservice teacher and the inservice teacher has been
* . developed at the Northeastern State College, Tahlequah, Oklahoma, and is
currently being used in preparing teachers for schools with large enroll-
»ments of Cherokee students. Another model dealing exclusively with pre-
. sefvice training is the Native American Cultural Institute (NACI) at the
University of Montana, Missoula, Montana. Working in cooperation with
the NACI at Missoula is the Native American Studies Program which servés

as a core for preservice training efforts. :
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PRESERVICE AND INSERVICE MODEL FOR ~ +
TRAINING INDIAN TEACHERS. '

Fount Holland .
Director, Indian Intern Teacher Training Program
Nertheastern State College
Tahlequah, Oklahoma

\l.

_ The Northeastern Oklahoma State University model for training teachers
~ of Indian students is a preservice-inservice design prepared cooperatively
by representatives of the Cherokee Nation of Oklahoma, the Bureau of
~ Indian Affairs, the Indian Division of the Oklahoma State Depéﬁrtment of .
'202  gducation, and the University. Both the preservice and inservice compo- - -
nents of the model operate in concert. However, an emphasis is placed
on the presefvice phase, with priority for participating in the model given
““to education students of Indian descent. Funds needed to support the model
" come from a federal grant, a Johnson O'Malley (IOM) contract,? d the
University. The preservice component aré financed primarily by the Educa-  »
_tion Professions Development Act (Teachers for Indian ‘Children Program), _
while funds for the inservice compone;}'iii'fare provided by the Bureau of In- *
. dian Affairs with a jJohnson O'Malley contract through the Indian Division .
of the State Department of Education. The University provides' facilities,
teaching faculty, and part-time 2dministrative supervision (See Figure 1)-.\

TN . “

Preservice Training Component - “or .
With the exception of the Indian Studies Program which falls urider the
Office of Continuing Education and Special Programs, preservice activities
are conducted by the University’s Division of Educationand Psychology.. -
The Indian Studies Program consists of courses in Indian history, culture, -
. -“ant; rhetoric, literature, ete. A major in Indian studies has been established " . . -
at the University. Students with an interest in{Indian education are advised
to take at least a minor in Indian Studies. During the professional education
sequence, which is competency based, all students are exposed to units on
various. aspects of Indian education and those with a particular interest in
this area do in-depth individualized study projects. The special seminars .
" are conducted in connection with the in-field phase of preservice and will . <~
.be explained later. - : :
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The in-tield phase consists ot 16 weeks of intern teeching in one of the . -

several Jubnson O'Malley rural elementary and secondary schools in North-

© eastern Oklahoma or in the BIA high school located nedr Tahlequah, home

ot the University. Al the rural public sX('hools_uSed as intern teaching centers
Haver an Indian enrollment ranging from 50 to-97 percent. This particular
phase of the model js open only to gtudem interns of at least one-fourth
Indian descent with an interest m teaching in fndian schools. During the
intern eaperience, which is competency based, each participant is provided
a $75 per week stipend from an Education and Professional Development

- Act (EFPDA) granit.” The program-is limited to 40 participants per year (20

interns for the tall term and 20 fQr the spring term). While interning under
the supervision ot a johnson O’'M3K ey teacher or a BlA'teacher, each intern
is required to develop units of study on some phase of Indian history, cul-
‘ture. or-literature and to design each academic unit taught (math, home
economics, phvsical education. etc.) so that it will be relevant to the Indian
learners in the dass. - - . ' |

. are made by project staff members including the two codirertors and the

. curnculum spedialist. The purpose of these visits is to observe the intern

and to provide on-site training for the intern and the supervising teacher.
- In addition, each participant is required to attend 10 seminars on Indian
education. Consultants for the seminars are selected from the Bureau of
Indian Affairs office in Muskogge, Oklahoma, the Cherokee Tribe, the

' ~ Cherokee Bilingual Center in Tahlequah, members of the Cherokee Com-

.,

munity Orgapizati(ms, and the University. Seminars topics include:
‘Orientation to the program and to Indian schools .

Indian history and culture °

Learning patterns unique to Indian students _
Development of units of study and teaching materials
Counseling techniques in career awareness

Behavior patterns of Indian students and classroom management
Techniques tor evaluating the academic progress of Indian students

| 2T
g
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Inservice Training Component

The inservice training component contains three phases—one for

. supervising teachers, another for teachers in johnson O’Malley-supported

schools, and a third for all teachers interested in Indian education; Each
. phase is coordinated with the preservice component so that all efforts in

preparing teachers of Indian students will have some degree of uniformity.

. For example, the same techniques used in training Indian interns are used
during the inservice effort but are restructured to better suit the needs of

.the inservice teacher. ) _ o _
' Inservice training for teachefs who serve as supervisors for the Indian

IToxt Provided by ERI

© While participants in the program are interning, frequent on-site visits

Problems Indian students have assimilating into the school environment -

i



_interns ts conducted in the field by staff-members of the EPDA project,.in =
addition, supervising teachers are required to attend one seminar each
semester which is designed to improve their skills in.teaching Indian stu-
dents to better prepare them to work with interns. h

© * Each semester, inservice training is provided for a minimum of 40
teachers employed in Johnson O’'Malley-supported schools. This effortis
financed by the Bureau of Indian Affairs office in Muskogee with a con- -
tract through the Indian Division of the Oklahoma State Department of
Education. By means of a subcontract with the University, the Indian Division .
coordinates these (inservice sessions, utilizing the staff of the EPDA Indian
Intern Program. TWo eight-week evening training sessions are held after
school hours in one of the rural JOM-supported- schools. One session is
for teachers who have received little or no special training in Indian edu-
cation and the second is an advanced session for those teachers who
participated in the beginning session the semester before. The beginning
session is devoted primarily to Indian awareness, history, culture, and com-
.-munication skills. The advanced session is designed to help teachers acquire
. and increase skills in developing special materials for teaching Indian stu-
dents. .
. . * The third phase of theinservice component is a week-long summer
204 - workshop held on the University campus. This workshop, financed by the
_ University and the Consultative Center for Equal Education Opportunity at
Oklahoma.University, is a human relations workshop with an emphasis on’ -
conflict problems between Indian students and non-Indian teachers. Exact
" workshop design varies- depending upon the needs and experiences of
participants. - : .
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. INSERVICE MODEL FOR TRAINING
."* PUBLIC SCHOOL TEACHERS |
OF INDIAN STUDENTS

‘

. Rosella ). Covington
' : . Project Director
. Nggive American Cultural Institute
Native American Studies Prograin
University of Montana
Missoula, Montana

r
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Montana, Missoula® has been the recipient of the Title IV teacher training
. “program for the past three years and is funded for Fiscal Year 1975. The pro-
" gam has four main objectives: :

1. Tosensitize school personnelin the service area, and to make them aware

The Native American Cultural Institute (NACH is a profect federally -
funded by the Division of Equal Educational Opportunity, of the U.S. Office .
,of Education.* The Native American Studies Program at the University of

N

of the uniqueness of the American Indian student; to bring about.an . ... .

s elimination of segregation; to bring about an awareness and recognition
. -of the existing cultural gap; and to provide school personne) with some

solutions and approaches to problems of Indian and non-Indian relation-

ships by means of technical assistance and training o
2. To develop new curricular techhiques and materials for use in the de-
» " segregated classroom : _
3. To develop new administrative structures, counseling techniques, and
bilingual/bicultural techniques for use in the desegregated school

"4, To provide technical assistance for other schookdistricts within the State
of Montana relating to gontents of the proposal or other desegregation
processes - .

For Fiscal Year 1975, there are 15 participating school districts; 12 are

located on or pear the Blackfeet, Flathead, Fort Belknap, and Rocky Boy's -

Indian Reservations. Three urban schoel districts which have a large en-
. raliment of Indian students are also participating.

A three-week Summer Institute is conducted each year for approx: . )

" “imately 50 school personnel selected from the 5 school districts. The Insti-



-, tute is held on the University of ‘Montana campus for two weeks, and one-

week is devoted to offccampus visits to four Indian Reservations—Black-

. teet, Flathead. Eort Befknap, and Rocky Boy's. The Summer Institute con-
centrates an the tirst main objective previously stated. Any person who is
emploved by a target school district in the State of Montana could qualify
tor participation in the Summer Institute. This includes superintendents,
prinapals, teachers. teacher aides, and school board members. During the
Suminer institute, the statf ot NACH conduct classes. small group discus.

. sions, and field trips. Consultants and several prominent tndian and non-
Indian guest lecturers are utilized as instructors.

During the academic year, a tollow-up program is implemented. The
Institute. participants and other school personnel in the target schools are
involved in “on-site” inservice training. The follow-up activities include:
(a) training inf areas determined by project objectives and requests through-

out the vear: tb) workshops in the areas of counseling. school administra.

tion. curriculum development, and bilingual bicultural education for

_ « participating schools; (¢) obsenvations of school personnel who participated

i

*evaluation. .

* in the three-week institute: (d) local education forums on areas of concern

for specific schools: (¢) training of local school staff on desegregaticn issues

tby- summer institute participants); (f) consultants being utilized as re-

quested by participating schaols; (g) development of curriculum materials

for the schools in Montana by project statf and corsultants; and (h) ongoing
<

£

From past experience. it is anticipgted that numerous school districts
* throughout the State of Montana, not included in this program proposal,
may from time to time request assistance from the Native American Cul-

. tural Institute. This assistance is provided only during the follow-up

phase of the project.

© 7 The failure to understand the indian student has created a number of
critical problems, These problems are found in areas such as _cultural dif-
terences. psvchology of the Indian student, the achievement gap, relevancy

of the curriculum, bilingual problems, and the origin and expression of -

Indian conflict. The NACI staff recognizes that after one year's training of
the school's personriel. all these problems will not be alleviated. However,
an eflort to alleviate them is being made. v

-~

b
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HIGHER EDUCATION AND ITS IMPLICATIONS
. ' FOR AMERICAN INDIANS

£

Patricia Locke. .
Director. Planining Resources in Minerity Education
Western Interstate Commission on Higher Education
. Boulder. Colorado '
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I Historical Background . .

N Since 1930, the states have assumed increased responsibility for Indian -
" education. aided by the provision of federal funds. The Indian people fear
that the federal government may withdraw entirely from its special relation- |

‘. ship to Indians. This fear continues to have a dominant influence en Indian

. Feaction to changes in the extent. nature. and administration of federal pro-

1

grams.

cuss where responsjbility for Indian education should be located within the
Yederal gw{r:xsﬁxent. Attending the first meeting were 18 tribal chairmen and
mebers of tribal education committees. Attending the second meeting were
" college and university faculty who have cqndutted research on Indian prob-
“*°* leins. and teachers of Indian children. Indians expressed concern about the
 transfer of education from the Bureau of Indian Affairs (BIA) to the U.S. Of-
fice of Education. They were generally opposed to disruption of the tradi-
.« tional relationships and distrustful of fragmentation of Indian services
. within the federd| government. Participants in the second meeting felt that
educational programs should recognize the diffzrent problems-of Indians
~ in federal and public schools anid should consider the readiness of local or
- state systems to provide educational services. The consensus at both meet-
ings was that the BIA should be given time to carry out its new educational
-program before setious consideration would be given to a transfer of . the
educational function from one agency to another. :

In November 1966, two meetings were held in Denver, Colorado to dis-

209
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During the 1967 hearings on amendments to Public Law 89-10, the - .
Elementary and Secondary Educajion Act of 1965, a report was prepared
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lnr the Sube ummlttue- on Education of the (,nmmittm' on Labor a1 4’\1!1!:(

Weltare! The report. called Quality Education-for Amerigan Indinds: A Re. .

the education func tien,, working inf close copperation with the Office of
Sducation (OF) of the lh‘partnwnt Of Health. Education and Welfare (HEW).

"1t suggested that OF should roview its programs to determine how to mbke;
these available to the greatest extent possiblu for the lmmtm of Indian chil-

drén’enrolled in foderally operated schools. it recommended that education s

through adulﬂmml It stated that con¥ideration should be given to suppogt-

©ing a center for gradyatoe study of the languages. history, and culture of

Americap Indians. The concapt of Indian eontrol and increased responsi-
bility for education by Indian parents and tribal-deaders wag qupportod' and
recommended. The report also recommended that ways$ should be explored

- to encourage devélopment of-junior or community colleges on or near the

210

“larger reservations te facilitate opportunities for larger numbers ot fndnan

children to receive higher education.

Whea Dillon 8. Meyer became Commissioner of Indian Affairs, in May
1950, the BIA began a nnw epoch. As part of a great change in the basic
organization of the Bureau. there was a further delegation of authority to
area directors and an increase in their authority over superintendents. (‘um~

- missioner Mever stated that *“the federal off-reservation education of Nava)m

is directed eritirely toward’the prepiration of these.¢ hildmn for permanent -
off-Fesefvation employment. Indians are being provided . .. with adequate™
training pmgmms to%it them for employment in skilled occupations off the
reservatmns

In 1955. the BIA laun( hed a pilot program in adult edm ation dé&ngne.d
to muke five tribal groups literate' in English. and it supported legislation for

_port on Organizationa! Location. reconimended that thaWiiA should refain .

‘must be viewed as a mu,lv continuing process which ranges from preschool

n

a program of vacational training.* Yot, avthe same time. it has eliminated or

_curtailed mary activities which seem to involve vocational training. Arts
and craftsprojects were shut down or Jeft to shift for themselves. Bureau

guidance and support were stopped for the Qualla Cooperative at Cherokee:

_North Carolina: the Sequovah weaving project in Oklahoma; and the pottery
“and weaving project at Pine Ridge. South Dakota. v N

IL Amérigan Indian Studies and Community Colléges

American Indians perceive education®as a continuing process. Under

" optimum conditions. all parts of education should intertelate as the family

and community interrélate. Education, from Head Start through elementary,

. secondary, and college Jevels. to adult and continuing education, is viewed -

" us an interrelated instrument of social mtog,ration and mobility. .

Under optimum (onditmns. elders and (.ummumty leaders would hulp

_ *Far statistics on BIA adult vocational grams see Appendix K atthe end ofthis chapter.

Yurther dala on BIA financial assistance appears in Appundit os B and (..

A
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. Ecsiieé'a. students frpm their tribes to propase for the ultimate colfmunity

service by defirink group needs. College students would tutor and provide .’ .

role ‘models fof secondagy Students. College students and secondary stu.

dents would provide tutorial services and assume teacher aide roles in pri-

mary schools. Parents, family, and other adults would be involved in support. +*

rales at prodphool and Head Start“programs and woald be ‘suppartive in
community colle@e. programs. As involvement increases, commitment
tncredses. T . . - T . Lt
* “Perhaps the most immediate. pressing problem in the area of indian
edivation today is how to rorrect and reverse the discouraging higtory of

Gailurd in Indian postsecondary eduiation. The attrition rate for Indian

f,\ sstudents during their first year of college stands at an astonishing 74 per-

"._-;_"J(:em.“ This figure points to a complete lack of succeds on the part of the

~ haps these Indian studentugngqh-outs are the symbolic miner’s canary of the =
nation’s educational system. Lack of financial support. inadequate counsel-

1\ . ing and guidance programs. and irrelevant curricula are due in partdo a
iR 3 ¥ . . _ . o .
-vlong-standing, puliey of coercive gcculturation. The gbals of American =

LI

_higher education to a very large degroe are out of-tune ar?d in conflict with
the Indian’s psvihological and philosophical frame of Yeference.

. Postsecondary education fnr‘:i'r-nerican Indians in the United-States is
education for displaced persons. That educational systetn is still a system
devised for people who are non-Indian and ‘who ascribe to the imported

. values and modes of behavior of Eusopean geoples. It is audacious to assume

E,
L.

®

a

 thi¥ thiz‘kind of majority education based on Judeo-Christian values will
‘wurkire peoples of different value,systems. It is audacious to assume that
non-fudeo-Christian peoples should accept it or try to 'modify themselves
to accommuodate it - . J . s
" There may be postsecandary education at Black colleges for Black stu-
dents. taught and* administered by Black people. but it is essontially the
same kitd of educational system that serves the dominant society.t There
may be postsecondary education at Aterican Indian community colleges
“for Indian students taught by. Indian people. but even though some educa-
tional breakthrought have beea mads. there is a pervading domination of
accreditation by non-Indians who refuse to alloy much vériance in the
sacrosanct Ewropeap-imported educational systemd. Doesn't Indian post-
. ssecondary education at established and traditional colleges and universitios
‘usually mean that we are atfowed some American Indian coupselors to
gm’.our?ge_us to hang jir there so that wé can compete with ong another
and with thé majorit¢ society? Doesn't it thean that we are talent searched,
upward bounded. and financial‘aided to learn *o internalize and assimilate
the " American™ values of mercantilism. individualism, and acquisitiveness?_

“*For statistics on postsecondary, Indian students. see Appendix D at the end of this
. chapter. . 7 :
tMinority under-represontation at the-postsecondary Jevel is detailed in Appendix A.

-
.

IToxt Provided by ERI

Y

.

)

2

211

o



-

- -*
* L3
‘.

-~
- L t . :
‘What does innovative mean in felation to minority postsecondary
education? Should a whole new and different style of education be devel- -
oped for those minority people who have been denied access but who aspire
“to traditional outcomes? Perhaps the need here is only for a wider door.

and not for inconceivable new worlds of education.

Fundaniental institutional changes have not been made:. Institutions
* have only minutely expanded. A few Indian counselors and tutors have.
been Lired. THere has been some frantic activity to hire a few taken Indian -
faculty members and to establish “Indian” programs by luring *'scholasti-
; Ledly qualified™ sjudents to the campus so that compliance in Affirmative
Action Programs can be documented. Asa result, we have fragmented Indian
programs across the nation, with our few Indian faculty and students fighting

* lonely battles againist the near inpenetrable walls of majority educational
« systems. : 2 ' '

The creative ferment now apparent in postsecondary education for
American Indians may be the bravest step toward the inconceivable new
“world of education. American ladians can truly teach our guests on this
continent ways of survival if we are to be allowed that opportunity.
This creative ferment that caused changg'in the Indian postsecondary
education world octurred almost simultaneously in Alaska, Montana, Ari-
- zona. Cajifornia. Sputh Dakota. North Dakota. Wyoming. Oklahoma, New -
‘Mexico. daho. Minnesota. and Washington. D.C. Mini-repercussions have
awakened tribes in neighboring areas. '

AMERICAN INDIAN HIGHER EDUCATION CONSORTIUM™

. In Qctober 1972, the Planning Resources in Minuority Education Pro-
gram of the Western Interstate Commission for Higher Education, in co-
operation with the Office of American Indian Affairs of the U.S. Office of
Education. convened the dirsctors and presidents of the boards of regents

_of Indian community colleges in czxder to form a consortium.

Two months later at the Phoenix. Arizona office of the Navajo Commu-

‘nity College, mut8al agreements were made to form the American Indian
Higher Education Consortium. NMember institutions are: Turtle Mountain

Community College on the Turtle Mountain Reservation in North Dakota;

Standing, Rock Community College on the Standing Rock Resevation that

borders North and South Dakota: Lakota Higher Education Center on the

. Pine Ridge Reservation in South Dakgta: Haskell Indian Juniof College near
‘Lawrence. Kansas: the Institute of American Indian Arts in Santa Fe. New
- Mexico: the Southwest Indian Polytechnic Institute in Albuquerque. New
“Mexico: the Navajo Community College on the.Navajo Reservation in Ari-
zona that also borders three other states: and the Hehaka Sapa College at

-Q University near Davis, California. Kuskokwim Community College at '

Bothel. Alaska. is considering membérship. This mcmentum may scon in-

clude the Bannock and Shoshone of the Fort Hall Reservation in 1daho.

the Arapaho and Shoshone of the Wind River Reservation in Wyoming,

|
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the Sissetén-\\’hhpetan in South Dakota. the Northern Cheyenne in Montana,
and the Confederated tribes of the Warm Springs Ressrvation in Oregon.

. The Consortium schools are unique in that they are governed by

Américan Indian boards of regents. that they are servad by predominantly
American Indian administrators and faculty, and the student bodies are
predominantly American Indian. Thev strive to meet the postsecondary

educational needs of the tribal-specific reservation people. They reinforce .

tribal-specific value systems in their educational modalities. They are
thwarted only to the extent that non-Indian accreditation systems enforce
non-Indian educational prerequisites upon them. This latter reality may

be why the Consortium members® first priority is to formulate an accredi- -
* tation svstem that will be true Indian education accréditation by peer deci-

siun: There is no doubt that there will be violent resistance. Indian people
r._:ém_.‘gg.-;ruad with Indian education for Indians are ready to fight that battle.

Fhis is positive thrust by the tribes to reinforce their unique cultural
traditions. which can be utilized by Indian students to prepare them for
productiye contemporary life. These kinds of develaping on-reservation or

.near-reservation postsecondary educational facilities will increase. It can
- be expected that there will be at least three néw such institutiong developed
each year in the forseeable future.

‘The member institutions differ in several ways—they are in different
geographical areas. they are complex linguistically and speak different

“languages. they are tribal-specific. they are multi-tribal, some are on reser-
‘vations: some are off reservations—in varying stages of dependence and -

autonomy. As such, their needs and expectations differ within the Con-
sortium. but the ultimate goal of each is the samie: the strengthening of

. their own and all other postsecondary Indian educational programs.

Consortium goals are to establish— -

1. an American Ipdian higher education accreditation agency.

~ 2. afingncial and instifutional resources office, )

3. a human resources development program, . .
3. an American Indian education data bank. and
5. an American dhdian curriculum development program. #

A NEW INDIAN UNIVERSITY AND RESEARCH INSTITUTE

There is vet a new battle on the horizon. During the past few vears.

- some Indian people have been planning for a National American Indian

University and Research Institute. There is 2 cavernous gap after the two-

. vear lidian community colleges. The tribes as sovereign nations, have

particular educational needs that are not now being met by the hundreds of
colleges and universities in the United States. Research for and about Indians
is being done to and on Indians. but not by Indians. The many Indian people
who are planning tribal higher education”have formulated some specific

- recommendations to present to the tribes: .

LN ..
. v . o
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= 1. The National American Indian University and Research Institute should
be designed by American Indian architects. and it should be located near

- a sacred place. - . : '

. Undergraduate and graduate curriculum should be designed by Indian

= wducators and respected persons.

[

. ‘The Research’ Institute will relate to the following issues of American
" Indian survival: federal and state legislation‘endangering tribal soveraignty:
federal legislation endangering tribal resources, including land ead water
rights: civil rights legislation and its adverse effect on American Indian
people; state. federal, and foundation monies being spent and misspent on
Amert can Indian education: Indians in penal institwtions; Indians in mental
hospitals [who are there because they are diagnosed by proponents of foreign -
psychological systems): the 4,000 to 6.000 Indian children in non-Indian
' foster homes: American Indian biomedical research: economic development
research for the several hundred reservations, villages. rancherfas, and
_Indian communities: and the treaty responsibilities to the tribes of the United

- -states Government, and’ its states, departments, offices, and agencies.

lil. Discussion of Issues
214 The basic issues follow.
' 1.{" Are Indian studies programs in-q‘un-lndian colleges and universities pro- -
‘ j viding quality education for American Indian students? '
2, Are Indian community colleges on the reservations and in the Indian
communities providing a viable alternative to other educational institu-
tions?

A
i

Lo

cation—in the BIA or in the U.S. Office of Education? (Some tribes in,. .

. the states of Alaska. Oklahoma, California, and eastern stateg may want
to relate directly to the state departments of education. Othier tribes in
such states as Atizona, New Mexico. North Daketa, South Dakota, Minng-
sota. and Montana may want to relate exclusively to the BIA but with .

~ some affiliation to OE programs.) There must be tribal and regional agree-
ment on relationships. '

4. American Indian students lose out financially and programmatically

. in minority studies programs when they compete with Black and Chicano

« students. Indian students are usually outnumbered; by other minority

students and usually do not make demands in the same manner as other
minorities. '

\ 5. There must be further cffice and agency (BlA-Interior and OE-HEW)
e : agreements on higher education function and entitlements.

ﬁ 3. \Where does the primary authority sest for Indian postsecondary edu-
\

\

1

i

!‘ \ IV.. Recommendations
GENERAL RECOMMENDATIONS S -

1. There should be at least one national Indian university with appro-
priate graduate schools in conjunction with the Research Institute:

Q
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2, Teacher'training should take place at the nine selected regional non-
Indian universities.and at [ndian community colleges as determined by’

* the diverse tribal needs.

1. Vocational and educational needs should be met at the Indian reser- -

vation community colleges and the nine selected regional non-Indian uni-
versities. : '

4. Financial aid needs of Indian students should be met by education

appropriation from the Congress through the BIA. based on demographic
prajection. It must begstablished through the Indian Attorneys Association,
Indian law and treaty specialists. that education is a basic right of Indians

~and not a privilege as is now interpreted:

. 5 .
INDIAN STUDIES IN NON-INDIAN COLLEGES AND UNIVERSITIES

1. The National Tribal Chairmen's Association and the National Indian
Education Association must determine where federal dollars should go.
These monies (for instance, Fund for the Improvement of Past-Secondary -

. Education {FIPE). Title 11, Title IV-D, Educational Professions Development

SRS

" -various reservation postsecondary education centers.

Act (EPDA). ete.) should be placed according + the following criteria:

1. The departments and capabilities -

Indian tribal involvement and support

- Curricula geared to Indian and community needs

Indian faculty ard guidance counselors

Financial support and commitment

6. High Indian bopulatiun impact _

Possibly nine areas should be selected: Great Lakes. Contral Plains.-North-

east. Southeast, South. Southwest, Rocky Mountain, West Coast, and Alaska.
"2. Proliferation of Indian programs should be controlled and/or cur-’

. tailed. Proliferation results in the ineffective dispersal of the few Indian -

administrators. faculty. and guidance counselors. Continued proliferation
should begin at a new undetermined date when reservations' postsecondary
needs have been met by graduating Indian personnel that would be serving -
either at the nine selected non-Indian colleges and universities or at the

s

COMMUNITY COLLEGES ON THE RESERVATIONS

1. Congress must appropriate comprehensive annual funding for post-

* . sevondery learning centers on the reservation for basic support, including

RIC

IText Provided by ERIC : L 4

operating costs, administration. faculty, and building costs as determined
by, the specific tribes. .

2. Initial congressional appropriations must support existing post-
secondary education, learning centers, or community colleges such as
Kuskokwim Community College. Lakota Higher Education Center, Sinte

~ Gleska Community College. Turtle Mountain Community College, Standing

Rock Community College, and Navajo Community College. !

Y.
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3. Succeeding appropriations would support other developing com-
munity colleges on reservations that are projected at the rate of five each
.vear. Reservations now in developmental stages are Bannock- Shoshone at
Fort Hall, ldaho: Arapaho-Shoslione at Wind River, Wyoming: Northern

Cheyenne at Lame Deer, Montana; and the Confederated Tribes at Warm .

Springs, Oregon. <

RATIONALE ) . o

Individual tribes have different postsecondary educational goals. The
alternative educational modes are requi~d in order to increase enrollment
_retention and attainments that will meet tribal short-range and long-range -
goals: (,ongress has recognized the educational need to put community.
colleges on the reservations and has established precedent by appropriating:
$5 million for the establishment of Navajo Community College.

APPENDIX A

M_inofity Under-representation
at the Postsecondary Level

*The degree of under-representation of each of the four minority groups
may be determined by computing°the relationship between each minority’s
- estimated enrollment and its estimated total population. The ratios (ex-
" pressed as percentages) are,as follows: '

kN
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‘ TABLE 1 .
PERCENT OF POPULATION
Black Americans ‘ 2.0
Moexican Americans . X
Puerto Ricans ) 1.3
American Indians 0.6
Sub-total 1.8
. All others 4.3
Total - 3.9

. Q" -
“In order to achieve proportional representatior. the enrollment of:
minorities would have to be increased to the point where their ratios were
the same as that given for “all others” (4.3 percent). To reach that goal
nmmednate!y-—

1. the estimated ‘Black enrollment in 1970 would have to be mcreasad
.513,000 (from 470.000 to 1.013,000)—an increase of 116 percent {all
italics added): )

2. the estimated Mexican American enroliment in 1970 would have to be
increased by 165,000 (from 50,000 to 215.000)—an increase of 330 per-

cent; L]
. . ) ,
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. 3. the estimated Puerto Rican entoliment in 1970 would have to be in-

creased by 45,000 (from 20,000to 65,000)—an increase of 225 percent;
" and ‘ -

. 4. the estimated American Indian enrollment in 1870 would have to be

increased by 26,000 (from 4,000 to 30.000)—an increase of 650 p/gmént."

~ Source: Fred E. Crosland,. Minority Access to College: A Ford Foundation Report

{New York: Schocke, Books. 1971), pp. 15-16. Crossland developed these figures from . .

his own interpretation of 1970 college enrollment estimates.:
- ° - .

" APPENDIX B

- BIA Financial Assistance, 1972-73
Postsecondary Indian Education

*'. . In Decomber 1972. a $2.5 million supplemental appropriation for the

BIA made it possible for an additional 3,000 Indian youths ta receive scholar-

* ship grants fo begin or continue their education at the college level. Some
.. 11.000 students are receiving higher education assistance nnde: the BIA’'s .

regular appropriation.

Approximately 14,000 applications for sf:holarship grants were received
in the summer of 1972, The 14,000 students now receiving .assistance is

. _almost 20 times the number receiving assistance 10 years ago and about

five times the number assisted four years ago. More than 100 students re-
ceiving assistance are in law school.and approximately 100 more are in
" other postgraduate programs. .

- The total monies provided through the BIA for higher education is

~$20.9 million for the fiscal year 1973.

Source: Report of Bureau of Indian Affairs. Higher Education Office, -Albuquarqua.
New Maexico, 1973. :

. " APPENDIX C

- - Federally recognized tribes« 478
-»»> State recognized tribes - 7 17

Tribal entities recognized .
by state or federal government ; .52

TOTAL 547

- B.LA. Indian Scholarship Fund for FY '73:  $20,956,000
Request FY '74: ' ) s19.933,ogp
13,500 students have B.LA. scholarships. 3

' Data Source: Secretary of Interior Morton Reports on Indian Maftters. Press Release,

_ March 1973.

3
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'APPENDIX D |
_ Postsecondary Indian Students

_ + In 1957. an estimated 2,000 Indian students wera in colleges and other

-'-_213
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o

. postsecondary institutions. This number had increased to about 10,000 in~ - |

1970. .
. f-

It is estimated that about 3.000 Indian high school graduates entered

college in 1970 and that about one-fourth of this number will graduate from .

A four-year course. This indicates that approximately 18 percent of an age
cohort are entering college. compared with about 40 percent of the age'group

of all American youth;and that.4 percent are graduat’ag from a four-year

~ course compared with about 22 percent of the total American age cohort.

Among postseconddry students, 42 percent are attending colleges and

" taking academic courses. whilethe other 58 percent are taking vocational- -

technical courses which require from ofie to three years of training.

Thé ratio of men to women anfong postsecondary students is approx-
imately 55 to 45. ) C ,

- ~ res——

Source: Estelle Fuchs and Robert |. Havighurt, To Live on This Earth: American

Indian Education (New York: Doubleday, 1972, no page given).
o . v * : .
v : " APPENDIX E
' TABLE2 .
BUREAU OF INDIAN AFFAIRS PROJECTIONS
. C 1971-72 197273 1973-74
Number of students funded 6.623 10000 - 14.000
Adult vocational grants o 907 14000 1,150-1,957 -
Dropouts L . 953 1.521 1.974
Graduates . 345 - 551 600
Total Expenditures $6.098.000 - $15.248.000  $16,148,000
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. terminate and society must be reeducated to the concept of the tossed salad

CHAPTER 2

- COMPETENCIES FOR TEACHERS OF
CULTURALLY: DIFFERENT CHILDREN:
' TEACHER COMPETENCIES FOR TEACHING
' NATIVE AMERICAN CHILDREN

Milo Kalectaca "= .
Associate Director of Teacher Corps
Northern Arizona University, Flagstaff

v

‘*ﬂ"’?’h‘ts‘:s a culturally“diverse nation. Many peuple have seen thns as a
div isive force within this munt}y and have, thus, promulgated the “melt-
ing pot philosophy* in an attempt to obscure these differences. Today many
of these culturally distinct groups have proclaimed nonacceptance of amal-
gamation. This practice of nonacceptance of caltural distinctions must

philosophy from the melting pot theory (i.e. each element mixed with others
while maintaining its own unique flavor, making a unigue contribution to
the total quality of the American experience with no element seen as worse
or better than any other).! .

* Dealing with Cultural Diversity o

“Having a diversity of cultures within a single country can be a threat,
a problem. or an asset. "2 Thus steps must be taken to make it an asset. Just
because a group of people look at and solve a problem differently doesn't
ingan they are any better or worse as people.

Traditional teacher education programs are not producing people

-equipped to teach minority children and youth effectively. If humanizing

the cirriculum is truly a Value in the educational system in twentieth cen-
tury America, then the people for whom the cury iculum is demgned must
be involved.

. The official position is that minority group children who are * culturally

,depnved should be taught middle-class values, yet—-"lndfvnduality can

Q
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- only exist in a piuralistxc society . wherein differences are appreciated ﬂnd

protected.”$
If we are to have relevancy in educatmn and a democratic society, goals

) " and objectives should be based on the cultural values and differences of the .
various socioeconomic groups of America and should be reflected in the =~

goals of the total educational system. There should be programs in which
the tribal-specific language and culture of the children are brought into

=. the classroom as an integrated part of the schoo! program. The child needs

-,

to learn the language and culture of the school. but the school needs to

- learn about and appreciate the language and culture of the child as well.

.

Cultural differences involve alternative ways of looking at and doing things.

Teacher competencies have to be specified -and must relate to under-
standing cultural diversity. A curriculum in order to be successful must
‘represent several cultures. and the development of that curriculum must
‘be handled by those who represent the diversity of cuitures through

which the learner must daily maneuver.

Deﬁmtxon of Teacher Competency

Perhaps it would be appropriate to define at thls time what we mean-

‘ .e.gb hir teacher competency. Competencies may be simply defined as behaviors

2

.
"
e

N

which effectively satisfy their objectives. Teacher cG ncieg are per-

~ formances which have been judged to be effective in satisfying jectives
‘'of the teaching profession. Statements of teacher competencies describe

what the authorities who have specified them regard as adequate descrip-
tions of a competent teacher. In.most teacher education programs the com-
prehensive set of these statements provides a description of what the judges

_ believe a teacher should be like when he or she is ready to teach.*

, Knowing the Community

In order for the teacher to gain community support and maneuver with- -

-

" inthe students’ environment oufside the classrooin, the teacher should have
‘the ability to maneuver within the community. Often, little or no effort is

.made to visit the child's home and cofmunity to understand thé child

as a whole. A teacher should recognize and respect that a community also
consists -of a government, service agencies, history, language and culture,

- value system, religion. and education.® These elements should become part

of the curriculum as well as influence the teacher's attitude toward hxs or
her students. .

A competent teacher of an Indian commumty. for example. shoild be
able to—

1. describe the geogra&y. home life, and economics of that Indian com-
munity;

2. describe the services offered by the various community agencies active

in the school community; Qnd

Ay
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;- 3. discuss the"inhal government and name and descnbe the responsibllitxes —
* of the officials. :

:‘ »

In the area uf f language and t.ultum. the c.nmpetent tear.her should be
. able to—

. analyuéhe Indian language in comparison to Bnghsh
O

. 2. point the difficulties that these children have in learning the Englnsh Sh
languagf: and . !

Y 3. talk absgut the various arts and-crafts of the Indian.

——

» competent teacher should be able to—

" 1. give a brief history of that Indian group; and

2. nl:amu the gregf leaders of the past and present and be able to tell about
" them . o

" On other aspects of the community—value system..rellgion. end educa-
tion—the teacher should be able to—

1. describe how a Navajo or Hopi views honesty, punishment, i ath telling, *
- rewards. sharing. coinpetition. going against custom;

2. describe the religion: ' .

3. difforentiate between religious ceremonies that are private and those that

. are public; : . K 221
- 4. tell the importance of each of the rehgmus ceremonies;

5. describe the major educational systems on the reservation; - -
. 6, list the tribal education goals: : ) S -

7. describe the feelings of community members about education; and

8. inform the parents on how they can be involved in the educational

' process of their children. * .

The primary purpose of our Navajo-Hopi Teacher Corps Program at
Northern Arizona University is to draw more Indians into the field of Indian .
education, both on a professional basis and by direct community involve-

. -ment. All too often the parents of children in reservation schools are not
. consulted about curriculum changes, staff changes, and other changes in
- school policy which affect their children daily. Indian interns can provide *°
effective communication between the parents of the children and the edu-
~cators and administrators of the school. Indian interns can provide those
. valuable links precisely because they are Indians. raised in the local culture
and speakmg the local language.

" Preservice and Inservice Teacher Training:
~ The Northern Arizona University preservice instructional program'

focuses on giving a total picture of the Indian child in the home and scheol -

. *Portions of this program description are based on the Teacher Corps Pmposal—Cyclu
8 ll-‘lagstaff Northem Arizona University, February 15, 1973).

-~
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. mwimnmem !‘.mph&m is on the mdmdu'al inthe educaﬁunul process, and

on, emational. social and cultural factors in the formation of the. Iidian
child. The language section discusses (a) the problems of the bilingual child
wm?/-g into an entirely new language sifuation: {(b) how the native language
depitts the culture; and (g) instruction in basic Navajo and Hopi languages
(nop -native speakers learn reading and writing. Indian interns study linguis-
tic analysis). The sociscultural section- deals with problems in “reaching”
,children. What are the cultugal and social barriers in the way of the Indian
" child's education? The child development section includos testing aml test
‘interpretation with the nop-Anglo ¢ hlld in mind.
PP -

\

We expect intefns as a result of preservice training to understand reser-

c:ow'm'm(;ms i«:xmx TTED OF INTERNS

¢ vation living conditions and cultures. ‘The intern will—.

1. know the history and role of mmontv groups in America;

2. bevome aware of values of Navajo and Hopi culture:

3. become proficient in culturally andlyzing minority zulture values;

4. discuss and andlyze generally held stereotypes, fears. and rgescum,ep-
tions about minority groups:

5. understand how white cultural values penalize Indians for their ¢ ultural .
values through culture-biased tests;

6 compare values of white culture. Indian culture, with some other minority
(ulture {e.g. Mexican American. Black): and

7. have experience in decoding an alien languagu to gain empathy for the
problems of minority peoples.s.

Competencies that Corps members will exhibit during their- intemship
were developed by the Program. In the preparation of the evaluation criteria.
several basic' considerations were necessary, It was agreed that criterla for
evaluation should be reflective of desired performance expected of a teacher
—in other words. how teachers ‘are expected to perform. The criteria for .
cbservation and evaluation have been placed under four general areas:
Prepuratmn. Performance. -Product {the student), and Personal and Pm-
femmnal Attitudis,?

A

COMFETENCIES EXFECTED OF TEACHERS oy

The competencies selected from those in each area listed abiwe are
those needed to teach culturally diverse and/or culturally different cinldren.
These. then. become teacher competencies or behavmre expected of tbachyrs.

Instructional Competencies

The teacher—

" ‘@ involves students in a variety of relevant activities,

. presents altemata methods of instruction when required,

- »
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e utilizes a variety of resoul’ces / :

* ® uses appropriate remedial material.

- Community Competenqim_

I

The teacher— : -Q(:,
¢ welcomes parental and community visitation. ' - ol
‘e communicates with the community on school matters, C 5]
- ® participates in appropriate community activities and organizations, ' @\%
@ assesses and.or identifies community attitudes, ¢ S N
Student-Teacher Relationship Competencies _ v .
' The teacher— 5 s .
® exhibits an honest liking and sincere regard for students, - °

& encourages student respect for all cultures, :

. + @ encodrages stadents to wark cooperatively as well as individually.

- toygchid on in previous sections of the paper, others are additional). The com-

Ha\'t‘:fg resource persens. in the classroom who are fluent in the chil-
dren’s language can increase language understanding and use in a way that
encourages children to express themYelves. Learning materials and ex- -
perien..os which reflect the positive social, family, ans ethnic background
of different child-groups within the classroom can do much to build positive -
self~concepts and individual strengths in children. A program that is sensi- 249 -
tive to the cultural needs of the children, which incorperates impurtant '
elements of cultural backgrounds. of families being served—language,
music, ceremonial days—can achieve continuity between the home and the
schoaol. ' . :

n
A

Teacher Competencies for a Multicultural Society

* Multicultural education should develop teachers who will deeply
respect cultural differences which can contribute positively to American
‘education by providing cultural experiences and enrichment to other ethnic
groups. Thefollowing ‘are some competencies for teachers of ‘culturally
diverse children (some of these may be repetitive because they have been

o ‘petent teacher: .

1. Rexognizes that all cultures have the same human needs _ .
Ja. wm izes those materials and resources which promote paositive self- '

concepts ' : _

3. Utilizes those aspects of a studeat’s culture for planning and presenting
instruction which will enhance student seli-development e

4. Helps students understand their values and attitudes _

5. Recognizes the effects and expectancies of the-dominant culture which

" stifle motivation and learning ' '

6. Knows about the sociopolitical characteristics of American soo&ety and

" the local community . ’ :

[
-
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. 7. Participates with pamms and students in dasrgning. and evaluaung

224

activities - . &
8. Develops an atmosphere of shared decision making in the classroom
9.' Encourage’ individuality and oraginaligy ) . .

10. Instills in students an appreciation .. human dwersity~

. 1. Encourages student participation and divergent points of view .

12. Incorporates cummhnity TeSOUrces ir) the school program

W Unhzes cmnmunity resources in Llassroom mstrm.tion

Competencv-Based Teacher Educat\on--—A Strategy

With this-great diversitg in culture and individual differences in chil-
dren and their teachers, it is assumed that institutional resoutces as a pri-

_-mary basis for accreditation must be questioned. Further, we assume that.
knowledge of subject matter, some teaching methods, and d téim of student

#eaching can no longer be ‘acceptable as a primary basis to: predict success
of'a prospective teacher and the granting of certification. Teacher educa-
tion’does necessitate continuing the combination of knowledge, theory,
afid prattice; however, this education is belisved most desirable and most
-effective when acquired in a clinical mode, with a flexible program focus-

. ing on thé criteria of performance—performamee of competencies expressed

in general and specific behavioral objectives.
An ideal program would— * | K

1. specify basic and specific competencies of teachers ¥nd teaching interns
within and out of the classroom;

© 2. provide a training program to meet the specific needs of the students.

3. continue reevaluatiosi of curriculum and teaching techmques.

4. expand practicum time, through either a longer regular internship or
* fivesyear program; and - o

; 5. provide a variety of student teaching {(intern) lahnratory experlences.

Compelem.y-based teacher educatfﬁn has the potential as a strategy

" for préparing effective teachers mainly because of its hasic characteristics

1 Competencies are made public in advasce.
- .2, The syidents’ rate of pragress through the program is determmed by

d strated competency rather than by, time pr course completion
!nstruction is individuakized and person‘allzed [

The emphasis is on exit, ot on “entrance, requirements

Instruction is modwlarized which aflows for self-pacing ..

The program is field-centered.® , - .

In CBTE the learner is the most important eleffient. Flexihility in the *
scheduling of learning activities is paramount in'importance, In thns“w,.\'uer S

?’?’:"E"

. approach, utilization of a variety of instructional activities is emphasized.

Furlhermore, alternate sets of performance activities are provided. Leaming

@ .
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" . styles have been categorized into three areas: visual, auditory, and psycho-

* motor..We have found through reevaluation that the first set of instructional
activities, being-more visually oriented. do not always satisfy all individual
needs. It may be that through auditory means or psychomotor means, ob-
jectives can be better met. There are no fixed rules as to how. when, or

"+ ‘where learning is to be-accomplished. Opporiunities are pmvxded to acquxre

_ comyretencies in practical fisld experience or on the job. -

"Thig type of experience can be both practical and beneficial. Compe-
fencies that are already possessed by the individual cah be recognized. .
and the persan should be-allowed to demonstraté these competencies. If
competencies are purformed to satisfaction. proper credits should be given
‘and the individual allowed to bypass certain blocks of studies. The concern
- is for exit requirements. not entrance requirements. Coﬁtmuous evaluation,
feedback. and ravision are integral parts of the program. Field-centéred
experiencgs which allow continuous evaluation can.encompass a broad-
basued {nvolvement in teacher training by university, community. school,”
and students ther-nlves. Students can decide on their own if teaching
is rually what thvv want to do. Naturally. the community is given the op-
portunigy to sav which and what kind of teachers it wants for its schools
_and-children. ¢ -

Self-pacing allows for mthvmualuatxon and persana'h?atmn of ingtruc- 225
. tion, The slow learners are no longer frustrated because they cannot keep
up with fast learners. while the fast learners are not held back by, sow:
" learners and can continue on to more ‘challenging areas. Since emphasis

v is placed on exit rather than entrance requirements, training programs are .
open for a wide variety of persons entermg the field. With continuous assess-

., ment of the progress of each student moving at histher own rate. and witha
variety of choices for a goal, many who would normally have been excluded -
because of educational assessment, cultural background, race,or previous
interest can enter and successfully complete a teacher training program.
The result can be a wholesome diversity of background in the teaching
profession.

The goal of CBTE in relationship to multxculturat education should
be the training of competen. educa*ors who are able to relate to the diverse
cultures of our society. This training should be designed to develcp such

- unique competencies as an understanding of cultural pluralism, bilingual-
ism. and dialects (in systems where nesded. it will require bilingual per-
sonnel). Training should also include competencies in cross-cultural
curiiculum development. community-based education, and effective learn-
ing as it relates to minorities. The goal of CBTE should be te provide the

-

.

-*. kind of trainees for differentiated staff positions who are supportivg of the

innovative changes needed for effective educational development.® .

-

1l Sullivan. Allen K. “Issues on Assessing Multi-Cultuged Youth: Its Implications for
(€ . .
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CHAPTER 3

»
. L

A'NEED FOR COMPETENCY-BASED TEACHER

- " . EDUCATION FOR NATIVE AMERICANS

.t .
_— - . . .

e Louise Miller -
- Education Specialist |
Assistant Area Director. Education
Bureau of Indian Affairs
Sacramento, California

a

P

Education has borne the major thrust of the challenge which contem-
borary human issues have put to social institutions. Among various social

concerans, it is the issue of the education of the Native American Indian which’

has levilsd the most persistent and unresolved challonge. The challenge
has not bern completely ignored, as the records of the Bureau of Indian Af-
fairs (BIAj and public school programs attest. However. as the statistics of
Indian education failure testify, the challenge has yet gone unmet.

" The answer to the unmet challenge has consistently eluded educators.
An effective overall strategy for educating Indian children has not yet been

*- found. This sjtuation exists despite the implementation of a wide variety of

programs and approaches. However, as we examine the philosephy- which
undergirds such programs, we may begin to discern the patently self-defeat-
ing structure on which thev are founded. That philosophy, so forcefully

projected ;onto the American Ifadlan. is one of assimilation into the main-

stream of American life and a ubiguitous denigration of Indianness that is

. Perpetuated within American society and educational institutions. -

In his poem, “Fhe Lavender Kitten,"*Alonzo Lopez, a young Papago
poet from Pima County. Arizona, eloquently brings into focus the feelings

of American Indians and their abortive struggle to attain that elusive place _

that society dictates they must achieve.

Miles and miles of pasture_
rolled on before me.

Covered with grass and clover
dved pink. white and blue. _

*“The Lavender Kitten" by Alonzo Lopez from THE WHISPERING WIND: Poetry by
Young American Indians, edited by Terry Allen copyright 1972 by The Institute of
Americy! Indian Arts. Reprinted by permission of Deoubleday & Co., Inc.

)
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“At the edge of the ﬂuctuatmg
sea of watercolors .
Sat a lavender kitten.
.+ Its fur glinted from an oscillating
"~ ray of pink,
Quivered gently at the touch of a
swirling blue breeze.” -
. Its emerald eyes glittered
" And gazed blindly at the lighting
. and fading sky of hazy red,
! Yellow, white, and blue. : o
: My heart knocked within my chest.
I must have the lavender kitten!
I ran across the multi-colored field,
my arms reaching forward.
" Time slowed. .
I tried to run faster
. " but moved twice as slowly. '
— .. The blue breeze circled and tighfened
.- around me. : .o
" Holding me back. ) ' -
. The kitten rose and stretched :
sending lavender mist
Swimming in every direction.
It turned and started away
_ in huge. slow strides. e
I followed and,
by a shimmering prism lake.
I came within reach of the kitten.-
I offered my hand
and the kitten edged away,
Farther and farther.
Then the lake turned from crystal
to deep purple.
I looked around.
. The colors began to melt
The red sun turned to a dull grey.
The colofed-filled sky turned to black.
The grass and clover began
to wither and die.

A

Y 1 looked down into the pool before me.
4 : There. at the bottom of - .
the orchid glass cage, _
Lay the lavender kitten.! .

" The scourge of Indianness addressed within these lines unsheathes a
deeper tragedy. Beautiful words betray obscene genocide: the Tavender
kitten becomes the ultimate and unobtainable goal of assimilation to be

- grasped after and made 4 personal coup; the prism lake—so like a well-

honed knife—surely. swiftly turns to the deep purple of blood, the edge
so sharp the Indian hardly knows that the kitten is really the Indian who
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is dead. The deeper tragedy reflected in Lopez's words lies in its oppress'iVe
* reality. American Indians have not, and cannot, cease to be what and who
they are. because when they do, it means thay are dead. .

But to remain Indian is intricately woven into the American social con- " '

lext as somehow andesirable and evil. The disparaging connotation of

being Indian is molded inte our laws. our religionssour language. and our

system of education. It is this latter condition which is here indicated as
. the source of Indian educational failure,

Why Indian Children Fail o

Bruce Gaarder states in a report? that one of the underlying causes of
the Indian child's failure in school is that the educational policy for Ameri-
can Indian children has been based on the principle that the Indians’ sal-
vation lies in their ceasing to be what afid who they are. Essentially, the
message communicated to Indian children is that their worth is contingent
on the extent {0 which they can approximate whiteness. This same message
. Is projected within the various programs which have been spawned to re-
mediate the Indian educational failure which has been fostered by that very

.~

massage, :

The cycle of failure faced by Indian children in schools, whether
federal or public, may well continue for years to come because, typically,
“the approach to Indian education has been consistently focused on com-
-pensatory education and the need for Indian children to assimilate into
the larger and dominant society without regard to the children's rich cul-
tural background and the learning styles which they have already acquired.

Indian culture has been presumed to be, at best, irrelevant but more com-

monly dysfunctiona! vis-a-vis the education process.’

When this orientation is carried to the extent of communicating to
children that their adequacy is contingent upon diminishing that which is
‘most natural ta them. it cannot but have a profoundly crippling effect, if

229

not indeed end in complete destruction of the child. Specifically, this nega- * -
tive valuation projected onto the Indian child develops feelings of anomie

which are highly psychologically charged. To withdraw and fail academi-
cally remains the only recourse for personal survival left to the Indian child.
, Educatibnﬁas not met the Indian child's edutational needs and is being
“called on the carpet” for its failure. Deutsch made this point quite cogently
- in stating, "Education is being asked to compensate not only for its own
failure but for society's as well. Education’s fault has been its inability to

identify its own problems and its moral callousness in allowing massive -

failure and miserable educational conditions to exist for a substantial seg-
ment of the school popllation.? . - .

-

.Building a New Indian Self-lmage_

According to Spindler. the scheol is the chief vehicle of socialization; -

Vel ¢
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within it are programs of study containing those areas of experience and,

content which are essential to the developn}ent;of desired characteristics
of behavior selected from the total range of possibilities existing in/the
culture. He suggests that intelligent selection can be based only on con-

_sidersble cultural insight and understanding.* This is particularly true for -

the Native American child. The Special Subcommittee'on Indian Education
states that the Indian’s image of himself or herself depends, in that last

_ analysis, upon the image held by the dominant white society.®

- Aost theorists agree that feelings of self-worth and adequacy'within

" an individual are largely a learned phenomenon. in which an individual

develops a self-image or concépt by incorporating sources of data from
significant_others in his or her environment. It is. as Sullivan- pufs it, a
product of the “reflected appraisals” of the society within which the in-
dividual lives.* o . ' .

~ Indeed. if this brand of disérimination and rejection has been fostered
unwittingly by the educational system. then it must be admitted openly. .
and new educational premises must be constructed. Fromm offers this re-
assurince: ~As long as we can think of alternatives. we are not lost; as
long as we can consult together and plan together, we can hope.”” It is in
effect what the Indian community is asking. :

T
» .

EDUCATION FOR INDIAN PRIDE.

One of the most pusitive educational alternatives that must bes con-
sidered by educational institutions, particularly on the university level, is
the rapidly developing Indian ethic that began to emerge in the late 1960se
That ethic reflects the Indian pride movement and the search for self-

. determination. This emergence has the potential for reversing the Indian

‘educational failure and the accompanying derogation of the Indian which
‘has been promulgated within American social institutions in general and

" most grossly within American educational institutions. It is alsé the source

of mounting pressure for the development and inclusion of Indian culture
and. history as a relevant and essential area for curriculum. development.
Most crucial in all of this is the reversal of the deficient orientation of
education programs for Indian students. - '

Therein lies the potential for making school a positive learning ex--
perience for the Indian child and a viable process for enriching the curricu-

" lum for all children. For those schools of education which have a sincere

“interest in improving Indian edwucation, there are existing workable pro-

‘grams which serve as models. These models are: The American Indian.

Survival Schools in Milwaukee and Chicago: Arapaho, Shoshone High
School in Wyoming: Busby and Rocky Boy's. Schools in Montana; Kuskao-
kwim Valley in Alaska: and Ramah Navaho Day School and Rough Rock

Demonstration School in New Mexico.

The educational challenge is clear. Educatidnal institutions must re-
' . § 4 -
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_spont to the challenge if they are to survive and continue to serve society.

" The emerging Indian cultural positives must be encompassed and uséd as

* a major defining theme for the development of successful Indian education

- programs and the establishment of clearly defined tasks. These programs
and tasks will enable Indians to become part of and to utilize the school
system as.a meaningful resource to sustain’ the hfestyle that meets their
s.m.ml and economic needs.

Federal Report,on I'ndia_n Education
To fully grasp the coniplexity and the enormity of the task involved in

> Indian educational change. it is necessary to review the past. The First
Annual Report to the Congress of the United States by the National Advi-

" sory Council on Indian Education® gives a concise and accurate summary
of historic aandmgs from Indian Education: National Trugedy AN
ChaHenge £

L REOPE "
l POLI(YI‘AILURF - Lo, ) .

The dominant, Pahcfi." of the Federal Government toward the = L

American~fridian has. _been one of coercive assimilation. The
fpuh(:\ resulted in: .

- A. Tbe destruction and disorganization of Indian communi-
tle's and individuals,

B. A desperately sevére and self-perpetuatmg c.ycle of pov-.
erty for most Indians.

(.. The growth of a large, ineffective, and qelf-perpatuatmg

_ bureaucracy which retards the elimination of Indian

o poverty, # \

D.. A waste of Federal appropriations.

Al

II. NATIONAL ATTITUDES -

The coercive a sxrmlatmn policy has had a strong negatwe m-
. fluence on nat{onal attitudes. It has resulted in:
A. A natidn that is massively uninformed and misinformed
abput the American Indian, and his past and present.
B. Pre)udtce racial intolerance, and discrimination towards
Indians far more widespread and sericus than generally
recogmzed

n EbUCATlONAL FAILURE

The coercive assimilation policy has had disastrous effect on the
education of Indian children.’It has resulted in:
A. The classfoom and the school becoming a kind of battle-
- ground whare the Indian child attempts to protect his
integrity and’identify as an individual by defeating the
purposes of the school,

', “,éb‘f“ﬁ’
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T '« " - B..Schools which fail to unﬁemand or adapt to, and i in fact | .. R
: often denigrate. cultural differences. IR
C. Sthools which blame their own failure on thd Indian stu-
‘dent and reinforce his defensiveness. .
. D. Schools which fail to recognize the importance and
. validity of the Indian community. The community and
. child retaliate by treating the school as an alien institu-
s tion. . T . '
. - E. A dismal record of absenteeism, dropouts negative-seli-
image. low ‘achievement. and ultimately, academic .
é glure forniany. Indian children.
;@- REA perpetuation of the cycle of poverty which undermmes
o Td _the success of all other Federal progm{ﬁs

‘IV. CAUSES OF THE POLICY FAILURE
The coercive assimilation has two primary historical roots:
A. A continuous desire to exploit, and expropriate lndnan
land and physmal resources.

© B. A self-righféous intolerance of mhal commumhes and
cultural dlﬁerem.es" i , .

-
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' \ jlt is evident that an institution that has historically perpetuated such
“destructive Tacism against a group of people cannot of its own volition
deﬁne the needs of that particular group. Rather, definition for change must -
emanate from that group that has beei discriminated agaihst. preyed upon,
and robbed of much of its human dignity. Only then can there be a drawing
into full focus of the historical events. the sociological and psychological -
forces of the past—those prime factors that are waiting to shape. Indian
students’ behavior aand attitudes that make them umquely what they are.

L / The prime requls_ltes for change must;bie generated in a climate of will-
. }{ ingness on the part of educational ingtitutions to assume the responsibility
\ '} of their role as change agents and to valu:ilapte the definition of educational
"7 -| .expectations, needs. and priorities as de éd by the Indian community.
" -1 Those definitions of educational needs by the Indian community should _
then be processed into existing teacher training programs as viable and
essential components in the teacher training process. To lack the knowledge =
of cultural. sociological, and historical perspectives of various peoples is to
be without an understanding of how they are to be, without an upderstand-. \.
ing -of how they behave and the rationale for such behavior; it is\then that
‘education becomes a process of trial and error classification of professional
endeavor, This is particularly trué when learning constructs insist on espous-
.ing a single majority cultural orientation. The teacher should be trained in
the process of transposing the environment of the Indian child into principles
and concepts that are necessary for that child to deal with the learning
process and to be successful in it. ~ " .

-

-
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A Competency-Based Model for Tra_mmg Téachers .
.Of the Culturally Different Child - : .

“One of the most comprehensive models that deal with thé training of

wg(t‘lers for the ethnically different child is being developed at the Institute -

- for Cultural Pluralism, San Diego State University.¢ It is a competency-

" ‘based teacher training program that parallels the positive Indian thrust for
. an effective educational intervention strategy.

The Community, Home, Cultural Awareness, and Language -
Training (CHCALT) model is composed of four basic components:

.+ 1. Philosophy of education for the culturally and likguistically
: different

.2. Sociocultural awarem:ss-home and community based -

3. Oral language and assossment technigues

4. Diagnostic and prescriptive strategies®*

The salient features of each of the four compeonents of the CHCALT -
“model are outlined in the chapter by Mazon in this book. A list of the specific
competencies considered essential for achieving the goals of each compo-
nent is followed by a rationaléXr the program compcnent.

. Before viewing teacher compftencies specifically for the Native Ameri- ..
can segment. it must be remambe¥ed that one of the fallacies and the basic
underlying assuiption of Indian Bducation has been to lump the needs of
all Native Americans into one global definition. Rather. it must be under-
. stood that each Indian tribal group has its own language. its own economics,
its own philosophy:. its own psychology. its ewn religious base. and its own
history of origin. These components inextricably become the base of any
- particular tribal culture. The conclusion must then be drawn that, if teach-.
ing competencies are to be defined, they must come from that target group.
Communication is the vital link in the building of a workable teacher
" training program.

233,

. Teacher Attitudes Study

. To explore further the need for implementation of a competency-based
teacher education program, a yet unpublished study in California conducted
in ten school districts statewide'? revealed many of the reasons why the

"Native American student has not succeeded in the educational process of
that state. The study was baSed upon 19 concerns that were identified by

+ * the Indian community at large as important factors in the education of the

. -Indian child in the public school system. Those conceris were constructed

into a questionnaire and administered in 10 school districts that serve a

. high Indian student population. Participating in that questionnaire, or F

.} - test, were 141 Indian students, 120 parents. and 402 non-Indian teachers
and admnmstrators.

CERIC
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From thv pumt of view of Indian people. the followmg nine points -
reveal some. negative athtudes of teachers:

- . 1. Indian students should be regarded the same as all other students.

2. Tt is not important for school to identify Indian students as a group.

3. The child's Indian background was an influence in the child’s suncess/
*failure in school. - .

- 4, it is not important for the Indian thld to speak his/her native language.

5. If an-Indian student is haviiig difficulty in school, pethaps the Bureau.
" choice would be a better choice.

" 6. There is lack of communication between teachers and Indian students.

7. There is even less communication between teachers and Indian parents. ©

" 8. There is little value.in a home visit by the teacher if the student is havmg

_difticulty, -

9. Teachers felt there was only a small degree of discrimination against the
Indian student by ather students, staff, or administration.

A o2 twersp.ly..ueachcrs also felt that it is important for teachers—
‘ l. to know local Indian tribal groups.

. to know local Indign culture. . .
.S to have Indid@d clubs on campus, o ;

4. to have Indian students participate in sports events and extra-curricular
activities, .
5..to have the Indian (hnld retain his/her Indian culture.

- t
z
N .

‘Speciﬁc_Competéncies for Teachers of Native Americans

. Based on the analysis of data such as this. the following competencies
for teacher education are offered.

~ ANTHROPOLQGICAL PERSPECTIVES

" 1. Demonstrate knuwle#‘ ge of Indian tribalism. the vast linguistic and.

cultural differences among the Indian tribes of the United Stafes. what

forces {(economic. political or other) brought about those vast differences.

Demonstrate a knowledge of the United States Indian Reservation Sys-

tem. their locations. and the historical and legal bases of the local reserva-

tions and communities in particular. ™ U .

.3. Demonstrate knowledge of the Indians’ semi-sovereign status to the
United States Government that no other group possesses.

| 3

‘4. Demonstrate lrnuuledge of the diverse linguistic groups of the Amaerican

" Indian. (Nearly 200 tribal languages are spoken today.)

SOCIOLOGICAL PERSPECTIVES

1. Demonstrate an understanding of the nature of cooperahve muetles as:
opposed to a competitive society, - D

«



- Demonstrate an understanding of internal controls impased by the In.

dian communpity on its members. - -

Demonstrate an understanding of Indian civil ﬁghu that is different from -

the civil rights of other ethnic groups.

Demunstrate an understanding of the ‘extended tamily as opposed to.

the nuclear family. '

. Demonstrate an understanding of why the Indian cintinucs to adhere

to Indian values, morals. and traditions. ‘
Demonstrate an understanding of Indian resentment toward the over-

.

-ridingly oppressive social system.

Demonstrate a knowledge of the vast ‘contributim'ls the American In.
dian has made and is making to present-day society.
Demonstrate a knowledge of why the Indian is locked into the cycle of

- poverty.

Demonstrate a knowledge of the Indian’s relationship to the state am}

federal government.

* * AESTHETIC AND RELIGIOUS PERSPECTIVES

1

Understand that aesthetic values and religious- beliefs have a very close

" relationships many times being one and the same.

2
3.

.'.4.

Understand that oral histories and lifeways are the basis for teaching
the morality and laws of tribal groups. .

Understand that leadership, both geligious and secular, are intrically
bound together.

Realize and understand that many American Indian groups already

bgve ethically and morally valid belief systems.

LINGUISTIC PERSPECTIVE

Understand how language represents the functions and philosophies

of a culture; and how impingement of alien langtiages forces those “speakers

into two different images of reality."t*

. DIAGNOSTIC AND PRESCRIPTIVE STRATEGIES . -

A teacher must understand behavorial tendencies which may differ

vith geographic location, but which are usually present in some degree,
The following are examples:

. 1.\Understand that Indians and non-Ifidians have different referents and

« 2.

Q

perceptions to humor. These are often antagonistic to each other. Indian
humor may not be humorous to sion-Indians. Indtans’ formalized joking
rela\iunships (teasing) and story-telling {(make believe) are intrinsic to

Indiag culture. This perception of humor may be perceived as trouble-_

soms apd disruptive to non-Indians. The teacher should be aware that
this is a-possible source of cultural misinterpretation and conflict.

Understand that Indian students have respect for and respond to family
L £

. 3
.
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* 9. Understand thé dislike of Indian learners for competition expected in.

-t
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authi)rity. however, responsv by learners to school authoriues tends to '

‘he’fearful. Indians tend to withdraw when faced with school authority.
3. Understand that the\Indian learner is taught at home to be independent
“and solf-sufficient. generous. quiet, and dignified. The Indlan (.hlld is
‘taught to avoid boasting about achievements.
‘4. Understand that India) students prefer to work at their own pace, and
=~ tend to resist group activities which aré competitive in nature. Teachers

must understand the standard group instructional mode in schools pro-

duces predictable academ\c failure for Indian learners.

5. Understand that Indian ch{ldren are taught to be quiet and dignified. .

They ﬁnd it difficult to respond to the non-Indian because of built-up
distrust. Status and position\does not impress the lndmn. each person
- is judged on personal merits.
6. Understand that Indiafi studenls are very sensitive to personal dignifi-
cation requirements. Negative remarks about clothes. home or anything
. - pertaining to Indians produces withdrawal and negative feelings which
become progressively maore ifitense with age.
7. Understand that the Indian leamer feels it is importabt to show what
Vau are and what you can do, but not in a boastful way. Indians have
* special concerns with pride for being an Indian.” They have strong
feelings about the superior culture of the Indian. -

8. Understand that Indian pride is severely injured by ‘the negative ap-

preach the schoolsses in dealing with the American Indian in history.

group academic enviwnments They will resist and withdraw when
pushed.

10. Understand why the Indjan learner develops feelings of rejection start. .
" ing at lower gradgs based on perceived rejection by non-Indian peers,’

-by teac hers, by adthority figures, and by community..

It.is imperative that such rer - mmendations be implemented with all
possible haste! It is unthinkabletha .vecanallow furtherirreversible damage
to occur to our Indian children‘as the result of cutrent miseducation.
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« realities of a culturally diverse saciety. Thus, edugation must address
_*providing competencies and skill necessary forfreachers of Native America
students. Educators confront the task of-appriing themselves of the spec-
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In summary, education ‘mgst reorient itself

" CONCLUDING STATEMENT

f\Native American Writer-Editors

- truny 0 Indian education. In this Yegard, the Naper of Patricia Locke pro-
vides comprehens.ve historical and\legalvbackgr und for Indian education.
" The presetvice and inservice training programg of Fount Holland and

Rosella ). Covington serve as ongoing | tribal-speciffc and reseryation teacher ,
training models. The position papets of Milo

lectaca and Louise Mijller

p&mde additional perspectives ‘of coinpetencies and t:)nmg that can and

' do have impact on education. The teacher competen

cat

*Lemon can serve as a broad base for the definition of specific

Nerthern Plains Teacher Corps Program under tite directu%

e ) be developed in concert with the local tribal community.

~ In conclusion, there are red raen, there are different races of men, but -
. all are good in the sight of the Great Spirit. With the implementation of

egories of the

n of Denald

ompetencies

multicultural education, “It is not necdssary for eagles to be crows.”

.
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A CROSS-CULTURAL APPROACH TO .
MULTICULTURAL EDUCATION -

4

The U.S. has always been a multicultural society, but only recently have
the implications and even advantages of this condition been recognized.
- Today, many ethhic groups are deeply concerned about their role in society
. and about society’s attitude toward different ethnic groups. In the three
- preceding sections, Blacks, Spanish-speaking Americans, and Native Ameri-
cans have presented their views. This section, building on contributions
“made by these groups, examines concerns common to other ethnic groups,
concerns which are probably applicable even to ethnic groups not rep-

resented at this conference. o ,

Early Settlers : o : 243 ©

‘As settlements were established in colonial times, the population in
each colony tended to be English-speaking and cufturally homogeneous.
When there were minority groups within the colony, they were expected
to either assimilate into the dominant Anglo group or remain forever out-
-siders. So tar as Native Americans were concerned, the colonists regarded
them as outsiders only rarely to be assimilated, and the colonists were
regarded in turn as outsiders by the Native Americans. ~

With the independence of the U.S., territorial expansion, and conse-
quent increase in‘siZze and diversity of the population, greater multicultural
_ dimensions became apparent. In general, however, ethnic and cultural dif-
ferences were either ignored of rejected by the majority culture. Except
when ethnic or cultural minorities were willing to surrender their distinctive
values, customs, language, and dress, no attempt was made to merge the
- minortity with the majority culture. it was assumed by both that the domi-
nant group was the ruling group, and that minorities could either surrender
and be assimilated, or else remain outsiders. As the controlling group, the
dominant society decided, moreover, either deliberately or by an unwritten
common understanding, which groups were eligible for assimilation. A
caste system thus developed which rigidly exciuded such ethnic groups as
Blacks, Native Americans, and Spanish-speakers from ever assimilating,
‘except in rare instances, with the dominant group. .

The Melting Pot o B .
The concept of the melting pot seemed at first to be a promising attempt

IToxt Provided by ERI
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_tejected as unmeltable many ethnic groups, including Nat

v

to fuse peoples from various new and old immigrant groups into a new multi-
cultural American society. While the concept was attractive te some late
nineteenth-century immigrants, it never really worked. Forone thing, it

i‘;é\Amer'icans,
Blacks; Spanish-speakers, and Orientals. The toncept assumed that only

" the dominant white-Anglo-Saxon Protestant culture was worth saving, and

it was expected that those who wished to be absorbed by the melting pot
had to surrender their own cultural heritage as the price of admission.

. . g o
. Postwar Developments nooo

w244

Though sdciologists had long qnyﬁoned the soundness of the melting -
pot theory, it was not until after Wortd Waf 1 that popular objection became

powerful enough to end its being hailed/as the keystone.of-race relations.
For various Social, political, and economic rgasons, including desegregation
of the armed forces, race relations became too important to be ignored.
For example, the movement of Blacks to the North fed to heavy concentra-
tions of Blacks in northern cities for the first time. The extension of voting
rights to people previously disenfranchised, and other aspects of the civil
rights movement encouraged minority groups’to protest the inferior’ role
assigned them. Minority ethnic groups became increasingly powerful,
politically and socially, and no longer tolerated being ignored by the domi-

- .nant white middle-class power structures. .

xr
 While there has long been polarization in Amterican society between a .
powerful white dominant group and powerless nonwhite minority groups,
today we see the polarization between two mofe or less equally power- -
ful groups. Stressing cultural ‘pluralism and encouraging multicultural
education are attempts to reduce this polarization, and to work for the
development of an American society in which many ethnic groép"s':‘ an live
in a symbioti¢ relationship, where cultural differences are respectedywith-
out the implication that onz culture is better or worse than another. Cultural

- pluratism does not deny the existence of differences in culture;"but it sees

no justification for asking anyone to reject his or her cultural identity and
background in order to have a meaningful life in a multicultural society.

- If cultural pluralism is to be achieved, it is essential to have the school’s

“full participation in conducting educational programs that exemplify what

life in a multicultural society should be. it is also true that the school’s ef-
forts alone will not produce the desired social effect. The yoal of a multi--
cultural society is so important, however, that we cannot afford to ignore.
the school simply because it is not the single, all-powerful change agent
in so important and complex a probleny as race relations.

As we work for multicultural education, we must be wary of committing
an errbr analogous to that involved in acceptance of the melting pot ideol-
ogy. This ideology assumed that the dominant social group remained un-
changed while the minority groups melted in. Itis equally invalid to assume
that with multicultural education the minority ethnic group will remain un-

™
3
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| ‘changed while the dominant middle class does the adjusting. The goais of_

muiticultural education will be realized only when hoth minority and
. majority ethnic’groups recognize and accept the advantages and responsi<
bilities of.living in a multicultural society. No longer is it feasible for any

one ethnic group-to remain fixed in its ways while expecting other groups
. 1o adjust to their standard. * ' ' b

~ Multicuityral education in the U.S, is more important today than ever
before, because our population mobility and nationwide communication
:media eliminate the possibility that there are any ethnic enclaves that will
‘long remain isolated from the tensions and resources of the rest of the
country. Population movements from the rural South and Puerto Rico to
northern cities, and the middle-class exodus to city suburbs illustrate cur-

rent population shifts. Every American must now be made aware of the '

mutlticultural aspects of everyday life, and every teacher, regardless of where
born or educated, must be prepared to work-effectively with children and
communities of different ethnic origins. ' '

&

————

" .Role of CBTE

. -The three ethnic groups represented in this conference have rightly
. focused on their unique needs. The question remains as to whether there

-~ -are-any needs that are common to the three groups as well as to ether groups

not represented here, such as the Filipino or Haitian children in our schools.
The question is also asked whether competency-based teacher education is
an effective means of developing cross-cultural teaching competencies in
_arder to achieve multicultural education in our schools.
. We regard competency-based teacher education as a promising means
of achieving multicultural education. The end, to us, is more important than
“ the means. If competency-based teacher education is more effective in
- achieving multicultural education than other procedures currently used,
we are ardent advocates of competency-based teacher education, wisely
planned and skillfully executed. We are equally ready to ignore or reject
competency-based teacher education if it has no special value for our pur-
poses. ' '
* Because the preceding sections include treatment of CBTE activities

\needed to achieve the objectives discussed, this section will not include _

discussion of activities necessary to achieve objectives important to all ethnic
groups. ; : _ '

" Oneof the reasons why paths of educational pu rpose are often far from
smooth is that the road is strewn with abandoned bandwagons. We are not
eager to add another bandwagon labeled CBTE. It is important, therefore,

to study the contribution CBTE can make to multicultural education, not

merely to see whether it can be rephrased or distorted only to seem to serve
- multicultural purpdses.

. When Knute Rockne was the Notre Dame football coach, he was asked

Q . . . Lo ) ' ] -
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7 Needto Eliminate Stereotybes

.

by a friend why he permitted his opponents’ scouts to-attend Notre Dame’s
_ football practice sessions. Wasn't he afraid they would steal his plays?
. Rockne answered, “It’s not the play but the execution that wins games.”

We ‘want to see CBTE so executed -as to achieve multicultural education

-for a culturally pluralistic society. If it cannat be so executed, we are ready
. to consider other procedures to achieve the goals of multicultural educa-

. X
tion. -

3

If we are to achieve multicultural-education, we must reexamine the
shortcomings of current education programs designed for children from
minority ethnic groups. We must insure proper concern for understanding

" - our students’-cultural heritage, value systems, and the other economic,

‘216

political, and social forces which affect them.

Teachers may overemphasize poverty and low sacioeconomic class
membership as stereotypes for children from minority ethnic groups. While
there are certain cultural practices. including folklore and values, trans-

mitted from elders which are integral to ethnic culture by choice, there -

are also lifestyles forced upon members of a social group because of poverty

“and economic deprivation, which are not voluntarily integral to the ethnic

culture. oo
. Most teachers do not have adequate knowledge of the various cultural

* systems from which their pupils come. It has been assumed for too long that
-good teachers canteach everyone, and that such teachers can provide for the
" pecessary emotional and learning needs of children from diverse cultural

backgrounds. However, as evidenced in low student achievement rates,
there is an impelling nped for reform. 2 ' '

Emphasis on intercultural acceptance among all gmupsjls badly needed

-if we expect to enable new generations to reduce ethnocentrism and under-

stand the world through the eyes of ther people. Cognitive learning about

the contributions of each other’s culture is only the first step. Acceptance,

as a value, must pass beyond mere toleration of others and provide for

internalization of such_an affective value. In this way we can arrive at the -

stage of working and living togethert without the obstacles of scapegoating,

stereotyping, discrimination, and prejudice that prevent effective human -

interrelationshins.

WHAT THE TEACHER CAN DO

Achievement of this grand plan calls forth from ecch of us the most

penetrating scrutiny of ourselves asteachers and humans. We each view the

other through perceptual screens that are as old as we are. We have learned
all our lives about how it’s “supposed to be.” The thin veneer of four to six

years of professional education is.not enough to allow us to be. other than.

we are.

v
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- shquld be paid to the development of the majority language of our American |

. produce a wide range of in-group differences. Thus, if one indulges in .
_stereotyped thinking, one may believe that all Mexican Americans speak

- We althave biases and prejudices which affect how we view the world -
and people in it. But if we would accept the role of teacher of children
-from diverse groups, we must accept the responsibility of discovering and

“.. controlling those patterns in our behavior which would interfere with the A

learners’ free and uninhibited access to knowledge and self-development,

".- Teacher education has the responsibility to search out, evaluate, and or-

ganize programs which will help teachers become competent in this dimen-

.- sionof human development, thereby giving teachers power overthemselves
- and their behavior as they offer every child an equal education opportunity,

ldentifying a culture can give the teacher insight into common value$ * . -

. .and attitudes. Teachers misst acknowledge that there are often\more dif-

ferences within a single cultural group than betweenvarious cultural groups.
Individual differences as well as degree of acculturation and assimilation

Spanish as their primary language, which is not-necessarily trde‘-‘ While
many-may speak Spanish at home, others speak English. .
Another example is that of stereotyping the authority of the father in
Mexican American culture. In those families which tend to be tradjtional -
in their values, customs, and habits, the father is the chief authority figure,

However, democratic sharing of authority between husband and vd\ife is 247

. common ir other Mexican American homes. ” o

- Teachers who are aware of and sensitive to a 1ange of values wit\ ina
culture avoid stereotyping. Instead, they assume the role of learner and
attempt te learn more about each child, relafing to him or her.on the basis
of that child’s cultural framework. Learning each child’s orientation is a con-
tinuous process which can assist the teacher in deciding which aspects of
the child’s culture can be best utilized in the learning process. ;

.- Inatruiy multicultural classroom, thé teacher recognizes, encourages,

and values the bicultural development of students. Rather than forcing all
students into the majority culture mold, the teacher, with great care and .. .
sensitivity, can help children live in two cultures, -
. Since language is a great factor which unites or separates people within:
a culture, special attention should be given to it. While much attention:

culture, the language of culturally different children should be included in '

"~ the curriculum and not be ignored. The degree to which a teacher can do °

- _ish-speaking youngsters in class can conduct learning dctivities in Spanish

.

this will be limited by the teacher’s own facility in the language of culturally
different children. Obviausly, a teacher who speaks Spanish and has Span- . |
when appropriate. . ' . LT
The teacher who understands children who spea‘lk nonstandard English .
can encourage culturally different youth in creative writing, creative drama, |
and other learning activities. If students are allowed and encouraged to

I - ' | Rt
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_ utilize their native language, their creative efforts, whether in writing or
~drama, can be enhanced greatly. f ‘
Both mmonty/and majority ethnic groups can be helped to appreciate
* the contributions of culturally different groups to the enrichment of collo-
quial language. Popular songs, contemporary pogms, and stories are often -
outlets for new expressions. A study of Such cgntemporary art forms can
help both groyps develop a greater understanding and appreciation of the :
variety of language created by culturally dnffe;/ent groups. I

_ The study of nolidays, customs, and foq{ds offers a cross-cultural per- .~ -
. _spective as yet another avenue to be ut:li/ied in achieving the c.b;ectwes
. of appreciation and acceptance of various/cultures.

The identification and acceptance of n’wltuculmrallsm as adesirable goal
should. assist diverse ethnic groups to vf‘nlue it as an lmpurtém Qutcome of
American educatlun /

/ -

WHAT TEACHER EDUCATION CAN PO~ - L

+  In order to prepare and retool teachers for their mles in developing
+«  effective school settings, we must restructure the academic and pedagogical
s4g - Programs which have become enfrenched-as part of the traditional mode of
- teacher education. General education requirements, for example, ordinarily -
do not allow concentration in such disciplines as cultural anthropology,
linguistics, and ethnography. Teacher education has failed to utilize and .
maximize the contributions of these academic areas in the preparation of
teachers. '

Teacher educatmn programs must recognize and capitalize on ethnic’
diversity. They must change in respoanse to the objectives of multicultural _
education advocated throughout this'paper. If we accept cultural pluralism -
as our goal, with its recognition that cultures can be different without
being better or worse, we should be prepared to expect diverse communi-
cation styles and cultural values. and to accept a multnphcny of languages

_and lifestyles.

Teachef education has not taken umo account the fact that individuals
. of one culture have little understanding, appreciation, or acceptance of the
pervading values and lifestyles of other cultures. Teachers must recognize °
that all cultures are dynamic, but that they-vary considerably in their rate
of change. For example, language styles in cultural groups are in a constant
state of evolution. Another reflection of cultures’ innate dynamlcs is the
often rapid change in dress resulting from movies and television, grograms. s

A program derived from an anthropological, linguistic, or socuologucal
base woul. develop those teachin, competencies regarded by the various
ethnic groups as important and basic to developing. philosophical values

_in the teacher. The restructuring of teacher education must consider the
knowledge a prospective teacher can gain from a diversity of experiences
afforded by.a multidisciplinary teacher education program. The importance




of this approach 'must not be sidetracked, since intercultural conflicts fre-
quently surface in value and perceptions. ’ - ,

These culturally derived teaching competencies seem_to. be hinged to
concepts of personalized tindividualized) learning, which demand that the
child be accepted as an individual with specific learning needs. It follows,
then, that a diagnostic/prescriptive approach to teaching would take into

- account the individual needs of students. Diagnosis, a skill performed by
most professionals, calls for determination of student interests, heeds,
learning styles, and strengths. Diagnosis should not be confused with scores
derived from norm-referenced standardized testing and-other°modes of
assessment which have a high cultural bias. The promise of CBTE is that it
45 an individualized teacher education program consisting of specific compe-

+ tencies to be demonstrated, alternative learingstrategies, and criterion-

- referenced measurement., o

1f the adage “teachers teach as they were taught” is true, then a program
of teacher ‘education which reflects the type of teacher behavior desired
in professional teaching is more likely to be relevant. in addition, the trans-
ferability of such behavior from professor to student is enhanced to a much
greater degree, in contrast {o a traditional credit-accumulation program

- steeped in lecture approaches to teaching and learning. .

Teacher edutation programs, if they are to facilitate generic multicul-
tural teaching competencies (i.e.. cross-cultural teaching competencies),
must allow opportunities for total, or at least partial, immersion into other
cultures. This can be accommodated by establishing long-term internships

rather than short-term student-teaching experiences. Internships call for -
experiences by-teacher candidates where, with the aid of anthropologists, .

- linguists, and educators, competencies identified as relating to particular
- cultural settings can be identified and developed. The culture of the schoot
itself has, a profound influence on student behavior as well as on that of
. teachers. With total immersion, or immersion within the limits of the teacher
~ education program, prospective teachers would sharpen their perception of
themselves and of how others perceive them. Such an internship would’
provide prospective teachers the experiences necessary for examining their
own cultural biages and how these biases relate to other cultures. -

Another strategy for the accommadation of cross-cultural competency -
. development is to include and involve minority ethnic community members -

as adjunct program-developers and.instructional staff. Coliaborative organi-
zational structures (teacher centers, personnel development centers) which
can put aside credential requirements for preparing teachers may facilitate
. the immediate invalvment of th¢ community in the professional develop-
ment of teachers! : :

. If total immersion into angther culture seems impossible now, it is
vitally important to include community representatives of target cultures
- in all aspects of the teacher education prog:um.

An equally important aque"ct of cross-cultural training is.the acquisition
. . 51 .
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. of language skills. Potentia! teachers shouk{;mt only be masters of standard

- American English (SAE), but must acquire Those linguistic' competencies

. .
°
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§{%’me'Necessary First Steps . - \

not only enable teachers to diagnose problems and prescribe activities for

-+ the learner, but will also enable them to communicate with-the, comniu-

n\{q, of parents.

) .
\ e e
A

\ Traditionally, teachers have focused their attention on instilling middle-
class values of the dominant culture into their pupils. The demands for

" conformity to the schoal world are frequently at variance with pressures

generated by family and community. As a result the child becomes a pawn, -

v

* which enable them, as teachers, to understand, accept,’and analyze other ..’
‘language patterns and dialects. Linguistics and language competency will

in the contest of competing lifestyles. In this competition, everyone be-"..
k | ittt A {

comes a loser,

Y
Some recent cducational advocates have suggested thatteachers should
glorify and inculcate the values only of the particular culture in which the

. child lives, saying that “children should be taught ta do better the things

250 -

they are going to do anyway.” Although this approach would obviously re-
duce the conflict between values taught in school and those found in the
¢hitd's environment. it ignores the realities of American life and obviates the
potential for enhanced living in a multicultural society: '

Another purpose in keeping with the concepts of a truly multicultural
society is discussed by Bayles, who concludes that education should pro-

mote paositive, development of student outlooks on life, and the capacity .

to construcisuch outlooks indepéndently.' Such a purpose is a realistic goal
forv-,teache(fejh a multicultural society. It would result in increasing the
options of alt pupils. it would help children understand that there are dif-
ferent wafs,of behaving which may belappropriate in different situations,

"and thdi opels goals affect vitally the choices one makes. Thus, our aim is

. valules upbn which the children's-world is pre

.neilhé'r to glorify the status quo, nor to force acceptance or rejection of
séntly based. but to promote:
bgth teachers§’and children’s ability to understand and cope with an en-

v+ Xironmept which can and will change.
ce

To accomplish this purpose, teachers should help pupils find answers
to problems which confront them now or may confront them in the future.
Instéad of merely memorizing facts, pupils will investigate alternatives and
propose solutions to their problems. This approach does not lessen the .
necessity for intensive study of saciety’s accumulated knowledge. However,
it does mean that knowledge is not an end in itself, but has a broader use. .
It is the basis for making decisions and solving prolitems. Pupils, instead
of accepting passively the pronoyncements of te. chers, will be encouraged
to question, search, reflect, and perceive relationships. in short, they will
become increasingly responsibte for their own intellectual, social, and emo-
tional development. The teacher’s importance is in no way diminished, for

\
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the teacher is responsible foricontinuously raising new questions, present-

. -+ ing information, probing for further knowledge,-and helping pupils reach

[

T

~ education program so that sch

. REFERENCES . \ |

- conclusions in harmony with the juigmental criteria that are taken to be

“s ot

" applicable. The teacher thus hecomes the director of a continuing research

effort ih which pupﬂg share Rsprogressively increasing responsibility.
It is important that all sejlgnents of majority ethmc groups, as well

as the minorities, recogniza the ‘need for developing a multicultural teacher .

Is, in turn,.may provide a sound multicul-
tural education prograrm for youngsters, The values sought by minority

ethnic groups are equally impor{ant for the majority, and minoritv views.

of neécessary multicultural competencies show us the directions in, which
teacher education must move. \ L : ' .

Y
N v

© "4 Bayles, Ernest E. Pragmatism in Education. New York: Harper & Row, 1966 (No page

N

given.). ) ) <.

3

W ] .

251.



o .
| e p
L . " R
ER] :
.
C el < .
=, "
[0 '
I s * |
by,
-
N ' )
. s 3
.
%_ ‘

j

Iy B

PART Vi: EPILOGUE

[ 3
.
.
R .
’
[
"~
a \
- .
a
- . * ' il

Q . .

ERlC

.
; & *
- ‘

\

wan AT E




®
| - William A. Hunter : -
:\ - . ) ¢ . A ) ( .
AN - -
¥
. The case for multiculiural education in Amerlca will have to be ade
~ for somg vears to come. Although inroads have been made. and effort
“gaining momentum in establishing the meaning. value. and virtue of multi-
“cultural education, it must become a confinuing national mandate threading
through all facetsgf education—dreams, plans, and practices. The inequities -
in American education did not develop overnight—ror will they be removed
.. in a short time-or as the result of a single effori. What Is necessary, above
..« and beyvond commitment to this new multifac eted-society approach, is ad- "
~+ _ vocacy of multicultural education as an mhemnt part of the democratic way o,

[Sos TR

-

of life we teach. . . 53

Continuous commitment to multicu vral education can be effected in. S
at least two ways: (2} multiculturalism must be practiced: it must permeate
-policies, activities, and procedures; and (h) muhmulturahsrn must be tnade .

4 part of formal learning. All children apd students sheuld have multicul-
tural perspectives-in their subject learnings, where such perspectives would
cccupy their appropriate and rightful:places, making all learning rich and
alive. It is well documented in this book that the true mosaic of cultural
. contributions to this nation’s heritage are not refLected in ‘its currem prac-
- tices or teachings.
' Moreover, through the channel of formal leammg. multicultural educa-
~ tion is a legitimate and fertile area for tesearch; since it is a concentration
.of applied subjects, it forms a subject area in its own right. Substantiv
knowledge is available for a composite study of multicultural education as .
\ R

LY

. .awhaole, as well as a study of its contributing cultures.

- A national program meaningfully cohceptualized with multicultural
values and responsive to inulticultural rieeds, with input from the entire
‘mosaic of ethnic communiities, must begin. Such a program should recognize- -

.« the diversity of needs to be accommodated and administered. We begin -
with the realization that such an-effort must be substantial and of long
_duration in order to eradicate inequities which_ have existed in our country
for at lcast three centunes _
. . '~ . "

What the States ShuulckDo E - ik

. ' The education pmfessxon and the states should seta panem in tha public

Z'EKC I
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schools requiring a minimum of bilingual or bidialectal communications.

. In states and reglons where specific languages and language patterns are -
partiof the contributing culture, those languages should also be taught and

. ued in the schools. Teaching materials, teaching styles, and educational

content should alsoe be revised in terms of bilingual, bicultoral. and multi-

- cultural considerations.

In order to-be certifed. teachers should meet multicultural require-
ments. Before a teacher gains full certification for teaching in public schools,
that teacher should be required to live in the local school community. After

-at least a vear of working and teaching in the local school and living in the - '
. community, and before full certification is granted, an assessment should
be made-of the teacher's effectiveness and potential. This assessment can
be accomplished by a state department of education representative. a school
" administrator. a college or univefsity representative, a master teacher, and
others as the sutting might dictate. including pussibly the uncertified can-

© didate.

* There is supportive evidence of the success which can be achieved in
making teachers more effective in multicultural settings, such as the Co-
operative-Urban Teacher Education (CUTE) Program.* :

States would need to revise their required courses of study, not only
to include necessary studies in contributing cultures but also 'to include

. multicultural content in all subject areas. The cooperation of colleges and

“universities, the academic profession. and agencies and organizations. as

- .well as teachers. schools. communities, and businesses ‘(particularly. the

. .

DR

sl

Q

publications industry) would_be needed in the revision and development

of instructional materials. ‘ ' )
_Education centers, cooperatively established by the state. universities

and colleges, schools. the education profession. and the educationally sensi-

" tivé community [éadership. could establish continuing inservice teacher

education programs as one of their major effdrts. Such center programs
- would not only. enable inservice personnel to, continually upgrade them-

A

© *The Cooperative Urban Teacher Eductition (CIATE} program is a unique inner-city -

teacher education program designed by the Mid-continent Regional Educational
Laboratory {McREL). Kansas City. Mo. A pilot program esteblished relationships
betieen McREL and 13 liberal arts colluges in Mis$buri and Karsas, and the public
schoal systems of Kansus City, Mo. and Kansas City. Ks. After testing and refining by
the McREL staff. the program was expanded to inclide 68 public and private higher
edication institutions, 13 public and 2 parochial school systems, and presently pro-
“vides field experience for prospective teachers of 12 urban centers across the nation.
New installations include a wide spectrum of old and new.physical plants and target
populations. Most of the communities involved have more than one racial minority,
including Spanish-speaking Americans, Orientals, Blacks, Native Americans, and

whites. So far, about 2,000 prospective téachers have participated in this program. . -

AACTE has had u loAg and cooperative association with the CUTE program. including
joint publication of a quarterly newsletter, Target. which dissefninated CUTE activi-

ties. This program is the only one which hes twice received the AACTE Distinguishe
Achievement Award (DAA) for Excellence in Tedcher Education. _ .
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'selves. but would alsu provide a vehicle and forum for dealing with new .

problems and concerns. ) N
. £

What .Colleges and Universities Should Do

o 'The teacher training programs of colleges and universities need to gear
up;/ to handle (a) the new responsibilities of continuing inservice professional |
education. (b} research and preparation of an expanded phalanx of instruc- -
tional materials and procedures for handling those materials. and (c) re-
orientation of preservice programs so that they will prepare education
personnel to appreciate America’s multicultural richness and incorporate
it in their teachings. Among the specific competencies generic to all teacher
capabilities is sensitivity to the cultural needs and integrities of all learners. -

. Tebchers must become competent in multicultura! communication.

. They mis't appreciate the power of communication and the logic of mental
processes which accompany such communication. All teachers will need to
be aware'of different linguistic styles dnd appreeiate the need to become
‘conversant in the language of their studonts. both in thought and verbaliza-
tion. Minimally, teacherscwill be biliné;ually competent. including knowl
edge of the local dialect where apprdpriate. This will mean that teache
-education programs must reconstituté the communication component fgr 239

.. appreciation purposes as well as for/ specialization. Prospective teach

- may not be ready to choose their sscond language until they approach

ce!'tiﬁcation,l‘ unless they vish to spc}izialize in a specific cultural setting.

-~y

THE ROLES OF THE SOCIAL sc:m]‘krcss AND HUMANITIES

The sotial science component of the general teacher education programn
would provide an appreciation of the essential nature of the multicultural
‘heritage of nur saciety. as well asithe special applied aspects of the Social

- ’sciences to problems and circumstances of various cultural groups.

The history of the country, '\\fould be rewritten to reflect the presence, .

role, participation. and contributipns of all peoples in the events which built
our nation. This effort may need| initial subsidjes for at least two r¢asons:
(a) research is needed in some gignificant areas because records con “erning
minority groups were either, destrayed or by legal ruling not kept; and (b)
the publishing industry has had'a long history of resistance to p lishing
materials describing minority group contributions. Some have alleged that
such publications would not hdave a market and would be offénsive to

- majerity group readers. All learriing materials, including textbopks, must :
accurately portray the multicultutal aspects of our heritage. : i

Additionally. the sociologicdl, apthropological. economic]. political,

-and business aspects of the sodial\sciences require appropriate/ correction
of the omissions which have characterized these studies. especidlly relating
to ethnic aspects of the culture. The cumulative ethnic stere type myths
" need to be dispelled. \

&
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“The humanities in general education should likewise develop a greater
general appreciation for art, music, drama. architecture, literatire?and other

* cultural forms and their influence on our lives. This study should include

" the diverse contributions of all our ethnic groups. Especially, the humanities

~

should offer the opportunity to specialize. study. and work.in any one of -
these areas as it relates to a pdnu ular minority Lulture )

Next bh,ps ‘

Further steps niust be taken to have multicultural education récognized
as an essential entity in American education. These steps-include the follow-
ing: ' B .

1. 1t is hoped that personnel selected for federal policy-making roles
would be sympathetic to the multicultural view. Such officials must have
representative. responsible. and responsive input at all program planning
and implementation levels. particularly at the U1.S. Office of {ducation
{USOE). This view should apply to state and local government personnel
as well. Finally. community representatives who take into account the
divirrsity of the community must be allowed responsible input into decision-
making and lmdershlp roles. particularly as they affect multicultural edu-
cation.

2. Responsive and knowledgeable consultative services must be or- .

ganized to deal with problems concerning multicultural education. and
made available to higher education associations. academic institutions. and -

state. local, and federal agencies.

3. Research must be undertaken to develop better evaluation measures

~of all kinds for instructional diagnosis. assessment, and.improvement. Tests

standardized against norms not reflective of true learning circumstances
should be used for information purposes only. Such tests should not be
used to categorize children in order to exclude them from education ex-
periences. Tests and diagnostic tools need to be devised to communicate

_in the languageand in terms of the cultural experience of those being tested.

Porformance criteria land themselves tu the devel(mment of such assessment

. procedures.

4. The capabilities of PBTE and multicultural education must be syn-
thesized and realized in a comprehensive program which is applicable both,
individually and collectively to our multicultural youth. For specific recom-

" mendations on PBTE. see Achieving the Potential of Performance-Based

Teacher Education: Recommendations. PBTE Series No. 16. by the AACTE |
Committee on Performance-Based 'Ica( her Edacation. February 1974, avail-
able from AACTE. '

Multicultural education through mmpntom,v-based teacher education

recognizes that there are positive differences among cultures. In the mosaic

of our society, the whole is greater than the sum of its parts. for there is No
One Model American.
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\ ' WRITING CONFERENCE ON
COMPETENCIES ﬁo& TEACHERS OF
' DIFFERENT CULTURAL AND .CROSS-
~ _CULTURAL GROUPS

Conference Site Oklahoma Center for Contmumg Educatton
"~ Location: Norman, Qklahoma
Date: june 16-22, 1974
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Sponsored by the
AMERICAN ASSOCIATION OF COLLEGES
FOR TEACHER EDUCATION

' - through its
MULTICULTURAL EDUCATION/COMPETENCY-BASED
" . TEACHER EDUCATION‘ PROJECT

THE TEACHER CORPS through
‘THE UNIVERSIT\’ OF TOLEDO

~andin cooperat:on with the
AACT E Performance-Based Teacher Education Project
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, "The following pages are excerpted from the Conference program. Position titles
of partscipams are listed as they were at the time of the Writing Conference, June 1974,
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Program Schedule;, -~ - .
'SUNDAY, JUNE 16, 1974 A el e
35 p.m. Registration ' - Forum Room A:6 . oo
6-8 p.m. Cet-acguainted Dinner Dining Room-Commons
e . Restaurant
8:30-9:30 Briefing Session: WilliamA. Hunter
p.m. . Prime Writerssand Associate
“Prime Writers —
- MONDAY, JUNE 17,1974 ~ - ,
89 a.m. - Registration (continued) Forum Room A-6

8:30-9a.m. Welcome: Edward C. Pomeroy  Eorum Conf. Room A
Conference QOrientation: William
A. Hunter '

-,
.

- . -3
9a.m.-Noon Interaction between Consultants g
and Position Paper Writers Co et £
. 1, Summary Critique and Con- - gf
258 - C sultant Interaction with cd
' Position Paper Writers— &

Black Americans . _ )
__2._Summary Critique and Con- S

sultant Interaction, Position

Paper Writers—Spanish-

speaking Americans -
3. Summary Critique and Con-

sultant Intetaction, Position .

- . Paper Writers-—Native
' Americans '
12-1:55 p.m. Luncheon Session
-2:6 p.m. Interaction Sessions of Position
. - Paper Writers with Writer Editors

'5." .

‘ t. Teacher Competencies ~ Forum Room A5
Effective for Teaching ' ‘
Black American Youth

* Position Paper Writers  Panel of Writer-Editors

L. Eudora Pettigrew Richard L. James, Chairman
Allen R. Sullivan’ Paul B. Mohr, Cochairman
Cordell Wynn Anne R. Gayles :
Asa G. Hilliard Gwendolyn C. Baker

~ Helen V. Foster Asa G. Hilliard
' ' Charles Payne




IL.” Téacher Competenacies forum Room C-1 E
: Effective for Teaching . : ' .
. : Spanish-speaking ' ' .
- : Ameérican Youth . :
Position Paper Writers  Panel of Writer-Editors

. Ernest Garcia . Atilano A. Valencia,
M. Reyes Mazon Chairman
Norma E. Hemandgz Tomas-A. Arciniega, Co-
Luis M. Laosa . chairman
tgnacio Cordova - lda Santos Stewart
Rupert Trujillo Thomas Lopez
77T T Rudy Cordova.
o
i Ht. Teacher Competencies Forum Room C-2
Effective for Teaching ' o ' _
Native American Youth ' 259 .
Position Paper Writers * Panel of Writer-Editors
Will Antell Henrietta Whiteman,
Mito Kalectaca : Chairman
Louise Miller Rosella Covmgton Co-
‘Ava.F. Doty chairman .
_ AR Fount Holland
o . ' .- Eugene Sekaquaptewa.

Patricia Locke
Michael Dorris.

-

!

= IV. Cross-Cultural Teacher Forum Room C-3
oo Competencies Effective :
i for teaching Youth in a
.. Culturally Diverse Society .
o ' Panel of Writer-Editors -
"y ‘ R Harry N. Rivlin, Chairman

Frank J. Sciara, Cochairman
Patricia Cabrera

Hansom P. Baptiste
‘ , - John A, Masla
; Daniel Levine foee
. Ernest A. Holmes

_Grant Clothier °

®
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TUESDAY, JUNE-18, 1974 . .

GROUP WRITING SESSIONS.
9a.m.-Noon | Black American Writer-Editors
2:5 p.m. o .
- " |1 Spanish-speaking American
Extended Writer-Editors
- writing Nl Native American Writer-
- sessions - Editors . :
~_arranged by ~ IV._Cross-Cultural Writer-
..group chair- Editors will work with the
" man _ several groups to identify

T common competencnes

WEDNESDAY IUNE 19, 1974 .
GROUP WR“ING SESSIONS (continued)

9 a.m.-Noon i -Black American Writer-Editors

25 p.m. -

o "Il Spanish-speaking American
Extended Writer-Editors

260 writing . M1 Native American Writer-

" .sessions Editors
arranged by 1V Cross-Cultural Writer- -
group chair- Editors will work with the
man _several groups to identify -

10 a.m.-Noon Work-on Final Report

common competencies

THURSDAY, JUNE 20, 1974

forum Room A5 _

_ Forum Room C-1

- Forum Room C-3

_Forum Room'C2 .~

.

Forum Room: A-5 :

Forum Room C-1 °

Forum Room C-2

Forum Room C-3

9.10 a.m, Meeting of Prime Writers, N joel L. Burdin, Associate
Associate Prime Writers,» Director, AACTE; Editor, .
and Editor - oo - Journal of Teaclier

' Education :

Lunch

25p.m. Completion of Final Report
_ FRIDAY, JUNE 21, 1974 ,

9 a.m.-Noon Meeting of Steering Committee

MCE/CBTE Project; Review of First
- Draft of Report Manuscript

Lunch

Manuscript Reactions and
Revisions; Designation and
Approval of Publication Format

Iy

| Forum Room A-5

4
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- .. Roster of Participants
POSITION PAPER WRITERS _
Black Americans - . Tidle of Papers
-'L.-Eudora Pettigrew, Professor “Competency-Based Teacher
.Urban & Metropelitan Studies _Education: Teacher Training for-
and College of Education’ .~ Multicultural Education’

-College of Urban Development
Owen Graduate Center
.Michigan State University

East Lansing, Michigan 48823

Allen R. Sullivan . © -+ *“Cuiltural Competence and
Associate Professor of Urban Confidence: A Quest for Effective
Education and . Teaching in Multicultural Saciety”
Director, Trainer of Teacher Trainers -
Program _ .
University of Minnesota o - T .21
Minneapolis, Minnesota 55407

o
5}

*  Cordell Wynn - “Teacher Competencles for Cultural -

Professor of Education and Diversity” -
Chairman, Division of Teacher
Education .
Alabama State University P
Montgomery, Alabama 36101

Asa G. Hilliard, Dean . * “Restructuring Teacher Education
School of Education . for Multicultural Imperatives”

/ San Francisco State University - . ’ (S -

$an Francisco, Galifornia 94132 R C

Helen V. Foster ) “Preparation of Teachers

" Professor of Education for Optimal Participation
Division of Educational Studies ¢ inAssessment Programs
State University College of Arts and for Multicultural Education”
" Science

Geneseo, New York 14454 . 4 .
‘Spanish-speaking Americans Titles of Papers
Ernest Garcia, Professor . .~ “Chicano Cultural Diversity:
School of Education Implication for CBTE” -
California State College, San - ' "
Bernardino ' -
" .San Bernardino, Califorhia 92407 S . -

»

.\)
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M. Reyes Mazon “Competency-Based Education
Director, Institute for Cultural  * . and the Culturally Different: _
Pluralism and Professor, A Ray of Hope or Mare of the Same?”"
School of Education :

San Diego State University
San Diego, California 92115

" Norma G. Hernandez, Chairperson  “*Multicultural Educatmn and CBTE:

Curriculum and instructmn . A Vehicle for Reform™
Department -
. The University of Texas at £l Paso N
£l Paso, Texas 79968 '
Luis M. Laosa’ ' “Toward a Research Model of Multi-
- Assistant Professor -+ cultural Competency-Based .
Graduate Schoo! of Education Teacher Education”’
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College of Education
University of California, Los Angeles
Los Angeles, California 90024

tgnacio Cordova, Professor, and . “"CBTE for Mexican American
Mari-Luci Jaramillo ) Students*

- Rupert Trujillo

" College of Education

University of New Mexico

Albuquerque, New Mexico 87106

Native Americans ' Titles of Papers
v i Antel!

‘Graduate School of Education

Harvard Uriversity ' .
Cambridge. assamuse%ts 02138 - !

Milo Kalectaca o *“Competencies for Teachers of
Teacher Corps Associate . Culturally Different Children:
Northern Arizona University Teacher Competencies for Teaching
Flagstaff, Arizona 86001 Native American Children”

" Louise Miller A Need for Competency-Based
£ducation Specialist Teacher Education for Native

Assistant Area Director, Education  Americans”

" Bureau of Indian Affairs

" Sacramento, California 95825
~Ava F, Doty A Position Paper on Teacher :
" _FL. Sill Indian School : Competencies for C;u!tur?f Diversity” -

. Bureau of Ipdian Affairs.

Lawtorr, Oklahoma 73504 - | . S
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PANELS OF WRITER-EDITORS

. Black Wiriter-Editors

- Chairman, Department of Educataon

Richard james

- Morgan State College

_ Baltimore, Marytand 21212

o

. Department of Secondary Education

Paul B. Mohr, Sr., Dean,

* College of £ducation
“Florida A & M University

Tallahassee, Florida 34307

-Anne R. Gayles, C haxrpersm\\

and Foundations Lf

Florida A & M University jf
. Tallahassee, Florida 32307 .7

' Gwendolyn C. Baker, Assnstant

Professor

Chairperson, Multicultural Pfogram

‘School of Education
Umversﬁy of M:chogan

“Ann Asbor, Mlch;gan 48104
Asa G. Hilliard, Dea

School of Education
San.Francisco State University -
San Francisco, California 94132

“'Charles R. Payne, Director

i

.:I'
REY

.+ Education

K3

Multicultural Department of
~ Secondary, Adult and Higher

Teachers College
- Ball State University
,Muncae, Indiana 47306

P
R

_ Native American Wri:e}{di:ors
" Henrietta Whiteman (Southern -

Cheyenne).

" Director of the Native American

Studies Program
University of Montana
Missoula, Montana 59801

' /Fount Holland, Coeducator

Indian Intern Teacher Training Program
Northeastern Oklahoma State College
Tahlequah, Oklahoma 74464

Eugene Sekaquaptewa

Assistant Professor of Education
Arizona State University

Tempe, Arizona 85281 - SR

Patrlcua Locke, Dlrev:tor . ~

Planning Resources in Minority
Education -

Western Interstate Commission on
Higher Education

Boulder, Colorado 80302 -

Rosella }J. Covington

Project Director T

Native American Cultural Institute

University of Moitana

Missoula, Montana 59801

Michael Dorris, Chairman
Native Amegican Studies
Dartmouth College

Hanover, New Hampshire 03755

‘Donald Lemon, Ditector

Northern Plains Teacher Corps
University of North Dakota
Grand Forks, North Dakota 58201

*

A
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 Cross-Cultural Writer-Editors

Tomas A.|Arciniega, Dean ' Patricia Cabrera, Director e
School of|Education - Center for New Dimensions in '
San Diego State University . Education ]

* San Diegg, California 92115 Resources Development
Atilano A."Valencia, Chairman University of Southern California
Department of Education Los Angeles, California 90007
New Mexico Highlands University  Hansom P. Baptiste '
Las Vepgas, New Mexico 87701 Director of Multicuitural Education
Thomas R. Lopez, Jr. - College of Education -

Associate Professor, Department of University of Houston
‘Educational Theory and Soc:al Houston, Texas 77004

Foundations ‘Harry N. Rivlin
University of Toledo lohn Mosler Professor of Urban
Tolede, Ohio 43606 Education
. Rudy,Cordova School of Education at Lincoln Center
Vice'§ resident for Institutional Fordham University
- Devblopment New York, New York 10023
" Unive ity of Albuquerque - Daniel U. Levine

. Albugu nque. New Mexico 87120 Upiversity of Missouri—Kansas City

nsas City, Missouri

tda S Stewart - :
. Assns:an ‘:’ Is’ro:e‘::or : Grant Clothier, Director
. Chairmjan, Early Childhood © Midwest Educational Training -
" Educati n‘Program ' © and Research Organization (METRO)
" University of Houston ﬁShawnee Mission, Kansas 66208
Houstop, Texas 77004 " John A. Masla, Associate Dean _
‘- : o College of Education :
AACTE STAFF PARTICIPANTS ~ Professor of Gurriculum & lnstruction
(other than MCE/CBTE Project) Ohio University .'-

 Karl Massanari

Edward C. Pomeroy - Athens, Ohio 45701

. Executive Director, AACTE Ernest A. Holmes .
One Dupont Circle, Suite 610 Assistant Professor of Education
WaShmgton D.C. 20036 s federal City College
! Washington, D.C. 20001

loel L. Burdm

© Associate Director, AACTE, arv-! Frank Sciara

Editor, fournal of Teacher Education Professor of Elementary Education
S ~ Director, Institute for Evaluation of

Teachers of Disadvantaged

Associate Director, AACTE, and Teachers College

Director of AACTE-PBTE ;’Pmiect Ball State University
Shirfey Bonneville . Muncie, Indiana 47303 .. -
- - Progran Associate Coe
" AACTE-PBTE Project . _ .
. . .1.
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Advnsory and Fohcy Groups R

-~ MULTICULTURAL EDUCATION/COMPETENCY-BASED EDUCAT!ON
\PROIECT STEERING COMMITTEE

‘Tomas Arciniega, Chairman, Steering Commattee. Dean, San Dsego State
Unwersny, San Diego, California 92115 : -

k Mary Hatwood, Classroom Ieacher,_A!exandna City School System

\
1
13

\
.

\RlchardH Davis, Dean, School of Education, Umversntyof Wisconsin—Mi

Alexandria, ngma 22309

James Kelly, Jr., Dean, School of Education, Umvers:ty of Pmsburgh Pitts-

‘burgh, Pa. 15213

Richard W. Saxe, Associate Dean, College of Educat&on The Umversuty of
Toledo, Tolédo, Ohio 43606 . .

Atilano A. Valencia, Chairman, Department of Edutation, NewMemco ngh- , '

lands University. Las Vegas, New Mexico 87701

*_ Elaire Witty. Chairman, Department of Elementary Educatlon Norfolk State

- College; Norfolk, Virginia 23504.

. Henriétta Whiteman, Director of Native American Studxes Program, Uni-

versity of Montana, Missoula, Montana 59801

- MCE/CBTE Praject Staff s

_Wu!hamA Hunter, Prmupal Investcgatar MulnculturalfCBTE ngect Ameri-
‘can Assoclation of Colleéges for Teachér Education, One Dupom Clrcle.
~Suite 610, Washmgton D.C. 20036

Geneva F. Watkins, Program Assnstant Mu!taculturalJCBTE Project
tran Khan Secretary

“

MEMBERS OF THE COMMISSION OIN MULTICULTURAL EDUCATION

" James Kelly, Ir., Dean, School of Education, Umversuty of Fcttsburgh'gms- :

Carl ). Dolca, Dean, Schoui of EducationsNorth Carolina State Unwersuty,-

burgh, Pennsylvania 15213
. waukee, Milwaukee, Wisconsin 53201

" Raleigh,.North Carolina 27607

Hilda Hidalgo, Chairman, Department of Urban Studies and Commuinity
Development, Livingston College, Rutgers Unwersnty, New Brunswick,
New jersey 08903

Charles F. Leyba, Associate Professor, Cahforma State Umversuty. Los
Angeles, Los Angeles, California 90020

“Elaine Witty. Chairman, Department of Elemehtary Educauon Norfolk State

College, Norfolk,Airginia 23504 - -

Henrietta Whiteman, Director of Natnve Afnerican Studnes Program Uni-
‘versity of Montana, Missoula, Montana 59801
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. MCTE-PBTE COMMITTEE

Lorrin Kennamer, Chairman and Dean, College of Educatson, University of -

Texas at Austin, Ausnn Texas 78712

»o

' Patricia Cabrera, Director, Teacher Corps Project, Umversny of Southern -

t.ahfor‘ua Las Angeles. California 90007
Patrick L. Daly, Vice President, American Federation of Teachers and Secial
\ Studies Teacher, tdse! Ford Hagh School, 20601 Rotunda Drive, Dearborn,
tichigan 48124 ' L
William Drummond, Professor of Education, %)epanment of Curriculum and
!nstfuction College of Education, University of Florida 3260

" Harlan Fo . Assistant Commlssmner af Teacher Education, Texas Educatmn
" Agency.:Austin, Texas 78701

- Tommy Fulton, President-elect, Oklahuma tducation Association and Art
Teacher, Jarman junior High School, Midwest City, Oklahoma 73110

David Krathwohl Dean, College of Education, Syracuse University, Syra-
- cuse, New Yark 73110 :

fs

Margaret Lindsey, Professor of Education, Teachers College, Cotumbia
7 University, New York, "ew York 10027

266 / Donald Medley, Profess xr of Education, Szhool of Educatmn University of

~ [ Virginia. Charlottesvidfe, Virginia 22903 '

" ;i Gilbert Shearron, Chairman, Elementary Education and Early Childhood-

/ Educauon Unwerc:ly ot Georgia, Athens, Georgta 30601 .

"L PBTE STAFF
" Karl Massanari, Associate Direc'or AACTE and Director, AACTE-PBTE Pro-

. ject, American Assaciation of Colleges for Teacher Edutatmn One Dupont
Circle, Suite 610, Washington, D.C. 20036

.. Shirley Bonneville. Program Associate, PBTE Project
Brenda Gréenhowe, Secretary

Sharon DeVeauuse, Secretary : o b
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AACTE BOARD OF DIRECTORS S oo
Execuuve Committee: ' .

- Sam P. Wiggins, President and Chauman of.the Board, AACTE and Dean,

“College of Education, The Cleveland State Unwersny Cleveland Ohio
© 415

- Wsiham A, Hun,t . Past President, AACTE and Director, MCE/CBTE Project,

_and Director; {:earch Institute for Studies i in Education, lowa State Uni-

versity Ames, fowa 50010 *

‘lohn Dunworth, President-elect, AACTE and Presuden:, George Peabody

College for Teachers, Nashville, Tennessee 37203 -

Henry §. Hermanowicz, Dean, College of Education, The Pennsylvama State
University, University Park, Pennsylvania 16802 ‘ .

Bert LoSharp, Dean, College of Educatuon, Umversuty of Florida, Gainesville,
Florida 32601 S

~ Edward C. Pomeroy, Executive Dlrector AACTE One Dupont Circle, Wash-
ington, D.C. 20036 (Ex-officio Member) . ‘

H. Kenneth Barker, Dean, College of Educauon, The University of Akron,
Akron, Ohio 44304

Déan C. Corrigan,- Dean, College of Educautm and Social Services, The

University of Vermont, Burlington, Vermont 05401

. Sister Maria Petra Dempsey, Chairman, Department of Elementary and Early

. Childhood Education, Xavier University of Louisiana, New Orleans,
~ Louisiana 70125 .

‘Pearlie C. Dove, Chairman, Department of. Education and Psycholugy, Clark
College, Atlanta, Georgia 30314 R

Robert Heideman, Director of Placement, Umversny of Wtsconsm-—-Madu-
son, Madison, Wisconsin 53706

‘Richard E. Lawrence, Professor, Department . Educational Admimstraﬁqn,
The University of New Mexico, Albuquerque, New Mexico 87131

Arthur G. Martin, Superintendent of Schools; Mooresto«vn Township Public
Schools, Moorestown, New jersey 08057 ' _

" Paul B. Mohr, Sr., Dean, College of Education, Florida Agricultural and

HeehamcaLUmversety, Tallahassee, Florida 32307

-Bowling Green, Kentucky 42101
Bé‘ﬂ'y B. _hantz, Assistant Dean, Unlversity-Schoal Relauons. Temple
University, Philadelphia, Pennsylvania 19122

,Benednct l. Surwili, Dean, Schaol of Education, Eastem Montana f‘ol!ego,
Billings, Montana 59301

. }.T. Sandefur, Dean, College of Ewn ‘Western Kentucky University,

‘Bob G. Woods, Dean, College of Educanon Umversuty of Missouri—

Columbua, Columbla Mnssoun 65201
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_ Lialson Members: .o o ' -
- . | . Dave Darland, Associate Director, Instruction and Professional Develop-
Lo ment, National Education 'Association, 1201 16th Street, N.W., Washing:
< ton, D.C. 20036 / e S
“Rolf W. Larscn, Director,/ Naiional Council for Accreditation of Teacher
Education, 1950 Pennsylvania Ave., N.W,., Washington, D.C. 20006

"
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: AACTE TODAY

w
+

The Americar: Association of Colleres for Teacher Education is a national
~ yoluntary professional association of more than 865 colleges and universities
_which prepare 90 percent of the natign’s teachers. The Association is or-

o ganize%s a means for member institutions to work cooperatively for the

i o — improvément of programs preparing educational personnel.

‘The Assoaciation addiesses itself to current issues facing education and
the important role which well prepared school personnel play in American
_ and world societies, The AACTE has, sinje 1970, provided national leader-
. ship in the study and encouragement of multicultural education. Through

: the efforts of a Commission on Multicultural Education, it has effectively

+  called for greater attention t?\\ﬂl:e preservation and enhancement of cultural
pluralism in teacher educatioh--The statement No One. Mode! American

ard the Winter 1973 issue of the Journal of Teacher Education (vol.. XX1V,
‘no. 4), with multicultural education as its theme, are typical of the Cosa-
mission’s leadership efforts. '

is anather example of AACTE’s national leadership role. Additional key cor.-
cerns include accreditation of teacher education, international education,
- and government relations. The Association’s Washington, D.C. location
- gives it strang visibility and influence over public education policy.
AACTE is governed by official representatives appointed by each mem-
ber institution. These representatives, who include both administrators and
faculty members, elect the AACTE leadership and determine major policy
.direction of, the organization.

7 monographs are regularly put.'ished for the membte:ship. The AACTE is tie
7 administrative agency, for the ERIC Clearinghouse on Teacher Education,
e AACTE activities include an annual meeting, workshops, seminars, and

¢ other sper 4l programs. Its nationai office includes an executive director,

o
. °

Q . _

A committee currently studying performance-based teacher education

Publications include the monthly AACTE Bulfetin‘h,"the %’earbn&k, the
Directory, and the loumnal of Teacher Education. Books, periodicals, and

"t four associate directors and more than 30 supporting. personnel. i .
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A . AP#END:x no. S
. /RECOMMENDATIONS FOR IMPI%O ING
MINORITY-GROUP EDUCATION

/' ACASESTUDY ON CHICANDS*\ =

VAR : \
Sl ' I. CURRICULUM \
T State departments of education’ in each of the five Sduthwesterq States Y
{ should establish requirements aimed at assuring that the individual

N interests, language, and learning skills of Mexican American children

" are given adequate attention and consideration in the curriculurh and
instructional materials used by local school districts. These requiren\ents
" should indlude:; ' N .
@ Al curriculum and instructional materials muf»‘t incorporate the
history, language, and culture of Chicanos in 1the Southwest.\in
the State, and-in the local community.
3 (" Courses of specidl inferest to Chicanostudentb, such as Mexicah
v American history and-Chicano studigy, must bd offered on a regu
S - lar basis to all studerte: o ' :
S (! formal and infos,mé",:“r:iﬂes prohibiting the speaking of Spanish
_ : in the classroom o onschogl grounds must be eliminated.
e (d}- Mechanisms mustbe established to facilitate. participation of
Chicano pupils, parents, and community members in develop- \ _
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-ment of curriculumyand instructional materials.
te) Scheolidistrictswith, substantial numbers of Spanish speaking - !
parents must pr,bvid.gf- concurrent translations of PTA and school |
boadd meetings so a¥ to facilitate-full participation-of all parents \ _
in discussions and décisions. f - !
1) Schouols and school districts with substantial numbers of children |
" of Spanish speaking parents must send notices home in Spanish
as well as English. . b
() Schoot districts must establish numerical géals and timetables for
securing equitable Chicano representation in staff positions in-
valving the selection and implementation of curricutum.
th) Textbooks must reflect representative and accurate portrayals of
Chicanos. . | '

2. State departments of education should impose sanctions, including the
cutoff of funds, against school districts which have violated the above
requirements. . ) R

-3, State departments of education should establish numerical goals and
timetables for securing equitable representation in (a) staff positions

*SOURCE: U.S. Commission on Civil Rights, Toward Quality Education for Mexican
* Americans, Report VI: Mexican-American Education Study (Washington, D.C.: Govern:
ment Printing Otfice, February 1974), pp, 76-82." |

o
I

:  S .': - ’ . .. ) . -

IToxt Provided by ERI .. E



L]
: .. involving the selection and development of curriculum and @bn State
textbook committees. - EE ' '

4. State legislatures ‘should enact legislation requiring districts to establish
*bilingual educatien or other curricular approaches designed to impart
Engli: 0 language skills fo non-English speaking students while incor-
* porating into the curricutum the children’s native language. culture, and
“history. These programs should be instituted for each group of students
whose vrimary language is other than English, and who constitute five
.percent of the enrollment 6r number more than 20 in a given school.

5. State legislators should enagt legislation prohibiting at-large elections of
school board members in all communities and require instead election’

_ from single member districts, .

' 6. Congress should increase its support for Bilingual Education by increas-
ing Federal appropriations, for the program and by providing special
tunds specifically for needed research and development in this area.

. 7. The National Institute of Education (NIt} should fund research to develop

" curricular programs defug,nod to meet the educational nwds of (.huano

" “students,

STUDENT ASSIGNMENT

A. Grade Retention
1. State departinents of education should develop requirements. dealing
with the two principal reasons given by schools for the practice of grade
" retention—academic failure and emotional immaturity of Students,
"*These requireménts should prohibit grade retention unless the tollowing
conditions are met:

fFor academic failure

(@) Resources are available to determine thoroughly why the previous
educational program was ineffective for the student. :
(b)' Resources are available to provide the retained student with full-
“time programs specifically tailored to meet his or her needs,
\ - interests, and existing skills and knowledge. _
(€1 There is substantial evidence that the student will benefit more o
from these spedial programs on a full-time basis than from being
promoted to the next grade and receiving special help only during
o the preceding summer or &n a part-time t{asls during the regular
school year.

.
-

-
.

For emotional immaturity

@ A State-licensed counselor, psychologist, - or psychiatrist has

' _  recommended grade repetition after assessing the student’s be-

v _ havior in school. at home, and in the community. ’

' (b)- In the case of a student who is Mexican American, the‘efficial

making the recquhenoatlon must be knowledgeable about the .
Chicano culture, :

H
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W In the case of a student or parents who are primarily Spanish

speaking, the professional making the recommendation must be .

1. fluent in the Spanish language.
2. State departments of education should impose appropriate sanctions,
including fund cutofis, against schoal districts in violation of these re:
.- quirtments. ’ ) : - '
3. The Office for Civil Rights (OCR), HEW, ‘should use substantial dif-
- © ferences in the rate of grade retention of various racial or ethnic: groups
' C oS iudents as an indicator of unequal educational services. o
B. Abilty Grouping -
1. Statel
- ability grouping. . - )
-2 state epartments of education should develop requirements for the use
"~ of shortterm groups for specific learning needs. At a minimum they
should require: '
(a)

individualized attention. .
- (b) That there be bilingual instruction for students whose primary
e language is not English, taughit by a bilingual teacher wha is also
familiar with the cultural background of these students.
hat a definite time linfit for thes2 groups be established, not to
exceed half the academic school year. Any extension must first
be approved by the State department of education, based on a
clear showing that additional time will directly benefit the students.
-{d) Thatboth students and parents know and understand the purpose

(¢}

© time a student will remain in the group.

cially trained in diagnosing and meeting the learning needs of
: students placed in these groups. :

3. State departments of education should impose sanctions, including fund
cutoft, on disiricts which are in violation of the requirements set forth
in 1 and 2 above. : Co

Placement in EMR Classes

Schools and districts should maintain Educable Mentally Retarded classes

only for those children diagnosed as being severely deficient in both

. intellectual functipning and adaptation to home and school environ-
ments (adaptive bebavior). - .o '

-State departments of education should issue requirements for the place-

-ment of students in EMR classes, including: )

(a) That evaluation of a student include behavioral observation, home
visitation, and interviews with parents and other community
people so as to measure the student’s ability to adapt to his or her
environment.

,3;3, ‘. v "-. . ..

departments of education should prohibit the use of long-term -

hat the size of classes be limited so that all pupils can receive |

tor a student’s placement in a particular group and the proposed

le} That teachers who instruct a particular short-term group be spe--
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.7 3. State department: of education should issue requirements for the bpera-

(b) That in the case of Spanish speaking studerts or parents, this
evaluation be made by a school psychologist who speaks their .
language and is familiar with their cultural background. i

< {©) That where there is no school psychologist wha fulfills these re-
quirements, another school staff member or-community person
who speaks the language and is familiar with the cultural back-
_ ground be used- as an interpreter. . o

(d) That any test which is used fo. Chicanos or other minoyities be
validated for that group of students. -,

te) That before placement occurs,"d panel cansisting of the school -*

_psychologist, other school persounel, and persons representing '
various segments of the community, including Chicanes, recom-
K ‘mend placement for a studet.t only after a thorough analysis of the
evaluation by the school psychologist and other pertinent data. -

(1) That parents uriderstand the reasons for the possibility of the

placement ot their thild in an EMR class, that these reasons be in ¥
writing in the language most familiar to the parents, and that ~ .

parents give their written approval for such placement prior to
placement. ' T
tion of EMR classes, includipg: L
(@) That there be bilingual instruction for students whose first lang-
uage is not English. taught by bilingual teachers. '
* (b)/ That students in EMR classes be thoroughly reevaluated twice dur-
/ ing the academic year to determine whether they need to remain
/ insuch a class. X L ' .
. f0) That transitional classes be provided for those students who have
/ ‘been evaluated as no longer needing instruction in EMR classes.”
/. These classes should emphasize the basic skills of regular instruc-
-/ ** * tion and not last more than one year. - ' ° _
4./ state departments of education should impose appropriate sanctions
including fund cutoff, on those di{tricts which violate the above require--
;  ments, '
/5. State departments of education should set up a monitoring mechanism
/10 determine, on a regular basis, whether school districts are in com-** -

' / - pliance with the above requifements. .
6

. State departments of education should require districts to report the
number of students who are placed in EMR classes by ethnic group.

. State departments of education should conduct compliance reviews of
all districts which have an overrepresentation of Chicanos or other
minorities in EMR classes for possi'le violations of the above require-
ments. © .

8. The National Institute of Education should provide funds for develop-

<
-

ent of tests of adaptive behavior appropriate for different minority .

hnic groups, including Chicanos.
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lil. TEACHER EDUCATION RECOMMENDATIONS -

1. Teacher education institutions in the Southwest should incorporate
| .o . intormation about Chicanos in each of their foundation courses and
-madity their-methods courses to include the use of materials and tech- . s
niques specifically desagned for the background, interests, and life ,
experiences of Chicanos. These courses should develop in all trainees:
(@) An understanding and appreciation of the history, language, cul- - -
ture, and individual differences of Chicanos.
(b) The ability to facilitate the fullest possible development of Chi-
s o+ - cano students’ potential.
' - tc) Skill'in interacting positively with Chicano students and adults.

2. Teacher education institutions in the Southwest should assure that
trainees perform a portion of their practice teaching in schools with
Chicano students, and under the supervision of teachers and profes-
sors who have demonstrated skill in teaching Chicano as well as Anglo
students. . d

3. Teacher education institutions should actively recruit additional Chi-

“w-€andtaainees, establishing numerical goals and tnmetab!es for securing
equnayrle Chicano representation,

4. Teacher education institutions should actively recruit more Chicano~ 273
staff, establishing numerical goals and timetables for securing equitable

. Chicano representation. _
** 5. School districts in the Southwest should establish a preference for the
" _hiring of teachers who have had the-type of preparation specified in
recommendations 1 and 2. o N _
6. School districts in the Southwest should update the teaching skills of
«. . present instructional staff by'pmviding ih-service training that incor-
e porates the elements specified in recommendations 1 and 2. '
7. State departments of education should modify teacher certificaripn
standards ta require the type of teacher preparation specnfsed in recom-
: mendations 1 and 2.
. 8. State departments of education should establish procedures to assess
© the language skills and cuitural understanding of applicants for teaching
certificates and should indicate-on all certificates which hngmst:cally v
and - culturally different .groups of students the certificate holder is.
7 qualified to teach; -
9. State departments of education should issue reqmremems that districts
with students whose primary language. is not English must provide ..
. teachers who speak the studpnts language and undersland their cul-
_ tural background. ;~
10. State departments of education should ar: tively recruit more Chicanos,

“establishing numeri -al goals’ and timetables for securing equnable

Chicano representation.

.~ The U.S. Office of Education shuuld actively recruit mcx‘re Chicanos,

'j establishing numerical goals and timetables for se«.urugg eqmtable
C hucano representauon :
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i e V. COUNSELING

" 1. Institutions which train counselors should attively recruit-Chicanos as.
trainees and statf members, establishing numerigal goals and timetables
“for securing equitable Chicano representatmn\
Institutions whid h train counseiors should maintaindata on the trainees’ . . .
‘o jethnic background to determine the representa(m\ of various ethnic  ~
' groups atd to provide needed information to schoal districts seekmg, \
increased minority representation on the counse!mg staffs oi their
" - schools. o :
3. Institutions which train counselors should actively recruit: \candndates
who have previous experience in working wuthcyuuth cumﬁ\mty -ar-
ganizations, and social or. welfare agencies.
4. Institutions which train counselors should emphasize the teachipg of
" counseling technigques and methods other than the traditional onecto-
one methods, such as group methods. and alternative forms of cmmsh{
ing, indluding peer group ruidance and the use of paraprofessionals.
‘5. Schod! districts should encourage counselors to use the above recom-
mended techniques, new methuds, and other. promising alternative
. torms ot counseling, '
. 274 6. State departments of edi “ation should requnre school districts actively -
' to recfunt additonal Chicano counselors, establishing numerical goals
and timetables for securing equitable Chicano representation.
- . State departments of educdtion should require school districts to recruit
EE additional counselors to lower the pupil-counselor ratio to 250 to 1in - -,
© 7 secondary schools, as recommended by the American School Counselor
* Association (ASCAL. :
SR ) ASCA should inform school offmals and the public in general of the
' need and importance of counseling at the elementary level,
-9, State departments of education should require all school districts that -
* have an elementary enroliment to provide at least one counselor, on a
half-time basis, in éach elememaw school.
10. State deoartments of education in ali five Southwestern States should
_ madify State, certification requireinents for counselors to insure that all |
i £ counselors, before they are certified, receive instruction in the hxstory,
language, and ¢ulture of Chicanos.
11, State departments of education should issue regulations that require
. ‘school districts and schools to provide counselors with sufficient cleri- .
cal assistance to relieve them of ume-comummg, paperwork. .
- 12. .State departments of education should require that school districts
with students whose primary language is not English provide counselors
who speak the students’ language and understand their_cultural back- - .
t . - ground. ) D
(a) State departments of ‘education should establish procedures for
assessing the language skills and cultural understanding of appli-
cants for counseling certificates. o S
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(b} State departments of edu ation should mdmam on all counselors’ - -
. cerndicates the cultural and li guistic groups of students the ver- .
tificate holderis qualitied to counsel. 0 '
13 The National Institute of Education should fund research to develop
- techniques which are kg;euma!!y aimed at meeting the counseling and
guidance needs of Lhtcamy pupils. Findings from such research should
be disseminated in al§ afgah wherq (;m;.anbs atfend school,

f~'

, v TITLE Vi Cof B

1, ()C R should take the steps fnecessary to mc;eas substantially the number

ot districts reviewed annu;ﬂly regacding the gdénial of equal educational
| services to Mexican 'Ameritan students. N )
@ HEW should increage the educattonauiaff of each OCR regional
oftice 0 as to facilitdte prompt investigation of complaints alleging .
a denial of equal educational services and to make it possible to
~conduct routine reviews of all districts included under Title VI,
(b} To reduce time-consuming delays in negotiations resulting from
the districts’ lack of expertise, HEW should provide funds for tech-
nical assistance to districts which have been found'in noncom- ]
pliance and which need help in developing (omphance plans to - ‘275
provide equal educational services. OCR should require that all -
- consultants who are to be paid wcth these funds must be approved
by OCR. .

"2, OCR should expand the sc..pe of data collection in its annual school

surveys so to have a broad set of indicators of likely denial of equal
educational services to minority students. At a mm:mum the additional
data collected should include for each schoot:
(@) The race or ethnicity of students placed in EMR classes. ~ o
by _Percentage ot students entering school by race.cr ethnicity whose
. home language is not English.
(c)' Estimates ot student achievement levels by race or ethmcny for the
" third and sixth grades.
" (d) The number of student hours per week i each grade spent on
- instruction other than English. (exc!udmg the specnfnc teachmg of
foreign languages).

N : '3_.- OLR should establish specific standards for evaluatmg the survey data

collected to determme which districts should be subject to compliance
reviews.

" 4. OCR should make greater use of the sanction of fund lermlnatmn against

. districts which fail to negotiate or lmplemem a voluntary.compliance
within specificd time limits,

“:- 5. QCR should provide for prompt follow-up reviews of each dlstnct whose

compliance plan has been accepted and subsequent regular momtonng
1o assure that the ' 'n is being fully implemented.

6 OCR should prod.. . updated prmted rnatenals on its official poﬂlctes o

\‘l
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~ for_compliance with the equal .educational services provisions of Title
Vi and disseminate these to all districts and to the general public. QCR .
should require districts to make these official OCR policy materials avail- .
able to the public upon request. . o

1 Some recommendations in this report which are directed to State departments of
education may. in specific States, mare directly involve the jurisdiction of the State
board of education. In such cases, the recommendations should be construed as . -

directed to those Boards. i v
. . : . . . . : o . )
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