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Weo aro always looking to create pi’oduct. that suit your neceds. To that end, we would grcatly
appreclate your taking a few moments to fill out the questionnaire beclow.

1. Which best describes your
role in education?

3. In what forms are

5. Which current issues in

4. In which state or

island are you most

education are you interested in
learning more about?

O teacher you i.nferesfed in involved in education?
3 family or community receiving o . O standards, assessment, and
member : mfor_rnc'xf:on about g girﬁ::u;hire accountability
O in-schoo! administrator education? 3 New Yorkp (3 teacher development
O policymaker O print materials O Massachusettes O school reform, innovation, and
O researcher O online resources 3 Maire leadership
O assistance provider O presentations at my. J Puerto Rico O reading, literacy, and language
site 3 Rhode Island O schools and communities
2. Which of the following O presentations of fsite 3 Virgin Island O technology
describes most of your O audio/video tapes g Vergmonf 3 equity and diversity
activity in education? 3 other O legislation, policy, and funding
7 local O other,
O state-wide
O regional .
3 national The LAB at Brown Name:
222 Richmond St. Ste. 300 - Position:
Providence, RI 02903-4226 o )
= —
o (vt .
Tel: (800) 521-9550 £ Orgamzaflqn/School.
Fax: (401) 421-7650 S
www lab.brown.edu £ Address
P
3 city State Zip
c
9O  Phone: Fax:
Email: Date:




a program of
The Education AIIiance

The LAB At Brown University
The Education Alliance

222 Richmond Street, Suite 300
Providence, Rl 02903-4226

Phone: 401.274.9548
Fax: 401.421.7650

- Email: info@lab.brown.edu

Web: http://www.lab.brown.edu

What is the LAB at Brown University?

The Laboratory At Brown University
(LAB) is one of ten federally funded educational
laboratories that engage in applied research and
development aimed at improving teaching and
learning and promoting effective retform of
America’s schools. The regional laboratories
ensure that those engaged in improving educa-
tion at the local, state, and regional levels have
access to the best available knowledge from
research and practice. The LAB at Brown serves
all of New England, New York, Puerto Rico,
and the Virgin Islands with research and devel-
opment work pertinent to that region. The LAB
makes current research available to policymakers
and schools through workshops, publications, and
computer media, and engages in on-going research

with practitioners throughout the region.

What is our mission?

The goal of the LAB is to improve teach-
ing and learning bv advancing systemic
school improvement. The LAB attempts to
achieve that goal by focusing on building
capacuty for reform and by building strategic
alliances with key members of the region’s
education and policymaking community. The
LAB views excellence and equity as two equally
important guiding principles, and places special
emphasis on developing effective approaches for
meeting the educational needs of linguistically

and culturally diverse students.




The LAB's applied research is based on collaborative inquiry that brings
stakeholders together to share and extend perspectives, insights, and understand-
ings about effective practices and strong educational environments. The LAB's goal
is to create a collegial working environment for addressing school improvement
systemicallv and to fuel the work of stakeholders by providing access to the best
knowledge available from research and practice. The LAB is also committed to
supporting action research by which teachers and school staff design and conduct

Inquiry into issues important to their educational settings.

What are our major research initiatives?

The LAB has five major research initiatives. In each of these areas of inquiry,
the LAB is conducting a number of research projects and will develop further re-
search based on regional response to the work already underway. These initiatives

are as follows:

Urban School Reform. The LAB works with schools and communities in urban

\ _ : . .
settings — for example, Boston, Harttord, Providence, and New York City — to

evaluate existing strategies for reform and to conduct on-site research into which

reform approaches are most effective in building on the strengths of urban schools.

Professional Development for Educational Leadership. The LAB works with
educators and education associations to investigate what makes for effective training
and support of practitioners. The LAB's work under this initiative also supports profes-
sional development better suited to the demands of diverse educational environments

and more adaptable to changes in those environments.

School Change and Community Involvement. The LAB studies what organiza-
tional capacities and kinds of community involvement are important to sustaining
reform, especially in high poverty or linguistically and culturally diverse schools.
Through this work the LAB seeks to understand the demands of school reform in diverse

communities and to develop the abilities of schools to implement meaningful reform.

Standards, Assessment, and Instruction. The LAB conducts research and provides
assistance to support state and district efforts to implement high leaming standards with
diverse populations. The LAB examines how new approaches to instruction and assess-
ment can be used to improve educational practices so that all students can be brought

to high levels of achievement.

rSecondary School Restructuring. The LAB helps its states and territories to iden-

tify the needs of their student populations, to implement professional development
programs addressed to the needs of the students, and to create effective communi-
cations between secondary schools and public institutions of higher education

about how schools can meet the needs of the students they serve.

What is our specialty area?

Each of the ten educational laboratories has a “specialty area.” Our LAB's
is cultural and linguistic diversity. Much of the LAB's research explores how
education can better address the needs of culturally and linguistically diverse
populations. As part of one of its initiatives, the LAB sponsors inquiry into the
ways that learning standards, portfolio assessment systems, and math and science

instructional practices might be revised in order to more effectively challenge stu-

dents from a variety of linguistic and cultural backgrounds. Several pieces of the

'LAB’s work in leadership and professional development also place an emphasis on

‘developing community and practitioner leadership in diverse educational settings.
|

|
Who are our partners?

Through creating partnerships with exemplary private and public agencies in |
the Northeast and [slands, as well as throughout the nation, the LAB connects !
|

schools in the region to sources of exceptional expertise. Qur partners are:

Abt Associates

CAL (Center for Applied Linguistics)
CRM (Center for Resource Management)
Jobs for the Future

RMC Research, Inc.

TERC, Inc.

Superintendent’s Leadership Council

Since its priorities are continually updated and refocused, the LAB will create

new partnerships with nationally recognized experts in educational reform as needed.

The LAB is a Program of The Education Alliance at Brown University, and is
funded by the Office of Educational Research and Improvement (OERI),
U.S. Department of Education, under contract number RJ96006401.




network

About the REL Network
Request Information

REL Specialty Areas

Welcome to the
Regional Educational Laboratory Network

REL Headline News

AEL Coordinates Study of Rural Schools and Reform

LSS Announces Urban Professional Development Program
McREL Holds Conference on Curriculum, Learning and Instruction
NCREL Looks at Issues in Technology and Education

LAB at Brown University Distributes Diversity Inquiry Kit
NWREL Puts School-Reform-Models Catalog Online

PREL Hosts Literacy and Language Diversity Teleconference
SEDL Makes Available Native-Language Resources

SERVE Assembles Experts in Early Childhood Education

vV vV vV VvV vV v v v. v Y

WestEd Publishes Assessment Resources for Teachers

.
I REL Network | About | Request | Specialty | Contact | News Archive | Publications | Search |

www.relnetwork.org



| www.relnetwork.org

What Is The REL Network? The network of 10 Regional Educational Laboratories, serving geographic regions that span the
nation, works to ensure that those involved in educational improvement at the local, state, and regional levels have access to
the best available information from research and practice. This Web site is one of many ways that the network reaches out to
make that information accessible. With support from the U.S. Department of Education, Office of Educational Research and
Improvement (OERI), the laboratories work as vital partners with state and local educators, community members, and poli-
cymakers in using research to tackle the difficult issues of education reform and improvement. The latest news from the
regional educational laboratories—products, programs, projects, findings, and more—are posted on the REL Network site.
Each laboratory has a specialty area; you’ll find those described. Through this Web site you can easily reach your “home”
laboratory’s Web site, or simultaneously search for information on all 10 laboratory Web sites.

Appalachia Educational Laboratory (AEL)
Executive Director: Dr. Allen Arnold
Region Served: Kentucky, Tennessee,

Virginia, and West Virginia
Post Office Box 1348, Charleston, WV 25325-1348
(304) 347-0400, fax: (304) 347-0487
aclinfo@ael.org * www.ael.org

Laboratory for Student Success (LSS)

Executive Director: Dr. Margaret C. Wang

Region Served: Delaware, Maryland, and New Jersey

Temple University/Center for Research in Human
Development and Education

933 Ritter Annex, 13th Street and Cecil B. Moore Avenue
Philadelphia, PA 19122-6091

(215) 204-3030, (800) 892-5550, fax: (215) 204-5130

Iss@vm.temple.edu « www.temple.edu/departments/LSS

Mid-continent Research for Education
and Learning (McREL)
Executive Director: Dr. J. Timothy Waters
Region Served: Colorado, Kansas, Missouri,

Nebraska, North Dakota, South Dakota, and Wyoming
2550 South Parker Road, Suite 500, Aurora, CO 80014-1678
(303) 337-0990 « info@mcrel.org « www.mcrel.org

Northeast and Islands Regional Educational Laboratory
at Brown University (LAB at Brown University)
Executive Director: Dr. Phil Zarlengo
Region Served: Connecticut, Maine, Massachusetts,
New Hampshire, New York, Rhode Island,
Vermont, Puerto Rico, and the Virgin Islands
222 Richmond Street, Suite 300, Providence, RI 02903-4226
(401) 274-9548, (800) 521-9550
info@lab.brown.edu » www.lab.brown.edu

Northwest Regional Educational Laboratory (NWREL)
Executive Director/CEQ: Dr. Ethel Simon-McWilliams
Region Served: Alaska, Idaho, Montana,

Oregon, and Washington
101 S.W. Main Street, Suite 500, Portland, OR 97204-3297
(503) 275-9500 ¢ info@nwrel.org « www.nwrel.org

North Central Regional Educational Laboratory (NCREL)
Executive Director: Dr. Gina Burkhardt
Region Served: Illinois, Indiana, lowa,

Michigan, Minnesota, Ohio, and Wisconsin
1900 Spring Road, Suite 300, Oak Brook, IL 60523-1480
(630) 571-4700 ¢+ info@ncrel.org * www.ncrel.org

Pacific Resources for Education and Learning (PREL)

Executive Director: Dr. John W. Kofel

Region Served: American Samoa, Commonwealth
of the Northern Mariana Islands, Federated States
of Micronesia, Guam, Hawaii, Republic of the
Marshall Islands, and the Republic of Palau

Ali’i Place, 25th Floor, 1099 Alakea Street
Honolulu, HI 96813-4513

(808) 533-6000

askprel@prel.hawaii.edu » www.prel.hawaii.edu

SERVE

Executive Director: Dr. John R. Sanders

Region Served: Alabama, Florida, Georgia,
Mississippi, North Carolina, and South Carolina

Post Office Box 5367, Greensboro, NC 27435

(336) 334-3211, (800) 755-3277

info@serve.org * www.serve.org

Southwest Educational Development Lahoratory (SEDL)
Executive Director: Dr. Wesley A. Hoover
Region Served: Arkansas, Louisiana,
New Mexico, Oklahoma, and Texas
211 East Seventh Street, Austin, TX 78701-3281
(512) 476-6861, (800) 476-6861
info@sedl.org « www.sedl.org

WestEd :

Chief Executive Officer: Dr. Glen Harvey

Region Served: Arizona, California, Nevada, and Utah
730 Harrison Street, San Francisco, CA 94107-1242
(415) 565-3000 « tross(@wested.org * www.wested.org



MEETING THE CHALLENGE OF
EDUCATING IMMIGRANT CHILDREN

MARCELO SUAREZ-OROZCO

CAROLA SUAREZ-OROZCO
LONGITUDINAL IMMIGRANT STUDENT ADAPTATION PROJECT
HARVARD UNIVERSITY GRADUATE SCHOOL OF EDUCATION

The 2" Institute on Cultural and Linguistic Diversity
Bringing It All Together: How Can Practice. Policy, and Research Advance English Language Learner Achievement?

Providence, Rhode Island
Northeast and Islands Regional Educational Laboratory

Brown University



MEETING THE CHALLENGE OF
EDUCATING IMMIGRANT CHILDREN

MaArCeELO SUAREZ-OrOZCO

Caraa Sudrez-Oroza0

LONGITUDINAL IMMIGRANT STUDENT ADAPTATION PROJECT
HARVARD UNTVERSITY 6RADUA TE SCHOOL OF EDUCATION

@ Immigrants Admitted: Fiscal Years 1990-96

2000
1800
1600
1400
1200
1000
800
600
400
200
0

Thousands

o [y ]
o < o
- -

199

Adapted from | mmgention and Nanirshzation S ervice, Stanuca Voarho ok, 199

e 4 Lyttt Ly Sridoet Adept e 0y

REMARKABLY DIVERSE

» Economic Backgrounds

> Some are amongst the most educated and affluent
> Others have mited education and are working poor
#» Linguistic backgrounds
> Over 100 languages in New York Public Schools
» Over 90 languagess in Los Angeles Public Schools
> Ethnicity, Race, & Color

> Nearly 80 % are of color

e d Ly itrl Lm g Yt AG? O e by
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CHILDREN OF IMMIGRATION

Immigration Research has been largely focused on
Adults

~ Yet, One in Five Children in the U.S. is the Child
of an Immigrant

~ Fastest Growing Sector of U.S. Child Population
~ Adaptation Patterns

N

> Three Pathways
> Some Outperform Native Born
» Some Overlap with Native Born
> Some Achieve Below Native Born

> Epidemiologiédl Paradox™ v~ =

S

School Districts Face Unprecedented Changes
with Few Roadmaps

» Little Research
> Who are these children of immigrants?
> What characteristics do they bring with them?
—-both in terms of strengths & risk factors
> What educational strategies are effective
for which kids in what contexts?
» Research is often driven by Either/Or
divisions
> e.g., Whole Language vs. Phonetics
> e.g., Bilingua! Vs Tmmersions "~

Resources Are Stretched Thin

> Poorest districts often face greatest
infusions of immigrant children

» Insufficient Classroom materials designed
for English Language Learners

> Dearth of Certified Teachers adequately
trained to address these children’s special

needs ettt
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National School Reform Measures

» One size fits all

> Not conceptualized with immigrant children
in mind

»~ Often have serious negative consequences
for immigrant children
> e.g., Reduced Classroom Size
> e.g., Moratorium on Social Promotions
> eg., High stakes Testin

rd Lyl Lo At o0 Yy

Research Challenges

~ Conduct robust, empirically sound, & culturally sensitive
research that can guide practice

» Understand unique features of new immigrants

- Foster interdisciplinary collaborations that lead to cross-
fertilization of knowledge & practice
» Psychosocial

» Literacy

> Bilingual Education

» Math

> Science

> Social Studies

> Languoge Arts

e d Lt Lo Yt Adar oo S

Assessment Challenges

» Develop ‘diagnostic’ strategies to assess:

» Immigration History
» Interrupted Education [10 to 20% have gaps of 2 a~ mare years)
» Trauma

» Academic strengths

> Literacy skills

> Language skills in native language

> Appropriately identify learning disabilities

b d Lo g S Aot e by
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Challenge to Curriculum Development

~ Recognize transient English language skills limitations

~ Provide intellectually engaging & challenging materials
while children are in the process of acquiring
language skills

» Present information multi-modally so as to scaffold
on all children’s available resources

~ Prepare students for the 21 Century

et d Lrgaodonl L= mgrent s At o m Sy

Challenge of Teacher Preparation
» Two Levels
» New Teachers
» Continuing Education

~ Designed to recognize the special needs of immigrant
students

- Designed to recognize the challenges of teaching diversd
students

~ Provide Mentoring Supports to Teachers as they acquire

e d L gl Lmmgpenl Srosans Asaye oo sy

new skills

Challenge of Realistic Parental Involvement

~ Recognize high hopes immigrant parents hold for
their children's educational pathways

~ Understand the variety of cultural models of
parental involvement

~ Involve parents when possible

~ Design assignments which do not penalize those
immigrant children who may not be able to draw on

parental resources

o o d L angaudrmt g o St Adawt ot e Sty
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Fostering Robust Learning Communities
» Supportive Relationships

> Between teachers and student s

> Between teachers and parents

> Between students
Maint ain high expectations

Al

Al

Build on strengths while recognizing transient linguistic limitations
Mediate learning in a variety of ways

Al

Y

Scaffold on all available linguistic and cultural resources

Recognize diversity as a resource for learning rather than a probiem
to be eliminated

Al

~ Embrace immigrant children’'s hopes and harness their energies

o ¢ Lorgodow 10 g s bt e

SUPPLEMENTAL SLIDES j10 foitow;

» US Demographics

~ Immigration Today

» Minority Population by Region

» Percentage of Foreign Born

~ States Ranked by Hispanic Population

~ Mean Risk Behaviors by Immigrant Group &
Generation

~ Epidemiological Paradox

O

U.S. DEMOGRAPHICS
1995

Misparic

Black
12%

Aslan

3%

e 2050

White_ / :
53% “"‘\

“iaeaed o Canei Huraw 19210

8%

Hispunic
GEFILA

e and lmmnprstion Proset 1997




IMMIGRATION TODAY

~ 130 Million Immigrants & Refugees Worldwide
~ 20 Million admitted to the US. since 1965

~ Since 1990 rate has intensified to about a million per
annum
~ Proportionally less than in the previous large wave

> 1880-1920--nearly 14 percent

> Current ly--still under 10 percent

> Approximat ely half the rate of several European countries

bt e d Lemgotirteat o Yistons Adapt @ S0y

Minority Population bv Region, 1995 Popuon
of region
i Mitions)
West ’ 76
1
91.9
618
51.s
0 s 10 15 0 5 »n % L
Percent of total region popul ation
O Black, non-Hispanic  © Hispanic
O Asian O American Indian

Swree Numu of e Cenan

PERCENTAGE OF FOREIGN BORN

*149% Foregn Barm Popuiaton = 25 208 000

PERCENTAGE OF FOREIGN BORN BY REGION OF ORISIN

1880 1920 1950 1980 1 1990 |
FURDPFANS Q7% 93 A% RO A% 49 8% 28%
ASTANS 1 4% 1.7% 265 _18% 25%
| ATTN AMFRTCANS 13% 42 6 3% 1% 43%
AFRTCANS 02% Q47 18% 14% 7%
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States Ranked By Hispanic Population

PERCENT
RANK STATE ESTIMATED OAANSE STNCE

POPALATION 1999
! CALIFORNIA 10112984 ny
2 JEXAS 58620818 5%
3 NEW YORK i 2624930 10%
4 FLORIDA | 2,243 441 2%
[ ILLINOTS : 1224309 3B
[ ARIZONA ! 1033822 0%
7 NEW JERSEY ] 1004010 4%,
] INEW MEXICO i 700 289 201
) 1oL 0RADO ] 877516 Tty
10 | MASSACHUSETTS ! ITT 0l £LY
13 INEVADA ! 278 499 123
17 [se0R6TA [ 220012 1%
21 | NORTH CARGLTNA ! 161120 110%
37, TINERRASKA 12539 9o%
1 | TENNE S 56€ ' 82223 0%
36 TSOUTH CAROLINA B a7 0L
37 TARKANSAS , 29473 T
] ] lALARAMA : 42562 72%

R 4 L e | = e At s Wty
Seurce Conmis boreas

Mean Risk Behavior
by Ethnic Group and Immigrant Status

Mcan Index

Europe/  Africd Chim Phiippnes Oher CenusV Cube Mevico
Comucki Afro- Canblean Aus  South America
churnwh foruyw bum perstte O Mahe-bors wéh nane-hora peres

O Forcymburnw h foregehorn parcns B M

L
N X

> Epidemiological Paradox

» Mental Health (nec sty -- Hernander & Charney 1998)

» Risk Behaviors (are study - Hernandez 8 Charney 1998]
% Academic Outcomes

> Aspirations & GPA
> Sociological study of 5000 highs school students in Dade
County Florida & San Diego California {Rumbaut & Portes. 1995]
> Schooling Behaviors, GPA, Risk Behaviors, & Mental
Health
» Psychological study of 20000 adolescents from 9 high
schools [Stenberg, Brown, & Dornbusch 1996]

> €anada (seser. Hou, Hymon & Tausignant 1999)

O e ]
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OBJECTIVES

INSTITUTE ON CULTURAL AND LINGUISTIC DIVERSITY
APRIL 2000

Create dynamic, interactive institute that:

1.

w

Engages participants in thinking and working together on the question “How
can practice, policy and research advance English language learner student
achievement?”. o

Enlarges participant’s vision about current issues, approaches and outcomes.
Provides thoughtful, collegial consultation to the two case groups.’

Fosters the development of on-going, collaborative partnerships among and
between practitioners, policy makers and researchers.



GUIDELINES : DISCUSSIONS AND DEBRIEFINGS

INSTITUTE ON CULTURAL AND LINGUISTIC DIVERSITY
APRIL 2000

All Participants:

Be both active listeners and active participants in discussion groups.
Aim for the goal of being a “wise and generous” colleague.

Be critical in your thinking and courteous in your interactions.

Be creative.

Be mindful of time constraints as you work in your groups.

Group Spokespersons:

Be sure you are clear about what the activity and your colleagues expect you to
report.
Participate, but also listen carefully.

Remember the difference between “report” and “repeat”; skip over points that
have already been made.
Be mindful of time constraints as you deliver your report.

Facilitators/Recorders:

Keep the group focused on the task.

Help the group monitor and manage the time allotted.
Encourage participation; no one dominating, no one excluded.
Summarize key points, but be cautious about “editing”.

Write legibly (to be read across a room).

Reference each flip chart page (date, topic, group, page number).



CASE GUIDELINES

INSTITUTE ON CULTURAL AND LINGUISTIC DIVERSITY
APRIL 2000

Cases, in general, are vehicles for promoting the exploration of ideas. Cases
are not so much about “what to know” (facts, theories, formulas) as they are
tools to help us discover “how to know”.

The cases selected for the Institute are vehicles, but they are also real and the
case spokespersons are colleagues who have asked us to partner with them in
moving their initiatives forward.

In reality, the cases were (are) very complex. The written versions are
intentionally abbreviated. In our discussions---just as in “real life”---we will
be working without all the data we might want.

There is no single “right answer” or solution for these cases . The situations
they describe are rich and complex; our discussions should be equally rich and
complex.

Our discussions should provide opportunities to explore and weigh a variety of
potentially valid approaches; we should be wise and generous and creative.

A Cautionary Word About Personal Examples:
It is very normal and very human to rely on our personal experiences,

particularly when we are trying to make sense out of something that is outside of
that experience. And there is no question that providing personal examples can be
helpful.

However....., for listeners, over-use of personal examples (“Well, in our
research.....”, or “In my school.....”, or.....) begins to feel like a case that only one
person has read. It’s frustrating. It slows down the pace of the discussion. It can
stifle energy and the lively exchange of ideas.



REFLECTIONS ON THE CASE

INSTITUTE ON CULTURAL AND LINGUISTIC DIVERSITY
APRIL 2000

1. What do you recommend that they continue ? What are the strengths of this
initiative that can/should be built upon? '

2. What would you recommend that they begin? Where are there opportunities to
enhance the initiative?

3. What would you recommend that they avoid? Are there pitfalls or obstacles
they need to be aware of?

|

4. Who might they partner with as they move forward?



REFLECTIONS ON THE CASE

INSTITUTE ON CULTURAL AND LINGUISTIC DIVERSITY
APRIL 2000

1. What were the two or three key things that you took away from this case?
What is memorable?

2. What do you think are the strengths of this initiative? What can/should they
build on/enhance as they move forward?

3. Where are there opportunities that they may have overlooked ?

4. Who do they need as partners as they move forward?



GUIDING PRINCIPLES

INSTITUTE ON CULTURAL AND LINGUISTIC DIVERSITY
APRIL 2000

What have we learned about working together across functions that can
be shared with others who are concerned about the ‘“disconnect”
between research, policy and practice?

If we were to develop a set of guiding principles that would promote
integration of research, policy and practice what would we propose as
baseline considerations to move toward integration?

What barriers have you observed in the case studies or personal
experiences that must be addressed if the ‘“‘education community’’ and
its various stakeholders are to advance English language learner’s
achievement?



Small Group Discussions

Institute on Cultural and Linguistic Diversity
April 2000
Biltmore Hotel, Providence, RI

Grouping Room Assignment
Group 1 L’Apogee 17
Group 2 Mezzanine A
Group 3 Mezzanine B
Group 4 L’Apogee 18 A
Group 5 L’Apogee 18 B
Group 6 L’Apogee 1
Group 7 L’Apogee 7
Group 8 L’Apogee 2
Group 9 L’Apogee 3
Group 10 L’Apogee 4
Group 11 L’Apogee §

Group 12 L’Apogee 6
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Tuesday, Aprit 4, 2000 3/29/00 - Minority Gaps Smaller In Some Pentagon Schools -- Education Week

March 29, 2000

Minority Gaps Smaller
In Some Pentagon Schools SN

By Debra Viadero
Education Week

Baumholder, Germany
Third in a four-part series

If statistical odds really could predict academic success, Tieasha, a 12th grader at Baumholder High School, should be just
barely making it. For starters, she is an African-American on her fifth school in 13 years. Neither her mother nor her
stepfather finished college. And two-thirds of her schoolmates at the school—which serves the children of U.S. military
personne! stationed here—come from families that qualify for price breaks on school lunches.

In many U.S. schools, those factors would be warning flags of potential failure, signaling what are widely considered
leading causes of higher dropout rates and lower academic achievement among black and Hispanic students compared with
their white and Asian-American peers. ' .

Instead, Tieasha soars. A talented basketball player who makes A's and B's on her report
card, Tieasha scored a highly respectable 1250 on the SAT last year. This girl is headed
for college.

In the 154 schools run by the U.S. Department of Defense on American military bases
outside the United States, stories like Tieasha's are not all that hard to find. Black and
Hispanic students in those schools—as well as the 70 other schools operated by the
military on U.S. soil— do better than their counterparts almost anywhere in the United

States on the National Assessment of Educational Progress, a key barometer of student ] ,
achievement Tieasha, above, a senior at
. Baumholder High Schoo! in
.. , Germany, says the military's
On the writing portion of the schools provide a supportive

1998 NAEDP, for example, black environment.

and Hispanic 8th graders in the (Photo by Sam Jones)
Pentagon's oversé€as schools

ranked No. 1 among their counterparts taking the test in 39 states
and other jurisdictions. In 4th grade writing, the minority students
from the Defense Department schools topped the list of black and
Hispanic achievers again. And the story was much the same for
African-American 4th and 8th graders taking NAEP tests in
mathematics, science, and reading.

To be sure, blacks and Hispanics in military-run schools still
generally lag behind their white and Asian-American classmates, just
as they do nationwide.

3 | ., * .

L AEah B But the gap is smaller than it is on average in civilian schools. And

: S\ 41D AR such numbers suggest that the experience of the Pentagon schools in
Diane Rose, the mother of two Baumholder students, says it Working with a diverse, highly mobile group of students may offer
helps that Army commanders invoive themselves in school  lessons for other American educators seeking ways of reducing the
affairs. persistent and troubling shortfalls in student achievement among
(Photo by Sam Jones) racial and ethnic minorities.

"If there's any place where children of color or minority kids are being successful, it would make sense for us to look at it
and to understand why," said Howard L. Fuller, a former Milwaukee school superintendent and an education professor at
Marquette University in Milwaukee.

On the 4th grade reading portion of NAEP, 17 test-score points separate white and black students in the overseas schools.
Nationwide, in comparison, the same gap—at 32 points—is nearly twice as large. In the Kaiserslautern school district,
which includes Baumholder High and 18 other schools on U.S. Army and Air Force bases in west-central Germany, some
principals say there are no test-score disparities in their schools at all.

The surprise is that the Pentagon schools are able to produce better-than-average minority achievement despite some real
obstacles to learning. With an average of more than a third of their 115,000 students moving to new schools each year, the
Defense Department schools have mobility rates rivaling those of many urban systems. And—of particular concem in a
district such as this that is close to international hot spots—huge numbers of military families effectively become
single-parent homes for months at a time on a regular basis.

The Baumholder Military Community, a sprawling complex set amid rugged farmlands and vineyards east of the Mosel
River, is home to 5,000 military personnel and their families.

From here, Army brigades might deploy to Bosnia, Kosovo, or Albania. What's more, at least half the parents of students in
the Kaiserslautern district receive low enough salaries that their children qualify for federal free or reduced-price lunches. If

http://www.edwesek. org/ew/ew_printstory.cfm?siug=29dodd.h19
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the military can keep minority students performing at higher-than-average levels, some observers have begun to say, civilian
schools might be able to do the same.

"I believe one of the big factors is that we have tended to look at all students in our expectations for them," said Ray
Tolleson, the interim director of the Department of Defense Education Activity, Wthh oversees Pentagon schools in the
United States and abroad.

i \

'Place of Duty’

Defense Department schools, to be sure, have certain advantages. For starters, the Pentagon has a longer history than many
school districts in educating a diverse student population. The Defense Department's overseas schools have been formally
integrated since just after World War II. Now, Hispanic, African-American, and biracial children make up 39 percent of the
enrollment in the military's schools abroad and 45 percent of the students in its domestic schools.

> Another reason cuts across racial and ethnic lines: Educators in military-run schools can rely on the rmlltary culture and
infrastructure for support to a degree unheard of in regular public schools. .

Having trouble getting a mom or dad in for a parent-teacher conference? Call
the commanding officer, and that soldier is likely to get a dressing down.

The Army, in fact, has formally notified officers and enlisted men and women
that their "place of duty" at parent-conference time is in their children's
classrooms.

"From a parents' point of view, it seems sort of intrusive that your boss gets
involved in your personal affairs," said Diane Rose, the mother of two
Baumholder High students and wife of an Army major. “But it also works
because you know the commander is going to let a parent off to come to school
functions."

Army Lt. Col. Mark McAlister, left, says the
In addition, family members who become chronic troublemakers in school or military culture creates an atmasphere where

minority students can thrive.

in the community can be shipped back home to the States. And parents in this (Photo by Sam Jones)

9,300-student district, the Pentagon system's largest, can recall occasions
when the military made good on that threat.

"I don't view it as a sword of Damocles hanging over people's heads," said Brig. Gen. Michael Maples, an Army tactical
commander at Baumholder. "But it's there.”

Community Support

Principals can also call on the local command to provide muscle, volunteers, technological expertise, and other help they may
need to keep their schools running smoothly.

At Neubruecke Elementary School, a K-6 school just up the road from Baumholder High, the former principal turned to an
Army battalion commander last year for help finding adult mentors for students. Of the 10 volunteers that Lt. Col. Mark
McAlister sent from his finance battalion, none—including the lieutenant colonel himself—had children of their own at the
school.

"School support is not much different than mission support in Kosovo sa1d Col. McAlister, clad in camouflage gear and
fresh from a mission to the Balkans.

The mentors also volunteered as substitute dance partners at a father-daughter dance last spring that was held at a time when
many of the school's fathers were on their way to Albania for a six-month stay. An Army commander, equipped with maps
and overheads, visited the school again right after that deployment to show the students where their parents were—uvisits that
helped quiet rampant rumors of parents "going to war."

"Everything in the Army is designed so that when a _
soldier is deployed somewhere, he can focuson -
the task at hand," noted Maj. John Miller, an Army . Peéntagon Schools at a Glance
operations officer and Neubruecke parent. "I can't .- .
have a soldier deployed somewhere worrying
about whether his family's being taken care of."

Despite those advantages, the military schools must
still face many of the same problems—mobile
families, absent parents, scarce resources,
disruptive students—as typical stateside schools.
And a few extra ones.

The weeks surrounding the departures and returns
of parents, for example, are typically emotionally
fragile times for children, teachers said. And
classroom misbehaviors tend to crop up more often
during those periods.

As a self- described "inner-city Philadelphia
knucklehead,” Col. McAlister, an African

e N T I I e L v
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the Army's expertise in fostering high minority RIS i QErs
achievement.

The Army doesn't take a person's race or background as an excuse for poor performance, he said. And in the service, he
added, overt demonstrations of racial prejudice are dealt with harshly.

"1 was a 20-year-old second lieutenant, and the Army looked at me and handed me 50 soldiers and said, "You're responsible

for their care and well-being,"" the colonel said. "No one ever said, "You're a minority' or 'You're from the inner city." *
You'd be amazed at how often people live up to what's expected of them.”

Darryl Levin, a 3rd grade teacher at Neubruecke, has similarly high expectations for his students, half of whom are members

of minorities and many of whom are from low-income families. "I expect every single one of my kids to go to college and
get a professional job,"” said Mr. Levin.

Systemwide, more than three-quarters of seniors go on to higher education once they graduate—well above the 67 percent of

U.S. high school graduates overall who go directly to college. If a military career is their choice, postsecondary education is

required in order to move up the ranks.

"You're looking at an organization that rewards educational success immediately and equates it to higher rank and more
money," Col. McAlister said. "Part of that has to have an effect.”

'More Supportive'

Tieasha, the Baumholder High senior—Pentagon policy prohibits disclosing the full names of children in its schools

abroad—also says school success is a natural byproduct of growing up as an Army brat. With frequent moves a fact of life,

military children learn quickly to adjust to new settings and new faces. At Baumbholder, 39 percent of Tieasha's schoolmates,

in fact, will change schools this year.

In the classroom as well as the lunchroom, the school mixes black,
white, Hispanic, Asian-American, and Native American students.
The children of generals learn and play alongside those of privates.

"Everybody's in the same situation you are, so they help you out a
bit,” Tieasha said. "As soon as you come to the school, people talk to
you. They know what it's like for you."

Partl’ H
. e . . . . . Achlevemeant,” March 15, 2000 : Despite
High student mobility is often cited in the United States—especially decades of attention, gaps in the achlgvement
in urban schools—as a contributing factor to poor student of minority students remain one of the most
achievement. pressing problems in education.

Recognizing the potential problems, the Department of Defense
schools standardized their curricula in 1994 so that a student moving
from Fort Knox in Kentucky can expect to see the same textbooks in Why do the achievement gaps persist? Some

a classroom in Aviano, ltaly, or Mannheim, Germany. The Pentagon | pjama it on teachers; others say too much TV. In
has commissioned a study to explore further ways to ease secondary a Korean-American community, parents take no

Part2”
* March 22, 2000 :

school students' frequent transitions. chances when it comes to their children’s
education.

Here in the Kaiserslautern district, schools also offer special > g

programs for students who are struggling academically or just *Part 3 March 29, 2000 : Schools run by the

underachieving— just as many civilian schools do. | U.S. Department of Defense for children of

military families may offer lessons on how to

Reading Recovery, a widely used program from the States that is raise the achievement of low-income minority

aimed at giving one-on-one reading instruction to 1st graders, students.

operates in every elementary school here. Older students whose Part 4 April 5, 2000 : There are no sure

achievement lags can get guidance, tutoring in needed study skills, answers, but some experts say better teaching,

and the push they need to take college-placement courses through smaller classes, the right schoolwide

Advancement Via Individual Determination, or AVID—a national improvement program, and fairer aflocation of

program that is noteworthy for its success with minority students. resources can shrink achievement gaps. A
Houston-area district has some answers of its
own.

The Defense Department school system has also raised its graduation
requirements and eliminated basic courses at the high school level. - .
Now all students in Pentagon-run high schools must, for example, Coverage of utrI;en erc;,ucac;lonrls Sé’pfgned n
take two years of a foreign language, three years of science, and ﬁiﬁ nb({atai o%ran rom (he George Gu
complete coursework in algebra and geometry. ’

The single biggest predictor of college success, a growing number of

studies show, is whether students take academically challenging — -

courses in high school.

"The curricular content might be more meaningful to our kids because they see the link," said Archie W. Bates,
Kaiserslautern's superintendent. “If you speak of Asia in class, well many of our kids have been to Asia.”

Baumbholder High students routinely take field trips to Paris, London, and Brussels.

But it also helps that teachers— many of whom are military spouses or have attended Pentagon schools themselves—
http://www.edwaek.org/ew/ew_printstory.cim?sluga29dodd.h19
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understand what students are going through, too, according to Tieasha.

Nationwide, a growing body of research suggests that minority students—particularly those in big city schools—typlcally
get the least experienced and most poorly qualified teachers.

The Pentagon schools benefit from a teaching force that is more educated and more experienced than most. In the
Kaiserslautern district, 74 percent of teachers have master's degrees or better. Just as many have been on the job for more
than a decade.

Teachers' longevity is explained in part by the downsizing of the military. With bases closing around the world, the teachers
who still have jobs in the system are those who have been there the longest. But teachers here said they also stick around
because they like the work.

"This is la-la land compared to the states," said Dominick Calabria, Baumholder's principal.

The allure of life abroad keeps many teachers happy, and even this rural district, spanning rugged hills, forests, farms, and
small towns in west-central Germany, is only a 50- mile drive from France and Luxembourg. Bigger German cities, such as
Frankfurt and Bonn, are even closer.

Teachers earn salaries roughly comparable to those of their counterparts in large school systems back home. For example, a
teacher who holds a master's degree and who figures about midway on the Pentagon's complicated, 18-step pay schedule
can earn about $41,000 a year. Overseas teachers also get an allowance that pays three-quarters of their housing costs.

Mr. Levin's room at Neubruecke rivals that of any well-off suburban school in the states. He has Internet access, six
computers, a closed-circuit television and VCR, a movie screen, and an overhead projector.

The Defense Department spends an average of $8,579 per pupil on its overseas schools—24 percent more than the national
average. But, since military schools are not allowed to accept grants or federal Title I funds—pots of money that a lot of
districts don't count in their per-pupil figures—it's hard to tell whether that number is as generous as it sounds. Affluent
suburban systems, such as Shaker Heights, Ohio, in comparison, spend more than $10,000 per pupil.

Smaller Classes

(ad More important than the bottom line, though, is that the money is
equitably distributed.

"There are no disparities between schools," said Mary Thompson, a
4th grade teacher at Sembach Elementary-Middle School at Sembach
Air Base about 60miles from Baumholder. "We don't have the
inner-city and suburban schools.”

And, while small schools and classrooms are not the rule throughout
the Pentagon system, Kaiserslautern has a fair share of both.
Baumbholder, like many of the high schools in the system, has only
395 students. Military personnel typically retire before their children
reach high school.

# Neubruecke Elementary has 235 pupils, while Sembach enrolls
nearly 800.
Class sizes vary, too—so much so that figures showing average

class sizes have little meaning. At Neubruecke, Mr. Levin has 28
3rd graders this year. Still, he finds the time to send home weekly

Students wait for buses at Baumholder High School in newsletters as well as daily progress reports on every single student.
Baumholder, Germany, one of the schools run by the U.S.

Department of Defense for children of military personnel. "Because of the progress reports, I get things back saying

(Photo by Sam Jones) something like, 'In three weeks, Dad's going to be gone for about

four months. Let me know if there are any problems."

But, if the schools are small so is their "town" here. Parents frequently visit and volunteer in the schools. One reason is that
so few of them have opportunities to work outside the home."It was my social life a lot of times because [ felt joy when I did
things for people here," said Kathy Snyder, the wife of an Army dentist and a parent of two children at Neubruecke.

But parents also come because they are welcome. "At the civilian school my kids went to in Texas, the most I could do for
my kids was drive them there, go with them on field trips, and pick them up at the end of the school day," said Grace
Johnson, a mother of seven from Sembach. "Here, [ know everyone.”

Even families without children tumn out for basketball games and other events. "It's like everyone here is all hyped up about
your future," said Shannon, a classmate of Tieasha's who is also African-American.

And, as is true in many small towns, parents say they feel their children are safe in the schools. "They don't let anyone stand
on the corner or drink here,” Ms. Thompson of Sembach said. "We're free to concentrate on schooling.”

Worth a Look?

Some experts contend that much of the praise being heaped on Pentagon-run schools may be undeserved. Gerald W.
Bracey, an education researcher and writer, notes, for example, that many conditions under which they operate cannot be
hitp://www.edwesk.arg/ew/ew_printstory.clm?slug=29¢odd.h18
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replicated in civilian schools. And, he points out, even if military families qualify for free school lunches, they still have a
roof over their heads, a regular paycheck, and free medical care.

“You won't find military kids living in the conditions found in Southeast Los Angeles or Spanish Harlem," he wrote in a
recent letter to education leaders.

“ \
What's more, slightly higher-than-average percentages of military parents have a high school diploma or better. When the
NAEP scores for the children of like-educated families in the military and in civilian schools are compared, the overall scores
on the 8th grade math, science, and reading exams are more comparable. Thus, Mr, Bracey concludes, "the magic of the
military is a mirage." '

Mr. Fuller of Marquette University isn't so sure. Given the limited success that U.S. schools have had in recent years in
reducing the minority achievement gap, he said, the military's successes deserve a closer look. "And we should not look at it
with any preconceived notions that explain away any success or suggest why it couldn't happen someplace else,” he said.

On the Web

Review the curriculum taught at the DRepartment of Defense schools.

© 2000 Editorial Projects in Education Val. 19, number 29, page !, 20-21

hitp:/iwww edwaek.org/ew/ew_printstory.ctm?slug=29dodd.h19




HAB

Northeast And Islands
Regional Educational
Laboratory At

Brown University

Dr. Phil Zarlengo
Executive Director

Dr. Vincent L. Ferrandino
Chair, Board of Governors

Partners:
Abt Associates Inc.

Center for Applied
Linguistics

Center for Resource
Management, Inc.

Jobs for the Future
RMC Research Corporation

Superintendents’
Leadership Council

TERC

(RO W
SR

E|
E|

The Education Alliance

(5]
\B}

March 29, 2000
Dear Institute Registrant:

Thank you for planning to join us for the Institute on Cultural and Linguistic
Diversity to be held April 10-12, 2000 at the Biltmore Hotel in Providence, RI.
We look forward to seeing you to examine ‘How Practice, Research and Policy
Can Advance English Language Learner Achievement.” The enclosed materials
are being sent to assist you with preparation for the Institute. Please bring these
materials with you to the Institute as additional copies will not be available.

Your packet includes:

1. The agenda for the three-day program which provides highlights and the
schedule for our work together

2. The format for the Institute which describes our intended use of case study to
focus the conversations

3.  Readings:

A. “Transforming Knowledge: Blurring the Boundaries Between Research, Policy
and Practice” by Andy Hargraves, 1996

B.” At-Risk But Rising: Educational Research, Practice and Policy for Students of
Cultural and Linguistic Diversity” by Roland G. Tharp, 1996

C. “Unmet Promise: Raising Minority Achievement” by Robert C. Johnson and
Debra Viadero, Ed Week, March 15, 2000

D. “Lags in Minority Achievement Defy Traditional Explanations” by Debra
Viadero, Ed Week, March 22, 2000

4. Case Studies:
A. Dalton, Georgia: A Case Study in Educational Challenges and
Possibilities Created by Demographic Change
B. Virgin Islands Selected Teachers Actualizing Action
Research for Reform in Schools: A Voice of Practice
5. Providence Visitors Guide - a downtown map is provided on page 10 of the
promotional booklet
6. Biltmore Hotel information
7. Web updates can be found by logging on :www.lab.brown.edu

We strongly recommend that you review the two case studies prior to your
arrival as some of this background material may not be discussed explicitly in
the presentation of the cases during the Institute, but provide facts about the
cases and context for some of the discussions we will enter into.

Please note that we have incorporated the Pell Policy Seminar into our
programming for Day Two of the Institute. This portion of the program will
occur in Salomon Hall on the Brown campus. There will be bus service for you
to and from the Pell Seminar. Also, please note that Ron Suskind, Pulitzer Prize
author of A Hope in the Unseen: An American Odyssey from the Inner City to the Ivy
League will deliver our closing keynote on Day Three of the Institute.

If you have questions, or special accommodation requests, please notify Don
Bouchard at 1-800-521-9550, ext. 273 by Wednesday, April 5.

Sincerely,

E. Donald Bouchard, Institute Program Committee Chair

222 Richmond Street, Suite 300 Providence, RI02903-4220 401/274-9548 800/321-9530
Fax 401/421-7630 lab@brown edu hitpz/waww.lab.brown.edw/



- Institute on Cultural and Linguistic vaermty
Bnngmg It All Together: How Can Practice, Policy and Research Advance English
Language Learner Achievement?

Biltmore Hotel
Providence, Rhode

Institute Agenda
Monday, April 10, 2000

8:30-9:45 Registration/Coffee
2" floor Balcony

9:45-10:15 Welcome/ Opening Statements Garden Room
US Senator Jack Reed (D-RI) invited
10:15 Setting the Stage and Mini-keynotes:
1. Marcelo Suarez-Orozco, Professor , Co-director, Harvard
Immigrant Project, Harvard University, Cambridge, MA
2. Delia Pompa, Executive Director, National Association of
Bilingual Education (NABE), Washington, D.C.
3. Craig Shapiro, Teacher, DeWitt Clinton High School, Bronx, NY
10:45 Introduction of Dalton , GA Case Study- Edmund Hamann, LAB
Erwin Mitchell, Attorney, Dalton, GA
Maria Olivia Villareal, Universidad de Monterrey, Mexico
Sheila Evans, Curriculum Coordinator, Dalton, GA
Beth Arnow, ESOL Coordinator, Gwinnett County (GA) Schools
Amy Haynes, Teacher, Dalton, GA

11:30 Discussion of Case Study- Jan Shubert, Facilitator

12:00 Luncheon

1:15 Guided discussions - groups of 10- location to be announced
3:00 Break

3:20 Group Debriefing with Response panel:

Carola Suarez-Orozco, Co-Director Harvard Immigrant Project,
Harvard University

Delia Pompa, Executive Director, National Association of
Bilingual Education (NABE), Washington, D.C.

Craig Shapiro, Teacher, DeWitt Clinton High School, Bronx, NY
Monica Sanchez-Franzone, Teacher, Groton, CT

4:20 Wrap-up - preview of next day
5:15 Reception- L’Apogee Lounge 17th floor
6:15-8:00 Dinner
Tuesday, April 11, 2000
8:15-9:00 Continental Breakfast/ Providence Arts Project- Jonny Skye -

Garden Room

9:00 Reflections on Day 1/ Review Day 2 agenda
Introduction of Virgin Islands Case Study — Don Bouchard, LAB
Anita Plaskett, University of Virgin Islands, St. Croix, VI



10:00
11:15

11:30
12:15

1:30
2:45/3:00

3:30
4:00-6:30

8:30-9:00

9:00

9:45

11:00

12:30

2:30

Nidia Tolentino, Bilingual Consultant, Department of Education,
St. Croix, VI

Paulina Ramos, Teacher, Ricardo Richards Elementary School, St.
Croix, Virgin Islands - -

Bernice Samuels, Teacher, Lockhart Elementary School, St.
Thomas, Virgin Islands

Ruby Simmonds, Commissioner, Virgin Islands Department of
Education, St. Croix, VI

Facilitation of Case Study- Jan Shubert

Small group discussions- location to be announced

Break

Debrief small group discussions

Luncheon and Speaker-

Carlos Rodriguez, Senior Researcher, American Institute for
Research, Washington, D.C.

Break

Buses will transport participants to Salomon Hall, Brown campus
from hotel '

Pell Reception- Salomon Hall, campus

4th Annual Clairborne Pell Policy Seminar

(No scheduled dinner)

Wednesday, April 12, 2000
Continental Breakfast- Garden Room

Where to now? Jan Shubert, Facilitator

What do we know?

What have we learned?

What do we need to do to promote better communication and
greater integration?

Moving toward integration: Role a-like meetings with researchers,
policy-makers, and practitioners

Town Hall Meeting with Response Panel: Jan Shubert

Panelists:

Donna Christian, Director, Center for Applied Linguistics,
Washington, D.C.

Craig Shapiro, Teacher, DeWitt Clinton High School, Bronx, NY
Mary-Beth Fafard,Director of Programs and Services Education
Alliance, Brown University

Luncheon and Speaker:

Ron Suskind, Author, A Hope in the Unseen: An American Odyssey
from the Inner City to the Ivy League

Closing/Evaluation



Format for the Institute on Cultural and Linguistic Diversity

Bringing It All Together: How Can.Pra_ctice, Research and Policy Advance English
Language Learner Achievement?

Questions at-large: How do we determine if adequate integration exists among
practitioners, researchers and policy-makers around issues affecting English Language
Learners (ELLs)? How is integration itself manifested? What barriers exist to
integration among practice, research and policy? How can diverse stakeholders advocate
for ELLs in ways that will advance improved achievement?

Format: The Institute will incorporate a case study method in addressing the extent to
which integration exists among practice, research and policy. Participants at the institute
will be invited to listen, to observe, to reflect and to discuss issues that emerge from two
cases and how these address integration of practice, research and policy. Participants will
be asked to actively engage in a process where they consider questions from each case
study and attempt to offer their expertise in assisting the presenters of each case in further
advancing ELL achievement.

The case studies will be presented in large group format with opportunity for small group
discussions to debrief the presentation and the issues raised. Groups will be configured
so that there are practitioners, researchers and policy-makers/implementers in each group.
Practitioners, researchers and policy-makers generally do not talk with one another as
collaborators and the Institute design is intended to build on sharing of perspectives and
what we can learn from one another.

Days one and two will focus on the case studies and facilitation/debriefing of the
presentations. Day three will feature a “role-alike” grouping to further synthesize what
has been presented in the case studies, the small group discussions and then determine
what needs to take place if integration is to occur to further the achievement of ELLs.

Outcomes: The LAB at Brown plans to prepare a summary document of the Institute,
highlighting the nature of the discussions and recommended strategies or guiding
principles for consideration which might better integrate how practitioners, researchers
and policy-makers/implementers can advance ELL achievement. The LAB then plans to
share this document with the broader educational community in hopes that it sparks
further discussion and potential movement toward better alignment among educators and
various stakeholder groups who work with or on behalf of ELLs.
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Transforming Knowledge: Blurring the Boundaries
Between Research, Policy, and Practice!

Andy Hargreaves
The Ouniario Institute for Studies in Education

This paper explores ways in which the boundaries between educational research, policy, and prac-
tice are being—and can further be—blurred in the postmodern age. First, it describes two paradigms
of knowledge and how knowledge is used or generated by praciitioners: knowledge utilization and
teachers’ self-generated knowledge. The distinctions betwecn these two positions, it is argued, are
much less clear cut than is commonly claimed. Indeed, I suggest, in a complex, diverse, and rapidly
changing postmodern world, the boundaries benveen universiry discourse and school-level discourse
about education should become more open still. The remainder of the paper exemplifies and analyzes
how these different forms of knowledge and discourse in educaticn can be transformed in productive
ways. Four practical examples of such transformation drawn from my own research and development
work are described. Finally, 10 principles for reinventing the-nature of and relationships benween
knowledge creation and knowledge utilization in education are outlined.

» What use is university-based research
knowledge (o teachers? How can it be made
more useful? .

« What use is the knowledge of individual
fe'achcrs, to other educators as well as them-
selves? How can it be made useful?

For more than 20 years, these two sets of ques-
tions have been at the heart of our efforts to un-
derstand and improve the relaticnship between
teaching, educational research, and educational
change. The first question characterizes the tra-
ditional field of knowledge utilization. It is con-
cemed with how expert research knowledge
about teaching and learning, developed in uni-
versities, can be communicated to teachers in
ways that will enable and encourage them to
make use of it. The second question is prompted
by the concern that teachers, too, have valid pro-
fessional knowledge and that ways need to be
found of legitimizing it, codifying it, 2nd making
it public. This second question preoccupies and
underpins the work of researchers in the fields of
teachers' personal knowledge, practical knowl-
edge, reflective practice, and teacher research.

. The differences between the fields of knowl-
cdge utilization and of teachers’ practical knowl-
edge are partly epistemological; they amount to
different conceptions of the nature of knowledge
and what is professionally worthwhile about it.
The differences are also political. The two fields
make different claims about who own, define,
and act as gatekeepers of what is to count as pro-
fessionally worthwhile knowledge. They com-
pete over who has the status and the right to de-
fine such knowledge.

This paper reviews the claims and contribu-
tions of these two broadly constituted fields con-
cerned with teachers® professional knowledge. It
also analyzes the implications of these two posi-
tions for understanding educational change and
how to bring it about. The distinctions batween
the two positions, I shall argue, are much less
clear cut than is often claimed. Indeed, I shall
suggest, in a complex, diverse, and rapidly
changing postmodern world, the borders be-
tween university discourse and school-level dis-
course about teachers’ knowledge in particular
and education more generally should become
more open still.? Consciously creating knowl-
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edge together among communitics of leachers,
administrators, and university researchers, I shall
argue, can open up better possibilities for im-
proving teaching, creating and disseminating re-
ally useful research, and bringing about educa-
tional change. L

In the remainder of the paper, I exemplify and
analyze how the boundaries that currently divide
the knowiedge and discourse of universities and
the knowledge and discourse of schools and
school systems can be traversed and transformed
in productive ways. [ do this by describing four
research initiatives in which [ am currently or
have recently been involved. Then I draw some
implications from these examples of border
crossings belween university knowledge and
school-level knowledge for reinventing knowl-
edge development and knowledge use in the
postmodem age. '

Paradigms of Useful Knowledge

Following Wideen, Mayer-Smith, and Moon
(in press), Lytle and Cochran-Smith (1992), and
others, there appear to be two broad paradigms
of knowledge and its use to teachers: knowledge
utilization and practical, personal, or craft
knowledge.

1. Knowledge Utilization

Work on knowledge utilization in education
came to prominence in the 1970s and 1980s. It
emerged at a time of intense interest in develop-
ing educational innovations and curriculum
packages, which were then perceived as not
being adopted or implemented properly by
teachers (Love, 1975). The university-based
producers of knowledge, it seemed, were failing
to reach, influence, or secure the commitment of
classroom teachers. Research on knowledge
utilization sought to establish how university-
based research and development and its means
of dissemination could be improved to ensure
that teachers made more extensive use of it.
Importantly, “knowledge utilization™ literature
was also among the first to address what
changes needed to be made in the conditions of
teaching so as to z2llow and encourage teachers
10 be more receptive to exiernally produced
knowledge. :

Epistemologically, the knowledge at stake
here was usually knowledge of a particular sort.
It was propositional in the sense that it offered
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generalized claims, statements, or prescriptions
of a rational kind (Fenstermacher, 1994). These
propositional forms of language, reasoning, ar-
gumentation, and proof distinguished and de-
tached university-based research’ knowledge
from the everyday, common sense knowledge of
teachers in schools. University-based knowl-
cdge was not tailored to any one school or class-
roum, but transcended the many different kinds
of contexts in which teachers taught. It was writ-
len in research reports, curriculum texts, and
teachers® guides. This written knowledge was
also public knowledge, available to all who
wished to inspect it

Politically and institutionally, the knowledge
that was the subject of knowledge utilization re-
search emanated primarily from universities or
from government-sponsored research units and
departments. It was the property and prerogative
of accredited research experts. They could de-
fine public and professional understandings of
what kinds of teaching and curriculum programs
were cffective. Their voices prevailed over
teachers’ voices in dictating the course of edu-
cational change. The propositional and general-
ized forms that university-based knowledge on
teaching and schooling took were embedded in
traditional assumptions of what constituted
high-status university research and were also
buttressed by univcrsil'y career structures, which
valued generalized propositional knowledge
and 1ts publication in scholarly journals above
all else.

Research on knowledge utilization itself also
conformed to the canons of university-based in-
quiry. It was abstract, generalized, proposi-
tional, and detached from the everyday school
knowledge of teachers. It identified universal
factors that made knowledge utilization effec-
tive and established procedures of planned
change through which the necessary knowledge

.could be processed. Factors leading to effective

knowledge utilization included the need for
knowledge to be relevant, clear, and “amenable
to action images™ (Fullan, 1981, p. 218), to be
implemented with the assistance of support per-
sons who had personal contact with teachers
over a period of time (p. 219), and 10 be shared
by teachers who had opportunities to interact
about the knowledge they were required to im-
plement (p. 226). However, the fundamental as-
sumption on which these findings about effec-



live knowledge utilization was founded went
unquestioned: that the knowledge that could
make teachers more effective was other people’s
knowledge, not their own. ) :

Louis and Dentler (1988) and others have con-
cluded that “top-down rcform policics rarcly
match the varied and ofien unpredictable con-
texts in which thcy must be applied™ (p. 35).
Writing at the cnd of the 1980s, Louis and
Dentler (1988, p. 59) pushed the knowledge uti-
lization paradigm to its limits by advocating
what they called school-focused knowledge uti-
lization, where educators could make genuine
improvements from below if they were also pro-
vided with modest outside assistance and sup-
port to attend to and act on new information
made available to them from the outside, and 10
do this in conditions of increased exchange and
discussion among their peers. Even at the limits
of the knowledge utilization paradigm, though,
the knowledge at issue was still other people’s
knowledge that educators were asked to ingest
from the *outside-in™ (Hunt, 1987).

2. Teachers' Knowledge

From the middle of the 1980s, anothar view of
knowledge zbout teaching emerged. Despite
many differences of zpproach, this field 25 a
whole acknowledged the worth and legitimacy
of teachers' knowledge and its roots in teachers’
individual and collective experience. In tradi-
tional knowledge utilization theory, teachers’
own knowledge was unhelpful to other educators
as a way of understanding teaching bscause it
was unsystematic (Fullan, 1981). In the newly
emergent study of 1eachers’ knowledge, how-
ever, the grounding of that knowledge in the lives
of individual teachers, and the particularities of
time and place within which they worked, was
regarded as a source of great richness, practical-
ity, and strength. .

Epistemologically, research and writing on
leachers’ knowledge has focused on its personal
and practical nature, has celebrated rather than
dismissed its idiosyncrasies, has sometimes em-
braced its emotional and intuitive qualities 2s
well as more usual rational and reflective ones,
has valued rather than demeaned the narrative
forms of storytelling and case examples through
which teachers discuss their practice, and has

generally sought to represent the wisdom of
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teachers’ practical knowledge and experience in
a full and favorable light.

Several sub-traditions make up the ficld of
teachers® knowledge. Rescarch on teachers® per-
sonal practical knowledge points to “the exis-
tence of tcacher knowledge that is practical, ex-

" periential and shaped by a teacher's purposes

and values™ (Clandinin, 1986, p. 4). This ap-
proach is “designed to capture the idea of cxpe-
rience in a way that allows us to talk about
teachers as knowledgeable and knowing per-
sons™ (Connelly & Clandinin, 1988, p. 25). The
routine and situated knowledge that teachers
have of curriculum materials and development,
subject maller, teaching strategies, the class-
room milieu, parents, and so forth are the sorts
of phenomena that make up the substance of
teachers' personal practical knowledge. Such
knowledge can also be captured and communi-
cated in particular forms, 'cspccially through the
images (Elbaz, 1983). metaphors (Russell,
Munby, Spafford, & Johnson, 1988), and stories
(Connelly & Clandinin, 1988) that teachers rou-
tinely use to represent their work to themselves
and others.

A second tradition of work on teachers’
knowledge is concerned with clarifying and de-
veloping the knowledge base for teaching. This
knowledge base, itis argued, should consist of “a
codified or codifiable aggregation of knowledge,
skill, understanding and technology, of ethics
and disposition, of collective responsibility—as
well as a means of representing it” (Shulman.
1987, p. 4). One important part of this know!-
edge base is what Shulman (1986) calls pedz-
gogical content knowledge: “that special amal-
gam of content and pedagogy that is uniquely the
province of teachers, their own special form of
professional understanding™ (Shulman, 1987, p.
8). Pedagogical content knowledge is the knowl-
edge of how to teach one's subject or subject
matter. Its possession, it is claimed, is one key
factor that distinguishes experts from novices in
the classroom. Explicating this knowledgs
makes teachers® practical know-how and tech-
nique public. However, Sockett (1987) has 2r-
gued that this conception of psdagogical content
knowledge ignores almost everything that is
moral, emotional, and spscifically contextual in
leaching, and therefore misses much that is im-
portant about teachers’ knowledge in general
(see also Hargreaves, 1993z2).
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A third tradition in the ficld of teachers® -
knowledge is that of reflective practice. The
concept of the “reflective practitionee™ has been
pioncered by Donald Schin (1983) as a way of
describing and devcloping ski_llcd_ and.lhough!-
ful judgment in.profcssions like feaching. ".Rc-
flection™ here means thinking that is not just
ivory-towered contemplation, but that is. linked
dirccily to practice (Grimmeut & Erickson,
1988; Grimmett & MacKinnon, 1992). Teacher
cducators have not been slow to pick up the im-
plications of Schén's work. They have shown
how 21l teaching embodies reflection or thought-
ful judgmcnl within the actual practice of teach-
ing itself (Pollard & Tann, 1987). They have
tried to investigate how teachers might best rep-
resent and explain their practice reflectively to
one znother, espcially between more- and less-
experienced peers. Some have moved beyond
the more technical aspects of reflection rcgar.d-
ing the details of classroom judgment—ihat 1s,
beyond refiection in action 2nd reflection on ac-
lio‘n-—lo argue for more critical refiection 2bout
zclion 2nd zbout the social conditions and con-
sequences of oneg's 2ctions as a teacher (e.g.,
Fullza & Hargreaves, 1991, pp. 67-59; Camr &
Hemmis, 1983 Lision & Zeichner, 1921).

[
[

mailers throughout this literature are the em-
phases that 2l teachers reflect in some wa'y:-thal
teachers can articulate and share their reflections
morz explicitly and that tezcher education, su-

=rvision, znd developmient should bz con-
sirucied in ways thet mzke such explicit refisc-
tion more feasible 2nd thorough.

A fourth tradition in the exploration of tzach-
ers” knowlzdge is that of 1eacher research. Lyile
and Cochran-Smith (1992), two of the strongest
proponents of teacher rescarch, argus that “edu-
cziors need to develop a different theory of
Lnowledge for t1zaching, a different epistzmol-
ogy thet regerds inquiry by t=achers themselves

s 2 cisiinzt end imporent way of knowing
ing” (p. $47). Whan Tripp (1923,
chzrs be tzught 1o kizep jour-

znd 10 genesziz crilczl incidsnis ftom

ne found (hzt the prodbisms tezchers gen-
2

12d 25 inguirers wers very different from the

prodlems normzily gensrzied by universicy re-

whether students copying from cach othzr was
good or not, if it mattered lh';l fricndships.
changed so ofien, why students 1old so many
tales on each other, the extent to which what
happened before school affected formal leam-
ing, why students so oftcn seemed 10 ignore in-
structions, and why teachersseemed to have to
repeal things so often, (Tripp, 1993, p. 14)

For Lytle and Cochran-Smith (1992, p. 448)
“whal is worth knowing about teaching includes
what teachers, who are researchers in their own
classrooms, can know through their own system-
atic inquiry." Such sentiments are echoed more
generaily throughout the rapidly growing litera-
ture of teacher research (e.g., Elliott, 1990: Rud-
duck, 1985; Oja & Smulyan, 1989).

These orientations within the teacher resezrch
community express a set of political and instii- -
tional preoccupations that run throughout the
ficld of teachers” knowledge more genzrally.
These concern who knows, who has tha right to
know, and who can define what is publicly
known and worth knowing about teaching. Clan-
dinin’s (1986) text on teacher images sought to
counter “the genzral stance that teachers do not
posszss 2 body of knowledge unique to their pro-
fession” Tripp (1993) confasses 10 tha dzwning
rezlizztion of his seduction by the z-zdem

whan hsrefiects (hat

for the first tims...sincs I had left school
teaching to becoms 2 university acad=mic, my
inlzrests were now vested in 2nswering ques-
tions which were primarily if not solely of in-
terst to educational reszarchers, gusstions
which were genzrally quits 25 varslzied 1o
these of my inszrvizs tzachers as wers thase of
that tzzcher 1o his studznts, (p. 15)

Many advocates of teacher research and
teachers’ knowledge more generally are at least
skeptical and sometimes scathing of the institu-
tionalized power and preteasions of the acad=my
to claim to know what tzzching is or svn 1o
spzak for teachers zbout what they are supposad
to know. They chzlisnge the Hghis of univessity
reszareners 10 ave “the priviieged way 10 imow
£bout tz2ching™ (Lyde & Cozhran-Smith, 1092,
p. 450). Howevzr, 2a irony of soms of t2e work
on tzzzhers’ knowledge, especizliy on Delagog-

ical content knowizdge, is that it Zmouns 1o ine




codified and systematized in a scicntific way.
This justifics the pursuit of professional status by
organized tcachers (Hargreaves, 1995a) (those
who posscss the knowledge base), the sclf-inter-
csted maintenance of tcacher cducation by uni-
versity professors (Labarce, 1992) (those who
pass it on), and the continuing credibility of ed-
ucational rescarchers (who make it and them-
selves legitimate). Even teacher rescarch itself is
not entircly immune to this irony of being recol-
onized by the academy, for some versions of it
claim legitimacy for teachers® knowledge by urg-
ing tcachers to use the customary academic tools
of systematic inquiry, rather than recognizing
that teachers” knowledge has valued and distinc-
tive forms of its own.

University researchers are caught up in episte-
mological worlds of generalization and abstract
theory. According to Elliout (1991, pp. 45-46),
from the teacher’s perspective, this world “'is sim-
ply the product of power exercised through the
mastery of a specialized body of techniques. It
negales their professional culture which defines
leaching competence as a matter of intuitive craft
knowledge, tacitly acquired through experience.”
University researchers search for context-tran-
scendent generalizations; teachers, for particulars
that will affect their own situation. University re-
searchers are energized by questioning and prob-
lerns; teachers, by action and solutions. Univer-
sity researchers are zlso embadded in careers
guided Dy the paper achisvements of scientific
publication, whereas teachers® careers are guided
more by practical and interpersonal achievements
with students and colleagues. The two positions
can be summarized as in Table 1.

Blurring the Boundaries

These two views of teachers’ knowledge seem
1o represent two different epistemological and in-
stitutional worlds, each alien 1o the other. Closer
inspection, however, reveals that the boundaries

'separaling the two domains are not nearly so
clearly drawn 2s first seems o be the case.

For one thing, even the most ardent advocates
of tzachers® practical knowledge recognize that
the teachers they study also possess formal theo-

ctical knowledge from university training and
professional development experiences that can
become part of their wider practical knowledge
(e.g., Clandinin, 1986). Moreover, on those oc-
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casions when formal teacher preparation docs
manage to be integrated more successfully with
practical teaching experiences, the images that
teachers carry with them into their classrooms
and that'guide their teaching are not just generic
images of tcaching-as-rescue or classroom-as-
home, as some of the early literature on practical
knowlcdge suggested (Elbaz, 1983: Clandinin,
1986). Teachers® images may also spring directly
from the formal learings of tcacher education it-
self. Hargreaves and Jacka (1995), for example,
document the case of a new teacher whose guid-
ing images included “cooperation,” an image she
had acquired from an inspirational advocate of
cooperative leamning in her teacher education
program. More generally, writers like Lytle and
Cochran-Smith (1992) concede that alongside”
teacher research, there is also “a rich body of in-
formation generated by university researchers
that ought to inform the practice of teaching™
(p- 449). Wideen, Mayer-Smith, and Moon (in
press) describe a school’s teachers who shared a
strong collaborative culture and a collective
commitment to continuous improvement. These
teachers sought out all kinds of knowledge to
help improve their own school, including knowl-
edge acquired through professional reading and
the otherwise often maligned “one-shot™ work-
shops. Over time, Wideen, Mayer-Smith, and
Moon (in press) conclude, in the information-
rich environment that their case-study school
provided, “it was difficult 1o distinguish bziween
the influence of formal knowledge and pzrsonal
practical knowledge in promoting the change, as
over time, they blended together™ There are
some kinds of school culture, it seems, where
teachers are able to develop constructive and
critical relationships to university-based knowl-
edge that they can then integrate with their own
practical knowledge and apply effectively within
their own contexts (Hultmann & Horberg, 1995).

The postmodern information age is blurring
these boundaries between teachers’ knowledge
and university-based knowledge even more.
Computer technology and the availability of in-
stant information are annihilating spacs znd the
boundaries it creates in the postmodern world
(Harvey, 1989; Hargreaves, 1994, 19855). The
social geography of professional knowl=dge is
undergoing a profound reconfiguration. Szhools
and universities are no longer locked in separate,
insulated spacss.
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TABLE ]

Knowledge utilization

Teachers® knowledge

genceralized
codifiable °, -
rational
public

wrilten

cxplicit
theoretical
question-oricated

Epistemology

propositional in form

Politics

high status

career recognition based on
published achievement

located in universities and
government-funded institutes
propenty of academic expents

context-specific
. difficult to codify

also moral and emotional

private or interpersonal

oral

tacit

practical

solution-oricnted

metaphorical, narrative,
story-based in form

located in schools and
classrooms

property of school practi-
tioners

low status

carcer recognition based on
interpersonal achievement

Literature on professional development indi-
caies that one of the most valuable forms of
lezming for teachers is the leamning they get by
interacting with colleagues (Little, 1990), in-
cluding colleagues in other schools. With the ad-
vert of eiectronic and satellite communication,
tezchers’ colleagues nezd not be restricted pri-
merily to those with whom they can have face-
to-face interaction in their own school space.
Nor, when they want to connect with colleagues
from other institutions, need teachers rely on the
power-brokers of school system administration
or university course teaching to bring them to-
gether on certificated courses or in-service pro-
fessional development days. Teachers and teach-
ers’ organizations are now able to create their
own electronically assisted professional devel-
opment networks. Lytle and Cochran-Smith
(1992) describe the creation of powerful teacher-
research networks in the United States. Lieber-
mean (1993) lists a wide array of professional
development networks for teachers that have
fiourished in recent years. And in Canadz, Bas-
ciz (1994) describes the Creating Cultures of
Change project, fundsd by the Ontario Ministry
of Educaton and coordinated by the Ontario
Teachers® Federation, where many thousands of
tezchers are able to get on-line assistance with

przctical problems, acquire “insider” gossip -

&dout upcoming policies, learn 2bout recent or
uproming professional development workshops,
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locate colleagues who are experimenting with
similar innovations, and so on.

Distance Jearning, again developed with the
assistance of computer technology, is also be-
ginning to challenge some of the traditional pat-
tzmns of post-graduzte study and certification for
teachers. It is challenging the long-standing res-
idential requirements for graduate study, which
have hitherto bound teachers 1o the closed and
cloistered spaces of university life for prolonged

eriods of contemplation. It also disturbs the lin-
car time sequences of courses and programs that
have comprised conventional university provi-
sion. Postmodern forms of free trade are now ex-
tending o cross-border interchangeability of
professional centification and the international
right to provide it (not [east between Canada and
the United States). There is a more competitive
marketplace for professional credentials. These
can certainly threaten rigor and standards
(Calvert & Kuehn, 1993). But they are also forc-
ing institutions such as my own to provide more
modular, part-time, flexible, and part-residential
courses that students can integrate more efiec-
tively with their ongoing professional obliga-
tions. Such postmodem patierns of course pro-
vision do not merely allow teachers and
administrators to integrate work and study in a
practical sense. Tney also encourage concurrent
integration of university-besed propositional
knowledge and teacher-based practical knowl-
edge instead of their being ordered sequentially.



) Insome cases, as in England, distance learning
is used to establish innovative forms of teacher
preparation, where student teachers spend most
of their time at home or in school placements and
where university-generated course materials are
mediated through trained mentors who work with
students in the ficld. Such developments are part
of a wider trend [ have writien about clsewhere—
to break down the modemistic spatial segregation
between schools and universities. These segrega-
tions of space and status have marginalized fac-
ulties of education {rom the centers of knowledge
in the university and from the busy hub of prac-
tice in schools (Hargreaves, 1995b). In many in-
dustrialized countries. initial teacher education is
becoming deinstitutionalized. dispersed through
space, uprooted (rom the university, and spread
across schools. This can be seen in the movement
of greater proportions of teacher preparation (o
schools themselves (Rudduck, 1990), in the es-
tablishment of alternate programs of teacher cer-
tification that are based in schools for teachers
from underrepresented “minority™ groups (Stod-
dart, 1991), and even in the transfer of budgetary
responsibility for teacher preparation from uni-
versities 10 individual schools (Barton, Barrett,
Whitty, Miles, & Furlong, 1994). At their worst,
these developments threaten a retreat 1o crude,
unreflective, utilitarian models of teacher prepa-
ration that encourage the unquestioning acquisi-
tion of practical knowledge as mere technique.
But they also mark a new spatial terrain that chal-
lenges the status 2nd hegemony of university ex-
pertise. It is on this new postmodern spatial ter-
rain that the claims to develop and disseminate
professional knowledge, and 10 integrate it effec-
tively with practice, must now be won.

In the postmodem world, the free flow of in-
formation means that spatial distinctions be-
tween “inside™ and “outside™ are collapsing.
Schools and other orgznizations are no longer
clearly bounded systems. In fact, the very
metaphors of “system™ and of “organization™
mzy no longer bs zppropriate for describing
what pzople do 2nd how they do it together in a
rapidly changing, spatially dispersed social
world (Clegg, 1990; Morgan, 1993).

Our postmodemn conditions of technological
sophistication, market competition, and spatial
flexibility are therefore already bringing about
changes in the dennition, acquisition, 2nd inte-
gration of professional knowledge in educa-
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tion—changes that are starting to reconfigure the
relationships between p'rofcssors and teachers
universities and schools in the development and‘
disscmination of professional knowledge,

Cases of Cross-Border Knbwlcdge Creation

I now want to describe some initiatives in re-
scarch and publication in which [ have been per-
sonally involved that, in small ways, illustrate
and embody embryonic postmodern principles
for knowledge devclopment and utilization
across the borders that have normally divided
universitics from schools. None of these exam-
ples describe full-blown collaborative research
with teachers in the classic sense. Collaborative
research between school teachers and university
rescarchers is often advocated as a way of bridg-
ing theoretical knowledge and practical con-
cerns in education. as a way of empowering
teachers to be democratic panicipants and not
merely objects of rescarch, and as a way of
guarding the ethical rights of teachers not 1o be
exploited or demeaned by the ways in which re-
searchers represent them. However, collabora-
tive research with teachers doss not suit ali
people and all purpeses. In a critique of the lit-
crature of teacher reszarch, Hammersley (1993)
notes that tcachers are not the only audience for
educational research, nor are they the only ones
with a strong interest in it. He also observes that
many leachers are not always concerned about
what they ought to be concemed about (e.g.. the
effects of ability grouping), that the unfamiliar
and fresh perspective of a non-teacher outsider
can be 2s valuable 2s that of an experienced and
committed teacher insider, and that if we want
to professionalize teaching,“we should be con-
cerned with raising the status of teaching as an
activity directly, rather than seeking to do so by
appeal 1o the status of research™ and by redefin-
ing the role of teachers to include commitment
to research (Hammersley, 1993, p. 439). More-
over, re-inventing teachers as smaller replicas of
our researcher selves may not suit the purposes
of many teachers—who may want to “do™ mors
than to “inquire™—and may not suit their wider .
life obligations and time commitments either.
So we must search for other practical strategies
to cross the knowledge borders of teaching and
research that complement those of collaborative
research. Four such examples are describsd
below.
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1. What's Worth Fighting For? Working
Together For Your School: Collaboration
Through Writing and Publication

In the late 1980s, my colleague Michacl Ful-

lan and [ were approached by the Ontario Public:
School Teachers® Federation in Canada, onc of
the province's five tcacher unions, to write a
monograph for it on the rclationship between
teacher development and cducational change in
schools. This was cventually titled What s Worth
Fighting For?: Warking Together For Your
School (Fullan & Hargreaves, 1991). The feder-
ation had alrcady commissioncd and marketed a
previous monograph from Fullan on the school
principalship that had been in press for approxi-
mately a year (Fullan, 1988). As Fullan and |
began to develop our ideas for the substance of
the monograph, the fedceration established some
ground rules they thought necessary so that wide
parts of their membership and other teachers
would rcad it. It had to be short—not more than
three or {our succinct chapters—and able to be
read by teachers who are hard pressed for time in
one or two evenings. And it had to be accessible:
clearly written, stocked with quotable and mem-
orzble phrases, and unzncumbered by an excess
of academic references. The Federation strongly
influenced the form and the discourse of our
monograph. Here, the practical knowledge of
teacher union staff was significantly shaping
how (though not what) we academics would
write and how we would mediate our ideas 10 an
audience whose needs our collaborators under-
stood without losing the richness and integrity of
what we had to communicate.

We planned a framework for the monograph
that was then discussed and approved by the Fed-
eration’s execulive commitiee. Over many
months, we drafted our text. Qur aim was 10
wrile critical and cutting-edge work within a
more popular discourse than the one to which we
were accustomed. We drew on practical experi-
ences and retold teacher stories that had emerged
in our wider research. We drew on research to de-
velop a position about teachers and change,
knowing that morally and politically we some-
limes extended beyond the strict boundaries of
our evidence in doing so. The result was a criti-
cal and controversial text that was also accessi-
ble. In a2 Federation Executive mesting deliberat-
ing on the monograph’s approval, one member

wondcred whether it was “too far ahead of its
time.” But the Federation gave its trust and
shared our risk and, in editorial feedback, asked
us to make changes only of clarity and style, not
changes of substance. =~

The monograph was not published by a con-
ventional book publisher. The Federation alrcady
publishes its own glossy, magazine-style ncwslet-
ter and other associaled publications. By taking
responsibility for the monograph, it was able
to complete publishing and printing in two
months—much less than the time spent by almost
all other publishers. There were also dissemina-
tion and markeling advantages (o this strategy. An
administrative assistant was hired 10 take orders
and 10 package and distribute the monographs.
The monograph was widely advertised through
Federation publications and mailings. Provincial
and regional conferences were organized to
launch it. A professional development training
package was prepared in association with it, and
a group of trainers participated in professional
development programs to learn how to mediate
the materizl. Michael Fullan and [ also actively
committed to a wide program of workshops and
speeches across Canada and beyond in connec-
tion with the monograph and its themes.

Adoption rales were encouraging (although
we have only anecdotal evidence on other zs-
pects of implementation). Over 30,000 copies
were sold in two years. The book has been sepa-
rately distributed in the United States and Aus-
tralia, co-published in the United Kingdom, and
translated into Norwegian, Spanish, and Chi-
nese. A second edition has been published in the
United States (Fullan & Hargreaves, 1996). We
have been told in many places that the mono-
graph has helped place school culture and
teacher development at the center of educational
change agendas.

To sum up: Federation staff were involved at
the outset with how the monograph was con-
ceived, especially indiscourse and form. In tum,
we had access to a highly influental teachers” or-
ganization and its a2ssociated networks 25 a vehi-
cle for disszminating critical ideas about teachar

evelopment and school change 10 tens of thou-
sands of teachers, face 10 face in workshops and
in print through the text. By using postmodemn
formats of dissemination through newslerters
and networks rather than using modemistic
forms of distribution through conventional put-



lishers and bookstores, our monograph also-cn-
joyed rapid and widespread disscmination to
. many teachers who do not always rcadily partic-
ipate in further cducational study or cngage with
cducational inquiry and rescarch. Qur own acad-
emic knowledge and rescarch expertise infused
the monograph with the critical content and in-
tellectual integrity that we wished to communi-
cate, but it was Federation staff who drew on
their practical knowledge and expertise in solic-
iting the monagaraph, shaping its form, and steer-
ing its dissemination.

2. Bevond Transitions: Collaborative
Framewarks for Development and Research

A second initiative involves a project  am un-
dertaking collaboratively with Loma Earl. the re-
search director of a large neighboring school dis-
trict, In it. we have been interviewing a total of
32 Grade 7 and 8 teachers and their principals
from 16 schools in 4 school districts. (In the sec-
ond phase of the research, we will be undertak-
ing classroom observations with a subsample of
this group.) These teachers have been identified
as having a “'serious and sustained™ commitment
to implementing various aspects of the Ontario
Ministry of Education’s reforms in the transition
years (Grades 7, 8, and 9). The particular aspects
of the reforms we are investigating are newly de-
vised common curriculum outcomes, initiatives
to create an integrated curriculum, and alterna-
tive forms of student assessment. This is a chal-
lenging array of reform requirements. We want
10 see what sense teachers committed to their
success make of them, how far they are able to
incorporate them into their classroom practice,
what it is about their school environment that
helps or hinders them in doing this, and to what
extent these teachers’ lives and careers are typi-
cal of other teachers outside our sample or are
exceptional in some way.

Our purpose is not to study and portray exem-
plary teachers and schools, to place these teach-
ers on pedestals above everyone else. Such a
strategy leads at best to voyeuristic fascination
and, at worst, to shame and guilt among those
who feel that the exemplars of excellence are im-
possible to emulate in their own circumstances

of imperfection. What we want to understand
and portray, rather, is what sease the reforms
make and how well the reforms fare even among
those committed 10 them. We want (o see if they
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are, in principle, workable, if they hang together,
and what they look like whei they do.

The study participants arc not just objects of
rescarch inquiry here. We have organized three
hall-days so that tcachers in the study can meet
one another, discuss their work together, and ac-
tively develop a collective sense of what mean-
ings and possibilitics the reforms hald for them.
The project tcachers themselves have helped de-
termine the agendas for meetings. In this scnse,
we have been endcavoring to connect the pur-
poscs of rescarch and inquiry for a wider audi-
ence of rescarchers and policymakers to pur-
poses of development and involvement for the
teachers included in the study. Interestingly. in
the individual interviews we have undertaken for
this study, teachers have repcatedly commenied
that their reason for participating in this study
was the opportunity it would give them to inter-
act with similarly inclined colleagues {rom other
schools. Our focus group meetings have been oc-
casions for us to collect research knowledge. but
also for the teachers to develop their practical
knowledge together as well.

The prior existence of two institutional col-
laborations is important for facilitating these
links between data collection and professional
development in the design of the project. First.
the project schools are all located in the four dis-
tricts that comprise The Learning Consortium.
along with the Ontario Institute for Studies in
Education and the Faculty of Education at the
University of Toronto. This Consortium has
been established to create experiences of pro-
fessional development and exchange of mutual
benefit to all the partners. Locating the project
in the Consortium will provide feedback to the
districts on their policies and practices in Grades
7, 8, and 9. In return, the connection with the
Consortium has secured a small amount of fund-
ing from it to cover some of the costs of teacher
release time so teachers can leave school to meet
their colleagues through the project. The Con-
sortium will also provide an important avenue
for disseminating the results of the project once
they are known. Such prior institutionalized col-
laborations provide structured settings and rela-
tionships where researchers’ knowledge and
teachers’ practical knowledge can connect and
interact. The symbiotic relationship between the
two kinds of knowledge comes about not
through individual initiative or personal collab-
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oration, but through suructured opportunitics
and expectations created by the institutional col-
laboration. : N
Sccond, working with an experienced school
board rescarch officer who directs the research
department for one of the Consortium school
districts brings other benefits of collaboration.
She is responsible for data collection in her own
district, is able to draw on her own support staff

10 do so, and is collecting data of direct rele- -

vance 10 policy developments in that district. At

the same time, her connection with an organiza- -

tion of school district research officers in the
province has created another opportunity. This
organization has received some Ministry fund-
ing 1o study the implementation of transition
years' reforms in the province and, through con-
nections with my research partner and discus-
sion with our team, has decided to mount a
“shadow™ study in other districts, using our in-
struments, hence widening the scope, generaliz-
ability, and potential impact and dissemination
of our own study’s findings.

The design of this project is demonstrating the
beneflts of ongoing individual and institutional
collaborations that precedes and parallel specific
projects. Institutionalized connzctions between
teachers’ practical knowledge and academic re-
search knowledge stimulale and provide a pre-
existing context of collaboration for new pro-
jects, rather than such collaboration having to be
contrived after the project has been initially de-
signed by academics in isolation. Such individ-
.al and institutional collaborations can combine
effort and expentise, enhance resources, maxi-
mize practical relevance, znd improve possibili-
ties for dissemination.

.3. Posimodern Policy Development in a School
District: Iniegrating Development and
Research

A third project emerged from zn approach ini-
tizted by the director of one of Canada’s largest
school distncts, the North York Board of Educa-
tion. On the basis of her direct knowledge of my
writing, my presentations to teachers and admin-
1strators in the field (inciuding several within her
own district), and a relationship of mutual pro-
fessional understanding that had developzd
slowly over several years, I was invited to bring
my research and development experiise 10 the
district in some way. [ met with members of the
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director’s administrative team on several occa-
sions to explore areas of concem for the district
that might also be of interest to me. One area was
language learning, a policy priority in the board
(where over 50% of the schools® students were
categorized as English-as-a-second-language and
over 70 languages were spoken). This area was
the focus of increasing public pressure and ac-
countability across the board and the province
and one where there had been a record of long-
standing activity and success at elementary and
middlc school levels, but less so at the secondary
school level. A second area of focus was the per-
ceived need for restructuring the curriculum and
orgasization of secondary schools to accommo-
date provincially legislated changes in ability
grouping, common curriculum outcomes, and al-
temative forms of assessment. :

In discussion, I suggested a process of policy
development in language leaming that would ul-
timately also assist the purposes of secondary
school restructuring. This process is not a linear
one of development followed by implementa-
tion, nor a cyclical one of development-imple-
mentation-review, followed by another cycle of
the same. It-is a policy process designed 1o in-
clude many of the system’s teachers in its con-
linuing creation and recreation so zs 10 secure
their input and commitment. The policy process
is also meant to fit highly variable local circum-
stances of different school structures, language
mixes, 2nd so forth. T

What does involving teachers in change mean
when the teachers number over 4,000 and are
spread across an entire system? How can cul-
tural rhetoric about involvement be squared with
the structural and political realities of complex
systems? Qur project has tried 10 address this
chailenging vision of a sysiem-wide change
process for language policy development—not a
written and completed language policy, nor even
the one-off development of a policy, but a
process of continuous policy dsvelopment for
and dizlogue about language leaming. What we

- have been struggling with here is 2 new concep-

tion of policy and the involvement of 1eachers in
it. We have tried to move from a position where
teachers are implementors or tools of other pzo-
ple’s policies 10 a position where they realize
policies, making them their own. Indeed, we
have worked hard (o eliminaie “implementz-
tion” from our vocabulary,



Our long-term goal is to create a complex net-

work of teachers who engage in dialogue around -
the principles of language learning, the sharing -

of good practices, exhibitions of classroom
work. and inquiry into case-study portrayals of
language leaming. We arc endcavoring (o create
a policy process that is not a linc or cycle, but a
postmodern “moving mosaic™ of tcacher discus-
sion and development groups, shifting and over-
lapping, moving people, issucs, ideas, and activ-
itics vigorously around the system.

Our reasons for moving toward this reconcep-
tualization of policy development are that it
makes more sense for as many policy decisions
as possible 1o be determined at the immediate
level, where people will have to realize them

(Corson, 1990). In a complex, uncerain, and -

highly variable world, planned change that fol-
lows systematic cycles of development, imple-
mentation, and review is 100 inflexible and bu-
reaucratic to respond to local perceptions. needs,
and circumstances (Louis, 1994). Moreover, de-
1ailed documents that freeze policies in text be-
come outdated and overtaken even as they are

eing wrilien by changing communities, new
lechnologies, {resh legislation, research insights,
and unznticipated problems (Darling-Ham-
mond, 1995). Written policies are also problem-
atic in that, like all written texts, they are inter-
preted differently by those who read them.
Passed through the prisms of teachers’ purposes
and perceptions, the black and white texts of ed-
ucational policy become scattered into an infinite
array of colors and shades of interpretation. No
wrillen policy can be clear or literal enough 10
secure real consensus. Policy is therefore best se-
cured not through the sole medium of written ad-
ministrative texts, but through comnmunities of
people within and across schools who create
policies, talk about them, process them, inquire
into them, and reformulate them, bearing in
mind the circumstances and the children they
know best.

One reszarch component of this initiative has
bzen the construction of 19 mini case portrayals
in sites where interesting and broadly positive
developments in language learning practice have
been taking place. These portrayals will provide
one set of items around which teachers can dia-
logue within the system. The design of the case
studies has bsen undentaken with administrative
staff and the research department in the school
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district, then revised and refined through plan-
ning mectings with a group of teachers and ad-
ministrators in cach school. Drawing on the
practical knowledge of district and school staff
about the kinds of materials classroom teachers
might be prepared to discuss, these collabora-
tions led to the creation of case formats that were
bricf snapshots of practice rather than protracted
descriptions of entire programs or schools. Also,
advice from district staff led to texts that were
compact collages of ‘narrative description of
commentary interspersed with journal entries,
interview quolaiions, and examples of children’s
work, rather than continuous, uninterrupted nar-
ratives of the kind that more usually characterize
academic writing. In terms of the substance of
the cases, district staff initially wanted only pos-
itively exemplary practices 10 be portrayed, but
our insistence on documenting “interesting”
practices, whether positive or not, threw up some
provocaltive portrayals that were so effective in
stimulating dialogue that district and school staff
were persuaded (o adopt them. The interaction
between practitioner knowledge and research
knowledge was, in this respect, genuinely recip- .
rocal. :

Opening up a further area of integration be-
tween theory and practice, the research teams
have included five doctoral students undertaking
a course with me on Field Studies in Educational
Administration. This course is designed to bring
together research experience, scholarly literature,
and applied work in the field of policy and prac-
tice. Class times are flexible, have included case-
study visils, and, in some cases, have been held in
the district office with administrative and re-
search staff. Case drafts have constituted student
assignments. Student assignment deadlines have
been synchronized with project deadlines for pro-
ducing case materials. This integration has en-
abled the production of the case portrayals to be
swift and timely. Qualitative case study often
takes many months—even years—1o0 collect,
transcribe, analyze, and report. By the time it is
processed, it is of little use to research partici-
pants. These cases were planned and negotiated
in January, conducted in February and March, ne-
gotiated and edited through communication with
the relevant school staff in March and April, and
writien up by May so that final packages of ma-
terials could be produced over the summer
months in time for their use by North York teach-
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crs in the fall. Clear, workable formats; synchro-
nized deadlines; close collaborative relationships

between the research team and staff within the .

district and its schools; and the tightly integrated
nature of the graduate program are the things that
facilitated this swift tumaround. o

To sum up: this collaborative initiative has.

evolved from my continuing relationships with
scnior administrators and from a conlinuing
presence as a writer, presenter, consultant, and
workshop leader in the field. It is not a contrived
collaboration composcd for the first time on
paper, but one that has evolved from continuing
relationships among people genuinely interested
in conneclting theoretical to practical work across
the university-school system divide. It is an ini-
tiative that tries 1o involve teachers in more dia-
logue and refiection as a routine part of their
work. It is one that began from development,
then extended into research as support for that
development. It is also an initiative that facili-
tates sought-after integrations between pub-
lished research, research training, and practical
field connection in graduate work.

4. Professional Actions and Cultures of
Teaching (PACT)

A fourth project has much less obviously “ap-
plied” purposes. Indeed, its origins are in many
respects academically self-serving in a deliber-
ate and explicit way. Professional Actions and
Cuitures of Teaching (PACT) is an eight—country
network of experienced researchers on teacher
professionalism and teacher cultures where par-
ticipants have been able to present and discuss
their work, dialogue around key issues in the
field, and create new individual and collaborative
research projects together. It began as a profes-
sional community exclusively for experienced
university researchers wanting to exchange ideas
2t a high conceptual level among specialists in
scholarly traditions. Products have so far been of
a conventional academic kind—scholarly papers
and a book (Goodson & Hargreaves, 1996).
There have been no pretensions to connect with
practicing teachers nor with policy. We do not re-
gret this. Our purpose has been to nurture and in-
vigorate our own professional community. Just
as teachers sometimes need to discuss their work
logether, or administrators need to engage in di-
alogue around their own special concemns, uni-
versity researchers also have a need for profes-
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sional community. Not all rescarch and practice
needs to be integrated and connected for every-
one all the time.

However, conncctions lo practice have not
been completely absent. Funding to support our
first meeting was provided by the Ontario Public
School Teachers® Federation, in part, on the basis
of a record of successful collaborative work with
it in the past. Funding for our meeting in April
1995 in London, England, was provided by a
teacher education institute; three unions for
schoolteachers, head teachers, and university
teachers, respectively: and by The Times news-
paper through its educational supplement, The
connection here is not merely a financial one. In
exchange for funding our mecting, the speakers
in our group comprised the bulk of the program

_for an important national conference titled “U.K.

Education Reform—What Next?" that also in-
cluded the shadow secretary of state. Shortened
versions of these speeches were published in an
eight-page pullout of The Times educational sup-
plement, which goes to virtually every school in
England and Wales. The nature of the audiences
our network members addressed here, orally and
in print, also exerted an important backwash ef-
fect on the content of the papers and on the ac-
cessibility of their style and form of presentation.
The success of the conference in England has led
the University of Oslo to offer continued funding
for the research network in exchange for the net-
work's members 2greeing to contribute to a sim-
ilar conference for practitioners and policymak-
ers on educational reform, this time in Norway,

at a future date. Therefore, although the starting -

point for PACT has been strictly scholarly, it is
clear that the emergent implications for policy
and practice and how we address them have also
been considerable.

Summary

Not all collaborative initiatives in krowledge
production and dissemination, therefore, need to
commence in a collaborative way. Collaboration
between university researchers and other educa-
tors does not need to be perpetual and ubiquitous
to bring about more effective knowledge gener-
ation and utilization in education. But what does
matter is that whether it begins with policy de-
velopment, with pure research, or with 2 combi-
nation of the two, our wider work is embadded
in a continuing set of relationships and activities



that straddle the university/school and re-
searcher/tcacher/administrator divides. It is these
ongoing relationships and activities at the inter-
personal and institutional levels that hold out the
best promise for improving and cxtending the
professional knowledge of all cducators over
time; there is no one best method of collabora-
tion or intcgration that is meant to fit everyone.

Postmodern Principles of Professional
Knowledge Generation and Utilization

I have described two approaches (o knowledgc
utilization and generation that are less tightiy in-
sulated from one another than is often claimed. |
have suggested that distinctions between univer-
sity knowledge and tcacher knowledge are be-
coming. and should become, even more blurred
in the postmodern world. Four cases—rooted in
my own experience— of research, development,
and writing projects that blur these boundaries in
different ways have been described. From these
cases. it is now possible to sketch a tentative set
of principles for knowledge development and
utilization in the postmodern age.

1. Diversify what are to count as legitimate
Jorms of knowledge abour teaching and educa-
tion. There is no one best method. no singularly
superior way 1o gather or to represent such
knowledge. In a postmodern world that is en-
countering a crisis of representation (Lyotard,
1984), we should embrace multiple forms of rep-
resentztion (Eisner, 1993) as legitimate ways of
displaying and communicating what we know. In
a more visually inclined and non-rational world,
policymakers will communicate their messages
more aesthetically and effectively if they move
beyond abstract argument and positivistic forms
of proof to embrace stories, narratives, cases,
videos, and vignettes within their work as well.
Educational rescarch, which is already granting
increasing acceptance to qualitative forms of re-
search and representation, might also widen
what it counts as legitimate academic and even

thesis presentation to include video, story, fic-
tional writing, or a collage of different forms that
challenges the linearity of traditional academic
forms. Diversifying the forms of legitimate
knowledge will multiply the points of possible
aesthetic, emotional, or intellectual connection
between schoolleachers and university re-
searchers as users and creators of educational
knowledge. It will bring together practical
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knowledge and rescarch knowledge by redefin-
ing research knowledge itself. _

2. Broaden the forms of discourse through
which research knowledge is presented. Do not
cling to one single wriling and speaking style,
hoping it will mect all purposes. Experiment in
writing for different purposes with different au-
diences. The scholarly community likes all ref-
erences and contiguous work to be scrupulously
itemized. The tecaching community does not.
Writing and spcaking for different audiences in
diffcrent genres should therefore be practiced if
we are 10 capturc the interest and undersianding
of all educators. This means that not only arc
clarity and simplicity of prose called for on scme
occasions, but also emotional arousal and acs-
thetic attractiveness through evocative examples,
metaphor and analogy, and the general seduction
of literary play. Developing these skills should
be a key professional obligation in the pastmod-
ern educational world.

3. Seck integration of intent across the range
and life span of one’s activities as an educator,
rather than peifect praxis within ane or all of
those activities. Integration of theory and prac-
tice. of different kinds of knowledge should be a
matier of continuing effort and ultimate intent
across our activities rather than something built
into the conceptualization of every activity from
the outsel. Projects may begin from practical,
field-relaied concerns or from esoteric, theoreti-
cal ones of academic inquiry. They may be insti-
gated by professors or by policymakers and
school practitioners. The temptation to make all
staff development school-based or all research
collaborative would be a foolish one 10 indulge.
To incorporate integration between theory and
practice in all research work from the outset
would be a stilted contrivance. Recognizing the
diverse forms that professional knowledge can
take and seeking integration between them over
time is what matters most.

4. Widen what it means to be a teacher 10 in-
clude skill and practice in systematic inquiry. For
Lawrence Stenhouse (1975), systematic inquiry
was essential for becoming an “extended profes-
sional™ as a teacher. The skills of systematic in-
quiry and their relevance to on-the-job profes-
sional learning should be a key component of
teacher preparation, an on-going obligation in
leachers’ continuing professional development,
and something that the working conditions of
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schooling (particularly those that affect teachers’
time 1o mect with other teachers) should be re-
designed to encourage (Lytle & Cochran-Smith,
1992). If systematic inquiry becomes a more in-
tegral part of the professional culture of teach-
ing, it will cncourage and empower tcachers to
identify and resolve more of their own school-
level problems and create points of cngagement
and understanding in relation to university-gen-
crated cducational research. Systematic inquiry
should not, of course, be a skill that teachers
practice all the time. Work demands, life com-
mitments, and other priorities will often preclude
it. But it is a skill that will be necessary at par-
ticular times, lor particular purposes. So teachers
musl al least be prepared with the capacity., given
the opportunity. to use it.

5. Redesign educational policy processes so
that teachers can become agents of policy real-
ization. mare than conduits of policy implemen-
tarion. Teachers will find it hard to be systematic
inquirers in contexts where they are merely tools
of the purposes of others. Moving more policy to
the level of the school and supporting interac-
tions among teachers within and between their
schools will stimulate the need for systematic in-
quiry and for engagement with university re-
search. The conditions for teacher research and
for collaboration among colleagues of the kind
that foster intelligent interaction with university
research are vitally connected to the experiences
teachers have of educationa! policy. Where pol-
icy and research are laid-on and teachers are its
users, such conditions do not exist. Where policy
is actively created and produced by teachers
themselves, they do.

6. Widen what it means 10 be a university pro-

fessor or researcher in education to include

practical and policy work with other educational
audiences and constituencies. The best way to
disseminate educational research is to be dis-
seminating it already. Although this sounds tau-
tologous, it means that pre-existing engagements
and commitments 1o presentations and work-
shops with teachers and administrators in the
field provide places where newly emergent work
can be presented as it arises. In this way, the dis-
semination of new work can be effortlessly in-
serted into a pre-existing web of engagements
and relationships. To have and to meet such com-
mitments means redefining them as a central, not
a peripheral, part of one’s work.
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7. Redefine academic careers in ways that
align them with the more diverse definitions of
knowledge, its dissemination, and its use in cdu-
cation. Accommodating cxtensive ficld obliga-
tions is unlikely to be cffective in more than a
few exceptional cases unless academic carcers
arc structured in ways that recognize such work,
otherwise these commitments will be treated as
additional and peripheral. The promotion struc-
turcs of university departments normally revolve
around quality and productivity of scholarly
work in the conventional sense. They are modern
or pre-modern in their singular recognition of
scholastic endeavor. My own institution has a
threefold mission of research, teaching, and field
development and has a tenure and promotion
structure that reflects this—promotion being at-
tainable through demonstrated excellence in
areas other than scholarly work where the candi-
date desires (e.g., teaching and field develop-
ment). although competence in scholarship must
be demonstrated as well. Exchanging field re-
sponsibilities for teaching responsibilities and
incorporating multiple criteria into promotion
structures so as to align with the multiple mis-
sions of university professorship in applied fields
are two ways in which academic work and acad-
emic careers can be redefined productively in
education,

8. Create award-bearing course structures
that transcend space and time. Move away from
being the modemistic, monopolistic university
provider to whom teachers must come for resi-
dential leaming toward employing distance
learning and other means for creating courses
that use space and time more flexibly in accu-
mulatable modules and credits of work. These
enable teachers to engage with research in ways
that can integrate more flexibly with their lives

and careers. They also enable the work of teach-

ers and of university professors in joint profes-
sional development or school improvement ini-
tiatives 10 be granted academic credit and
award-bearing status for student achievement
and recognition of professorial teaching loads
alike.

9. Provide policy funding and logistical sup-
port for establishing teacher networks of pro-
Jfessional development and teacher-generated re-
search. This gives teachers the status and
encouragement to generate their own shared
knowledge and to engage critically and collec-




tively with knowledge generated clsewhere. It
makes tcachers more cqual partners in the
knowledge gencration and utilization process.

10. Establish and support schoal systen/uni-
versity partnerships and other “bridging cul-
tures” that can connect these two worlds. Bridg-
ing organizations brings togcther the worlds of
tcaching and rescarch and schools and universi-
tics along with their interests and assumiptions
(Watson & Fullan, 1992). Itis on the borders of
our work, where we can explore different cul-
tures and assumptions, that the most interesting
and innovative things can oftcn be achicved
(Giroux. 1992). Bridging organizations can meet
joint interests of the participants in professional
development and rescarch. The cultures that
such new organizations creale can also act as
“ginger groups,” pushing back the boundaries of
practice and inquiry within their members’ host
institutions.

Conclusion

The postmodern order is challenging the cer-
titude of science and the sacrosanct nature of its
procedures. Giddens (1991) and others have
noted that with the collapse of such certainty, we
are all thrown back on our reflective resources of
knowledge, judgment, and morality to act capa-
bly in our world (Taylor, 1991). In this postmod-
ern world, many forms of knowledge are emerg-
ing as worthwhile and legitimate in ways that
challenge the epistemological supceriority of the
academic establishment. Strong school cultures
and vibrant professional development networks
create conditions where teachers can share their
own practical knowledge and have independent
access 1o other knowledge from elsewhere. As
these patterns of nctworking and collaboration
gather strength in the postmodern world, the in-
tellectual hegemony of universitics to control
credentialed knowledge will be challenged. Itis,
therefore, time for those in universities who are
concerned with the theory and practice of knowl-
edge utilization 10 recognize and engage with
these diverse forms of knowledge and their rep-
resentation and to work intelligently with those
who are their bearers. If the 10 postmodern prin-
ciples of knowledge utilization and generation |
have outlined have any force and validity at all,
they have implications not only for how we
might redefine our individual intellectual en-
deavors, but also for how we should redesign our
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cducational institutions, the commitments and
carcer structures that comprise them, and the
claims 1o knowledge and expertise that define
their missions. '

Those who design and disseminate educa-
tional policy in legislatures and school districts
are not exempt from these implications. Tradi-
tional patterns of policy development and im-
plementation—what Darling-Hammond (1995)
calls “old paradigm™ policy—provide poor sup-
port for critical interaction and collaboration be-
tween school practice and university rescarch.
“Old paradigm™ policy is hicrarchical. It lodges
design and development responsibility within a
political or administrative elite (with greater or
lesser degrees of “consultation™). It requires
teachers 10 “implement” (be the tools of) system
policics, rather than develop their own. Rescarch
knowledge is seen as something for teachers 1o
apply and the system 1o implement, rather than
as something teachers can engage with and cri-
tique, using their own base of practical knowi-
cdge as a valid resource. “Old paradigm™ policy,
Darling-Hammond argues, has a poor record of
educational success. Instead, she argues that we

must find ways to build the capacity of local ac-
tors 1o make good decisions on behalf of their
unique students and communities o suppont
their development of knowledge about good
practices, their ability 10 analyze and respond to
problems and needs. and their incentives for
being collectively responsive and responsible
to the children and communities they serve,
(1995, p. 160)

However. the reality of educational policy in
almost all areas. Darling-Hammond laments, is
that “menus of reform tactics, overwhelm (such)
authentic inquiry™ among teachers themselves
(1995. p. 161). "New paradigm™ policy is not in-
different or laissez-faire. Its distinctive role.
rather, is 1o establish broad educational princi-
ples and create middle-level organizational
frameworks. such as professional learning net-
works, local professional communities. teacher
dialogue groups. and school system/university
partnerships that facilitate authentic inquiry
among teachers themselves and support them 1o
develop the collective strength 1o interact con-
structively, vet also critically and assertively,
with the scholarly world of university research
(Giddens. 1995).
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This paper has not argued for diluting re-
search, nor has it insisted that all educational
rescarch be collaborative or applied. What mat-
ters, rather, is that the knowledge that might
transform teaching and learning in positive ways
should itself be transformed in how it gets pro-
duced and disseminated. The purpose of this
paper has been to try and set out some cxamples
and principles of how these transformations
might be achieved.

Noles

'An carlier version of this paper was presented to
an invitational seminar titled “When School Meets
Science.” sponsored by the Swedish National State
Agency of Education and coordinated by the Dalama
Research Institute, Sweden. in January 1995.

*Although the characteristics of postmodernity
and, indeed, claims regarding the emergence of a dis-
tinctively new postmodern age at all are hotly con-
tested within social theory, many writers agree that at
the heart of the social transformation that many na-
tions are now experiencing is the globalization of
trade, currency exchange, and other economic activ-
ity and the globalization of information, communica-
tion, and technology. Some of the consequences of
these patterns of globalization include accelerating
change 2s information circulates more rapidly and
transactions occur more swiftly, compression of time
and space because of the speed of information flow
and the irrelevance of geography as a barrier to it, and
scientific uncertainty as rates of scientific discon-
firmation of previous knowledge increase and as
independent electronic access to information and
knowledge challenges the claims of academics and
bureaucracies 10 specialist expertise. | have described
these characteristics of the postmodern age and their
implications for schools more fully in my book
Changing Teachers, Changing Times (Hargreaves,
1994). Other key writers on the condition of post-

modernity include Harvey (1989). Giddens (1991).
Taylor (1991). and Zukin (1991).

References

Barton, L., Barrett, E., Whitty, G., Miles, S., & Fur-
long, J. (1994). Teacher education and teacher pro-
fessionalism in England: Some emerging issues.
British Journal of Sociology of Education. 15(4).
529-543.

ascia, N. (1994). Creating a culure of change. Ini-
tial program evaluation. Toronto, Canada: Report
for Oniario Teachers Federation and Ontario Min-
istry of Education and Training.

Calvent. J.. & Kuehn, L. (1993). Pandora’s box: Cor-
poraie power, frec trade and Canadian education.

120

Toronto, Canada: Our SChools/Oursclvu Educa-
tion Foundation.

Carr, W. C., & Kemmis, S. (1983). Becoming critical:
Knowing through action research. Lewes, UK -
Falmer Press.

Clandinin, D. (1986). Classroom practice: Teacher
images in action. Lewes, U.K.: Falmer Press.

Clega. S.R. (1990). Modern organizations: Organiza-
tion studics in the posimodern world, London: Sage.

Connelly. F. M., & Clandinin, D. J. (1988). Teachers
as curriculum planners: Narratives of experience.
Toronto, Canada: OISE Press.

Corson, D. (1990). Language policy across the
curriculum, Clevedon Avon, U.K.: Mulnhngual
Mauers.

Darling-Hammond, L. (1995). Policy for restructur-
ing. In A. Lieberman (Ed.), The work of restructur-
ing schools (pp. 157-176). New York: Teachers®
College Press.

Eisner, E. (1993). Forms of understanding and the
future of educational research. Educational Re-
searcher, 22(T), 5-11.

Elbaz. F. (1983). Teacher thinking: A studv of practi-
cal knowledge. London: Croom Helm.

Elliott, J. (1990). Teachers as researchers: Implica-
tions for supervision and for teacher education.
Teaching and Teacher Education, 6(1). 1-26.

Elliott, J. (1991). Acrion research for educational
change. Milion Keynes, U.K.: Open University
Press.

Fenstermacher, G. (1994). The knower -and the
known: The nature of knowledge in research on
teaching. In L. Darling-Hammond (Ed.), Review of
research in education, 20 (pp. 3-56). Washington,
DC: American Educational Research Association.

Fullan. M. (1981). School district and school person-
nel in knowledge utilization. In R. Lehming &

M. Kane (Eds.). Improving schoals using what we
know (pp. 212-252). Beverly Hills, CA: Sage.

Fullan, M. (1988). What's warth fighting for in the
principalship? Torono, Canada: Ontario Public
School Teachers® Federation.

Fullan, M., & Hargreaves, A. (1991). What's worth
fighting for?: Working together for your school.
Toronto, Canada: Ontario Public School Teachers
Federation: MA: The Network North-East Labora-
tory: Milion Keynes, U.K.: Open University Press:
and Melbourne, Australia: Australian Council for
Educational Administration.

Fullan. M., & Hargreaves, A. (1996). What's worth
Sighting for in vour school? (Rev. ed.). New York:
Teachers® Coliege Press.

Giddens. A. (1991). Moderniry and self identiry. Cam-
bridge. MA: Polity Press.

Giddens. A. (1995). Bevond left and right. Stanford.
CA: Stanford University Press.




Giroux. H.(1992). Border crossings: Cultural workers
and the palitics of education. London: Routledge.

Goodson, 1. F, & Hargreaves, A. (Eds.). (1996). Teach-
crs” professional lives. New York: Falmér Press.

Grimmeut, P., & Erickson, G. L. (1988). Reflection in
teacher education. New York: Teachers™ College
Press.

Grimmeut, P.. & MacKinnon, A. M. (1992). Craft
knowledge and the education of tcachers, In Gerald
Grant (Ed.), Review of research in education, 18
(pp. 385-456). Washington, DC: American Educa-
tional Rescarch Association.

Hanmmersley, M. (1993). On the teacher as researcher.
Educational Action Research, 1(3), 425-45.

Hargreaves, A, (1994). Changing itcachers, changing
times: Teachers' work and culiure in the posimod-
ern age. London: Casscll; New York: Teachers® Col-
leae Press: Toronto, Canada: OISE Press.

Hargreaves, A. (19952). Development and desire: A
postmodem perspective. In T. Guskey & M. Huber-
man (Eds.). New paradigm and practices in profes-
sional development (pp. 9-34). New York: Teach-
crs” College Press.

Hargreaves, A. (1995b). Towards a social geography
of teacher education. In N. K. Shimahara & I. Z.
Holowinsky (Eds.). Teacher education in industri-
alized nations (pp. 3—40). New York: Garland.

Hazrereaves, A., & Jacka, N. (1995). Induction or se-
duction; Postmodern patterns of preparing to teach.
Peabody Journal of Education, 70(3), 41-63.

Harvey. D. (1989). The condition of pastmodernity.
Cambridge. MA: Polity Press.

Hultmann, G.. & Horberg, C. (1995). Teachers™ in-
formal rationzlity: Understanding how teachers uti-
lize knowledge. Science Communicarion, 16(3),
337-350.

Hunt, D. (1987). Beginning with ourselves. Toronto,
Canada: OISE Press.

Labaree, D. (1992). Power, knowlcdge and the ratio-
nalization of 1caching: A gencalogy of the move to
professionalize teaching. Hanvard Educational Re-
view; 62(2). 123-155.

Lieberman. A. (1993). Practices that support 1eacher
development: Transforming conceplions of profes-
sional learning. Unpublished manuscript.

Liston. D. P.. & Zeichner, K. M. (1991). Teacher edu-
cation and the social conditions of schoaling. New
York: Routledge.

Liule  J. W. (1990). District policy choices and teach-
ers’ professional development opportunities. Edu-
cational Evaluaiion and Policy Analvsis, 11(2).
165-179.

Louden, W. (1991). Understanding teaching. London:
Cassell; New York: Teachers® College Press.

Louis. K. S. (1994). Beyond managed change: Re-
thinking how schools improve. School Effectivencess
and School Improvement, 5(1), 2-24.

Transforming Knowledge .

Louis, K. S., & Dentler, R. A. (1988). Knowledge use
and school improvement. Curriculum Inquiry,
18(1).33-62. S ’

Love. J. M. (1985). Knowledge transfer and stilization
in cducation. In E. W, Gordon (Ed.). Review of re-
searchin education, 12 (pp. 337-386), Washington,
D.C.: Amcrican Educational Rescarch Association,

Lyotard, J. (1984). The posimodern condition, Min-
neapolis, MN: University of Minnesota Press.

Lytle, S.. & Cochran-Smith, M. (1992). Teacher re-
scarch as a way of knowing. Hurnurd Educutional
Review, 62(4), 447-474,

Morgan, G. (1993). Imaginization: The art of creative
management. London: Sage.

Oja. S. N.. & Smulyan, L. (1989). Colluborative
action research: A developmenial approach. New
York: Falmer Press.

Pollard, A.. & Tann, S. (1987). Reflective teaching in
the primary school. London: Cassell.

Rudduck, J. (1985). Tcacher research and research
based teacher education. Journal of Education for
Teaching, 11(3), 281-289.

Rudduck. J. (1990). Innovation and chuange. Milton
Keynes, U.K.: Open University Press.

Russell. T., Munby, H., Spafford, C.. & Johnson. P,
(1988). Learning the professional knowledge of
teaching: Metaphors, puzzies and the theory-
practice relationship. In P. Grimmeu & G. L.
Enckson (Eds.). Reflection in teacher education
(pp. 67-89). New York: Teachers' College Press.

Schén, D. (1983). The reflective practitioner: How
professionals think in action. New York: Basic
Books.

Shulman, L. S. (1986). Those who understand:
Knowledge growth in teaching. Educarional Re-
searcher, 15(2), 4-14..

- Shulman, L. S. (1987). Knowledge and teaching.

Foundations of the new reform. Hanard Educa-
tonal Review, 57(1), 114-135.

Sockett. H. (1987). Has Shulman got the strategy
right? Harvard Educational Review, 57(2). 208-
219,

Stenhouse, L. (1975). An introduction to curriculum
research and development. London: Heinemann.
Stoddart. P. (1991). Learning 10 teach English and
mathematics in an alternate route 10 teacher cenifi-

cation. Curriculum Journal, 2(3), 259-282.

Tayier, C.(1991). The malaise of modernirn. Concord.
Canada: House of Anasi Press.

Tripp. D. (1993). Critical incidents in teaching: De-
veloping professional judgment. New York: Rout-
ledge.

Watson, N.. & Fullan, M. (1992). Bevond school
district-university partnership. In M. Fullan & A.
Hargreaves (Eds.). Teacher development and edu-
cational change (pp. 213-242), New York: Falmer
Press.

121




P TP R S

Hargreaves

Widceen, M., Mayer-Smiith, J. A., & Moon, B. 1. (in
press). Knowledge, teacher development and
change. In I. Goodson & A. Hargreaves (Eds.),
Teachers' professional lives. New York: Fé\lmcr
Press. T

Zukin, S. (1991). Landscapes of power. Berkeley, CA:
University of California Press.

Author

ANDY HARGREAVES is a professor at the Inter-
national Centre for Educational Change at the Ontario

et Aie o e St it Lo e m e S i e D

Institute for Studies in Education, 252_ Bloor Strect
West, Toronto, Ontario M5S 1V6, Canada. His arcas

- of specialization are teachers® work and culure and

cducational change and reform.

Received March 16, 1995
Revision received November 6, 1995
Accepted January 11, 1996




10/24/1936 15:14  4@8-459-3582 ' UCSC-CREDE PAGE 62

AT-RISK BUT RISING:

Educational Research, Practice and Policy
for Students of Cultural and Linguistic Diversity

Roland G. Tharp

Center for Research on Education, Diversity & Excellence

CREDE

1156 High Street
ucsc

Santa Cruz, CA 95064
crede@cats.ucsc.edu



18/24/1936 15:14  4@8-453-3582 UCSC-CREDE PAGE 03

- AT-RISK BUT RISING:
Educational Research, Practice and Policy
for Students of Cultural and Linguistic Diversity
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The Challenge and the Need

The linguistic and cultural diversity among students in U.S. schools is greater
now than at any time since the early decades of this century. If students were
distributed evenly across the nation's classrooms, every class of 30 students would
include about 10 from ethnic or racial minority groups. Of these 10, about 6 would be
from homes in which languages other than English are spoken; 2 to 4 of these students
would have limited English proficiency (LEP), and 2 of these would be from immigrant
families. Of the 6 language minority students in the class, 4 or 5 would speak Spanish
as their native Janguage, and 1 would speak an Asian language. The last child would
speak one of more than 100 other languages. Of the 30 students, 10 would be poor,
from neighborhoods beset by multiple problems—inadequate health, social, and
cultural services; low employment opportunities; crime; drugs; and gangs.

Limited-English speakers make up more than 5% of the school-age population in
11 states (U.S. Dept. of Education, 1994b). The number of such students has risen
dramatically over the past two decades. Befween 1984 and 1992, while the size of the
general U.S. school population remained essentially stable, the number of LEP students
increased by 70% (National Clearinghouse for Bilingual Education, 1995). Due to
immigration and birthrates, this increase is likely to continue. By 1994, the Mexican

immigrant population alone had grown to nearly 6.2 million, a more than tenfold increase
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since 1975, During the same period, the U.S.-born population increased by less than
40% (U.S. Bureau of the Cem:u_s, 1975, Series C 228-295; 1994a, Table 1).

Of course our hy'pdtheiical classroom is unlikely indeed, Increasing diversity is a
natlonal pattern, but not necessarily a local phenomenon. In fact, at the local level, more
schools are de facto segregated than integrated. Most schools are predominately of one
linguiste, cultural, or economic group. All their students are either rural or all urban.
Because the challenges facing schools vary enormously by locale, designing effective
education is even more difficult. Most educational research and reform efforts are
directed at developing a prescriptive "national program" reinforced by uniform teacher
education programs and national standards and measurements. '

But individuals and groups throughout the U.S. vary not only in language, but
also in culture, attitudes, status, and economic means. Today's schools cannot expect a
common language, culture, life situation, or understanding among students, or between
students and teachers. In both Appalachia and in Chicago, students face poverty,
family disruption, crime, violence, and illness. How can we teach them? Teachers must
change their roles and expectations. Old polides no longer suffice; the core of
unexamined beliefs and certainties no longer holds.

Nevertheless, parents of all backgrounds share one belief—that education is the
key to their children’s future. Many came to this country to provide their children with
the educational foundation on which to build better, safer lives. A number of opinion
surveys and ethnographic inquiries have confirmed that, for all our diversity, the U.S. is
united in the belief that our schools are the single most important institution this nation
has built (Goldenberg & Gallimore, in press).

However, despite parental aspirations and the hard work of millions of
educators, too many children from minority cultural, racial, and linguistic backgrounds
do not prosper in school. Many do not achieve a solid grounding in English reading and

writing or in mathematics and sdence during elementary school. As a result, th2y are
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inadequately prepared for the higher education or skilled employment of their parents'
dreams. _ | ' |

Systematic assessment confirms this unhappy summary. For example, even
when Spanish-speaking students—the largest single group of LEP students—are taught
and tested in that language, many show low levels of literacy. First-grade Spanish
speakers, even when tested In Spanish, score (on average) lower than two thirds of their
peers; in second and third grade, still taught and tested in Spanish, they score lower than
nearly three quarters of their peers (CTB/McGraw-Hill, 1988). When taught and tested in
Bnglish, the figures are even grimmer: Eighty-five percent of Latino fourth and eighth
graders read at a "basic" level or below. Over half score below "basic," meaning they
can not demonstrate understanding of a text written at their grade level (Mullis,
Campbell, & Farstrup, 1993). Scores for many other minority groups—including
African Americans, Native Americans, Native Hawailans, and some Caribbean and
Asian immigrant groups—are equally low. |

Nevertheless, there is some cause for cautious optimism. Major gains have been’
made recently by some minority culture and linguistic groups (RAND Report, The
Changing American Family, 1994). Many schools are actively searching for ways to
educate all their students—including those at risk from poverty, rural isolation, urban
crowding, and linguistic or cultural minority backgrounds—to high academic
standards. The California bilingual education program is, for the most part, a success
(Krashen & Biber, 1988). Substantial progress has been made by educational researchers
in defining the elements of effective teaching and schooling for all students.

But only in the past five years have we seen a concerted inquiry into the issues
and problems associated with cultural and language diversity. This work allows us to

. take the next necessary step, which is to move toward enactment of oresearch findings in

real classrooms, whole schools, and national policy. It is time for research and action to join.
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Research and Development: Current Knowledge and Future Agenda

' | Effecti cation of At-
Risk Students. Innovative programs of school reform and research for diverse students
tend to concentrate on spedific cultural, linguistic, or ethnic populations, and on specific
local communities. For many years, we at the Center have conducted such research on
a variety of at-risk populations. Examples indlude Native Americans (Tharp, Dalton &
Yamauchi, 1994; Yamauchi, 1993; Vogt, Jordan & Tharp, 1992); Korean Americans
(Scarcella & Chin, 1993); Haitian Americans (Warren & Rosebery, 1995b); Latino
Americans (Moll et al. 1992; Gallimore & Goldenberg, 1991); Native Hawaiians (Tharp
& Gallimore, 1988; Tharp, et al., 1984; Tharp, 1982); economically disadvantaged
European and Latino Americans (Azmitia et al., In press); and model school programs
for a variety of mixed radal, linguistic, and cultural groups (Berman, et al., 1995). We
have integrated these studies into literature reviews encompassing thousands of studies
conducted worldwide. These reviews have uncovered a core list of "generic” findings
that transcend specific groups, localities, or risk factors (Tharp, 1989; 1991; 1992; 1994;
Garda, 1991; Tharp, Dalton & Yamauchi, 1994; Collier, 1995).

General principles are, of course, less detailed than findings for any spedific
community. And no matter how valid, general recommendations must be modified to
fit local drcumstances (Goldenberg & Gallimore, 19%4; Cazden & Mehan, 1989). The
principles below do not purport to be exhaustive; rather they reflect only those findings
upon which there is strong current consensus in the field. This consensus is broad
enough to make these principles an organizing structure, both for continuing research
and for immediate implementation into programs for at-risk children.

Principle I: Developing competence in the language and literacy of instruction is a
metagoal of all instructional activities of the school day.
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Language profidency—in speaking, reading, and writing—is the royal road to
high academic achievement. Whether in bilingual or monolingual programs, whether
instruction is in English, Spanish, Navajo, or Chinese, language development in the
language or languages being used for instruction is the first goal of teaching/learning,

The current literacy movement In cognitive and educational research is revealing
the deep Hes among language, thinking, values, and culture, ESL studies indicate the
firm links among language development, academic achievement, and cognitive growth
(Collier, 1995). Language development at all levels—informal, problem-solving, and
academic—should be a metagoal for the entire school day. Language/literacy
development should be fostered through use and through purposive conversation
between teacher and students, rather than through drills and decontextualized rules
(Berman et al., 1995; Speidel, 1987). Reading and writing must be taught both as specific
curricula and within subject matters. The teaching of language expression and
comprehension should also be integrated into each content area. '

Language/literacy as a metagoal also applies to the spedialized language genres
required for the study of science, mathematics, history, art, or literature. Effective
mathematics learning is based on the ability to "speak mathematics," just as the overall
ability to achieve across the curriculum is dependent on mastery of the language of
instruction.

The ways of using language that prevail in school discourse (such as ways of
asking and answering questions, challenging claims, and using representations) are
frequently unfamiliar to LEP and other at-risk students. However, their own culturally
based ways of talking can be effectively linked to the language used for academic
disciplines by building learning contexts that will evoke children's language strengths.
Principle II: Teaching, curriculum, and the school itself should be contextualized in
the experlences, skills, and values of the community.
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The second consistent recommendation of our Center and of the fleld of at-risk
scholarship generally Is for an increase in contextualized instruction. Schools typically
teach rules, abstractions, and verbal descriptions, and they teach by means of rules,
abstractions, and verbal descriptions. Schools need to assist at-risk students by
providing experiences that show how rules, abstractions, and verbal descriptions are
drawn from and applied to the everyday world.

Three levels of contextualization must be addressed:

* At the pedagogical level it is necessary to establish patterns of participation and speech
that are drawn from family and community life and bridge to the sodolinguistic
conventions of school participation (Au, 1981; Erickson & Mohatt, 1982; Tharp &
Gallimore, 1988).

» At the second, or curriculum level, cultural materials and skills are the media by which
the goals of literacy, numeracy, and science are contextualized. Drawing on personal,
community-based experiences as the foundation for developing school skills (e. g.,
Wyatt, 1978-79) affords students opportunities to apply skills acquired in both home
and school contexts.’

o At the third or policy level, the school itself is contextualized. Effective school-based
learning I3 a sodal process that affects and is affected by the entire community. "More
long-lasting progress has been achieved with children whose iéaming has been
explored, modified, and shaped in collaboration with their parents and communities."

~ All three levels of contextualization have this common premise: The high
literacy goals of schools are best achieved in everyday, culturally meaningful contexts.

This contextualization utilizes students' funds of knowledge and skills as a sound

foundation for new knowledge. This approach fosters pride and confidence as well as

greater school achievement.

Principle III: Teaching and learning occurs in joint productive activity with peers

and teachers.
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Learning takes place best through joint productive activity, that is, when experts
and novices work together for a common product or goal—and during the activity have
opportunitles to converse about it (Rogoff, 1991; Moll, 1990; Tharp & Gallimore, 1988;
Wertsch, 1985). In the natural (nonformal) settings of family, community, and
waorkplace, shared ways of understanding the world are created through the
development of language systems and word meanings during shared activity. Even the
youngest children, as well as mature adults, develop their competendies in the context
of such joint actlvity. Schools do not'typically do it this way; there is little joint activity
from which common experiences emerge, and therefore no common context that allows
students to develop common systems of understanding with the teacher and with one
another.

Joint activity and discourse allow the highest level of academic achievement:
using formal, "schooled,"” or "scientific" ideas to solve the practical problems presented
by the real world. The constant connection of schooled concepts and everyday concepts
is basic to the process by which mature schooled thinkers understand the world. These
joint activities should be shared both by students and teachers. Only if the teacher also
shares the experiences can the kind of discourse take place that builds basic schooled
competencies. Joint activity between teacher and students helps to create a common
context of experience within the school itself. This is especially in{portant when the teacher
and the students are not of the same background.

Principle IV: The most effective form of teaching/learning is through the
instructional conversaon—a dialogue between teacher and learners

Basic thinking skills—the abilities to form, express, and exchange ideas in speech
and writing—are most effectively developed through dialogue, through the process of
quiestoning and sharing ideas and knowledge that happens in the instructional

conversation.



18/24/1936 15:14 488-_45'3-3582 I UCSC-CREDE B - PAGE 18

The instructional conversation is the means by which teachers and students
relate formal, schooled knowledge to the student's individual, community, and family
knowledge. This concept may appear to be a paradox; “instruction" implies authority
and planning, while "conversation™ implies equality and responsiveness. But the
instructional conversation is based on fundamentally different assumptons than
traditional lessons. Teachers who use It, like parents in natural teaching, assume that
the student has something to say beyond the "known answers" in the head of the adult.
The adult fistens carefully, makes guesses about the intended meaning, and adjusts
responses to assist the student’s efforts—in other words, engages in conversation (Ochs,
1982). Such conversation reveals the knowledge, skills, and values—the “culture” —of
the learner, enabling the teacher to contextualize teaching to fit the learner's experience
base. This individualizes instruction in the much the same way that each learner is
individualized within a culture (Dalton, 1993).

In U.S. schools the instructional conversation is rare. More often teaching is
through the "recitation script,” in which the teacher repeatedly assigns and assesses.
True dialogic teaching transforms classrooms and schools into "the community of
learners" they can become "when teachers reduce the distance between themselves and
their students by constructing lessons from common understandings of each others'
experience and ideas" and make teaching a "warm, interpersonal and collaborative
activity" (Dalton, 1989).

Principle V: Instruction must be cognitively challenging.

At-risk students, particularly those of limited Standard English proficiency, are
often "forgiven" any academic challenges, on the assumption that they are of limited
ability; or they are "forgiven" any genuine assessment of progress because the
assessment devices don't fit. Thus both standards and feedback are weakened, with the
predictable result that achievement is handicapped. While such policies may often be
the result of benign motives, the effect is to deny many diverse students the basic
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requlreinents of progress: high academic standards and meaningful assessment that
allows feedback and responsive assistance.

Our research unanimouély calls for instruction that is geared to the highest
standards and is truly cognitively challenging. This means going beyond the standard
curriculum into the exploration of the deepest possible reaches of interesting and
meaningful materials. There are many ways in which cognitive complexity has been
introduced into teaching of at-risk students. There is good reason to believe, for
instance, that a bilingual curriculum itself provides cognitive challenges that make it
superior to monolingual approach (Collier, 1995).

These five prindples are related and form a comprehensive whole. The
instructional conversation is the best method for developing the language of instruction,
which occurs best when contextualized in experience, the ideal form of which is joint
productive activify—which becomes the setting for the instructional conversation. Thus it
becomes possible to provide instruction that is complex and challenging, that sets high
standards, and allows students to overcome their risk factors and to achieve at thase
high standards.

Future Agenda: What We Need to Know Next. How will the field's research

agenda advance the understanding of these issues over the next five years? The
consensual, generic principles discussed above provide a basis f&r a S-year research
program, based on the enactment and unpacking of these basic principles.

¢ Enactment Research and Development. Research has outstripped development.
That is, the research community knox&;s far more about what to do than about how to do
it. Despite the consensus on the generic prindples above, their enactment is rare and
occurs almost entirely in small, local "hand-crafted” programs under strong
researcher/theoretician influence, or in single classtooms of individual outstanding
teachers. Such programs rarely survive withdrawal of the key research or teaching
personnel. Large-scale programs enacting these principles are largely unknown.
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Thus the first crucial research question now facing the field is this: How can our
research knowledge be enacted in scaled-up, reliable programs for large numbers of at-
risk students? While the general literature on restructuring, reform, and upscaling
offers some guidance, effective teaching that is attentive to linguistic and cultural
characteristics of students presents significant challenges for enactment. These include
challenges in teacher professional development, managerial and organizational
principles, and school-community relations that hinder up-scaling even of the
conventional sort. The projects of this Center are designed to uncover specific
resistances and barriers to enactment and develop detailed, practical models for
overcoming them.

The enactment of the principles will also make possible their refinement.
Because enactment has been infrequent In real schools, it has not been possible even to
test the validity of these principles definitively. No matter how confident we
researchers may be, we still must put our findings to empirical tests, and this cannot be
done until the principles are enacted in a wide range of real dlassrooms and schools.

. Unﬁacking the principles. Once we have enacted and tested the principles, we
can then proceed to unpack them—that is, to see how they work internally, refine their
statements, and determine their limitations. These principles are necessarily and
intentionally “generic,” but in all likelihood there are situations a;nd individuals for
whom they must be modified. The principles are now almost like "black boxes," and the
next stage of research will be to open those boxes, to refine and deepen our
understanding and our prescriptions for development.

Studies should be done, focusingon one or more of these prindples, and by
studying their enactments in a variety of studies, settings, and linguistic/ cultural
populations, we will come to better understand them. For example, researchers are in
consensus about the value of teaching at-risk students in context of the family and

community relationships. Our studies will examine, for example, how peer
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relationships are formed; how &iendshlp networks affect academic achievement; how
grandparents and parents assist with homework; how teachers and parents can work
together on curriculum reform; how informal and formal community-based
organizations can work effectively with schools and families for academic achievement.
At the end of the next phase of the field's research program, we should be able to make
much more complex, conditional, and clear statements about effective means for
familial and commux:dty contextualization. A similar process should be followed for
each of the generic principles. In this way, the work of the national research community
could advance research consensus and produce additlonal clear recommendations for
reform directed at the needs of at-risk students from diverse linguistic and cultural
backgrounds.

Research Applications to the Natlon's Broader Research Agenda, The generic
principles discussed above are not applicable only to linguistically and culturally
diverse students, nor only to at-risk.smdents; such a research agenda will significantly
advance the understanding of issues central to all of U.S. education. Research in the |
diversity field is the fouﬁdation for research on education for all students, because only it is based
on the full range of variance necessary for the widest range of applicability. Research exploring
only mainstream students, schools, teachers, and policies is actually far too narrow in
scope to allow full generalization to universal principles.

This often goes unrecognized by mainstream communities of educators and
policy makers. The universal need for our "generic” conditions is masked because
mainstream families or communities i)rovide their children with those conditions, so
schools need not do so. Contextualized teaching, instructional conversation, joint
productive activity with literate discourse, exposure to sdentific, commercial, and
professional language conventions—these are provided in the bedtime stories, car-pool
driving, dinner-table conversations, family homework projects, little league coaching,

and other activities of the middle class and prepare students for the literacy activities of
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school. These sodocultural activities occur much less often in the families and
communities of impoverished at-risk students. Therefore the schools must increase the
frequency of such activitles to alevel of equity, basing them on sodocultural resources
of the students' communities.

This situation, once understood, further emphasizes that the most fundamental
discoveries about quality education are being made by studies such as those suggested
here. Even though mainstream students can prosper in conventional schools, every
student's academic performance can be enhanced by creating effective educational
sociocultural activities in schools. Thus our "diversity" research agenda will ultimately

improve education for all children.

The research program described here guides the work of the

Center for Research in Education, Diversity & Excellence
CREDE :

1156 High Street
ucsc
Santa Cruz, CA 95064
crede@cats.ucsc.edu
a National Research and Development effort of the United States Office of Education
and the
l‘lniversity of California at Santa Cruz
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Unmet Promise: Raising
Minority Achievement

By Robert C. Johnston and Debra Viadero
Education Week

First of a four-part series

About 3.4 million students entered kindergarten in U.S. public schools last fall, and already, at the dawn of their educational
careers, researchers foresee widely different futures for them,

Whether they are white, black, Hispanic, Native American, or Asian-American will, to a large extent, predict their success in
school, whether they go to college, and how much money they will earn as adults.

By 2019, when they are 24 years old, current trends indicate that the white children who are now nearing the end of their
first year in school will be twice as likely as their African-American classmates, and three times as likely as Hispanics, to
have a college degree.

The disparity in school performance tied to race and ethnicity, known as the achievement gap, shows up in grades, test
scores, course selection, and college completion. It happens in cities and in suburbs and in rural school districts. The gaps
are so pronounced that in 1996, several national tests found African-American and Hispanic 12th graders scoring at roughly
the same levels in reading and math as white 8th graders.

After decades of school desegregation efforts, during which the gap between blacks and whites closed substantially,
progress has stalled. At the same time, the greater diversity of the school population and the rapid growth of the Hispanic
population and other ethnic groups have reshaped the problem with a more complex set of issues.

Those factors, combined with a much stronger focus on test scores in K-12 education and the erosion of affirmative action
policies in university admissions, have raised the achievement-gap issue to the forefront of the national debate about schools,
and created a new sense that something needs to be done.

"Closing the gap has to be a societal goal," said Raul Yzaguirre, the president of the National Council of La Raza, a Hispanic
advocacy group in Washington. "To do otherwise is to admit to failure, tolerate racial differences, and give up on the very
fundamental ideals of America."

The stakes are high—and not only for the millions of children whose lives will be most directly affected. For the nation as a
whole, the economic and cultural implications of a continued failure to fully prepare millions of minority children for a
complicated and technology-driven economy are huge.

And some experts believe the future of public education is on the line as well. At a time when American schools have
committed themselves to high standards for all students, an inability to close the achievement gaps may lead parents in
minority communities to lose faith in the ability of the schools to educate their children.

"This may be the last opportunity that the state and school districts have to respond and keep minority parents supportive of
public schools,” said Greg Mahout, the executive director of the North Carolina Justice and Community Development
Center, a non-profit advocacy group for low-income people which is located in Raleigh, N.C.

Just as African-Americans are taking a second look at traditional desegregation remedies as a way of raising the quality of
education, he suggested, so too might they begin seeking tuition vouchers to leave the public schools altogether.

Societal Changes
Demographic projections have inspired much of the new concern over the achievement gap. African-Americans, Hispanics,

and American Indians now account for one-third of the 54 million children in the nation's K-12 classrooms. That share,
statisticians predict, will grow to two-thirds over the next 15 years.

So, too, will grow the share of minority children whose parents are poor or
lack a high school diploma, according to data compiled for the College Board High School Graduates Completing
by the RAND Corp. in Santa Monica, Calif. For example, Hispanic children, Algcbra 2 and Geometry, 1992

who were 2.2 times more likely than white children to grow up in poverty a
decade ago, will be 2.6 times more likely to be poor in 2015. "America is a
diverse society in which educational differences have the potential to become a
progressively larger source of inequality and social conflict,” a national task
force on minority achievement formed in 1997 by the College Board wrote in
its report last fall.
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Disparities in academic achievement between different racial and ethnic groups
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school, according to Meredith
Phillips, a researcher at the
University of California, Los
Angeles and the co-editor of The
Black-White Test Score

Gap .That 1998 book concludes
that blacks scored below
three-quarters of their white
counterparts on a whole range of
standardized tests, including the Asan  Whte Hispanic Natire  Afican
1996 National Assessment of Ametican Ametican Amerian
Educational Progress tests that SCURCE: The Education Triet

showed minority 12th graders
scoring on par with younger white students. "For African-Americans to catch up by the time they get to high school, they're
going to have to work twice as hard,"” Ms. Phillips said.

Paurage of Rudats
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Even more frustrating, the gaps appear greatest at the top of the achievement spectrum. Though they make up one-third of
high school seniors, African-American, Hispanic, and American Indian students accounted for only one in 10 of the 12th
graders who scored at the "advanced" levels on the most recent NAEP reading, mathematics, and science tests.

There are exceptions among minority groups in their school performance. Asian-Americans constitute a disproportionate
share of top students. Some evidence suggests that black students who have immigrated from Caribbean nations may do
almost as well.

But the one improvement that many educators had hoped to see as more blacks and Hispanics rose to the middie class has
failed to emerge: Stubbom gaps persist even in integrated, largely middle-class suburbs like Evanston, Il1., and Montclair,
N.J.

"If districts like Montclair can't make a difference, then people have a right to look at alternatives,” warned Michael J.
Osnato, the superintendent of schools in the suburban New Jersey district of 5,930 students about 10 miles south of New
York City.

Early Progress

During the 1970s and 1980s, blacks and Hispanics made strides in narrowing the academic gulf separating them from their
white counterparts. From 1970, for example, when NAEP first started taking a pulse on student achievement, to the 1990s,
the gap between minority and majority groups shrank by nearly half.

David Grissmer, a senior management scientist at RAND, said changes flowing from the civil rights movement, school
desegregation, and the federal anti-poverty programs of the 1960s helped nudge African-Americans' scores up. While blacks
in newly desegregated Southern schools racked up the Jargest gains in that period, test scores for Northern blacks improved,
{0o.

"I think all of it made the nation more aware that African-American students' education was going to be taken more
seriously,” Mr. Grissmer said.

The improvements in minority achievement were also beginning to translate to real gains in college-going rates. National data
show that African-Americans and, to a lesser degree, Hispanics, were graduating from high school and enrolling in college
at rates near those of whites. Beneath the surface, however, disparities remained. For one, even though more minority
students were going to college, disproportionately few of them were leaving with diplomas.

By 1988, even the test-score improvements had seemingly come to a halt, and experts are still wondering why. Explanations
run the gamut from statistical anomalies attributable to changes in testing procedures to the distractions presented by the birth
of "hip hop" culture.

"What we did was make progress on very rudimentary skills," said Kati Haycock, the executive director of the Education
Trust, a Washington-based organization that promotes high academic standards for all students. "By the 1980s, that stretch
had literally maxed out, and that should have been a signal for us to shift strategies.”

National studies by the Education Trust and other groups show that minority students, many of whom attend poor, urban
schools, get poorer-quality instruction than their white or suburban counterparts. They take fewer Advanced Placement and
honors courses, have less qualified teachers, get fewer resources, and face harsher discipline when they violate school rules.

Some of the statistics are striking:

® Nearly half of New York City's teaching force in the 1997-98 school year had failed certification tests in math—compared
with a little over a fifth of teachers in the surrounding suburbs and less than a quarter of the teachers throughout the rest of
the state.

¢ Even though black students make up 23 percent of the student population in Providence, R.1, they constitute only 9
percent of students in the district's gifted and AP classes. Similar imbalances can be found in advanced classes elsewhere.
including Austin, Texas; Boston; Durham, N.C.; and San Francisco.

® In San Francisco, African-American students are suspended from school in numbers more than three times their proportion

of the school population.

® From birth to high school graduation, the average child in New York City will see about $25,975 less spent on his or her
http://www.teachermagazine.org/ew/sw_printstory.cim?slug=27gapintro.h19
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education than the average child elsewhere in the state, according to a recent report by the Council of the Great City Schools,
a Washington-based organization of urban districts.

“Though the discrimination may not be intentional, its persistence and pervasiveness, as measured by actual statistical
impacts, amounts to a deep pattemn of institutional racism in U.S. public schools,” contends the Applied Research Center, an
Oakland, Calif.-based organization that collected some of the statistics listed above in a study of 12 urban districts.

When teachers expect less of students, they get less—and that can skew standards from school to school. Data from the
U.S. Department of Education suggest, for example, that an A student in a big-city school is achieving at about the same
level as B and C students in suburban districts.

Seeking Answers

But some experts also blame a peer culture among African Americans that puts down top-notch students as "acting white."
"Kids care more about the reactions of their peers than they do about the reactions of their parents or teachers, and that's
real," said Terry Pollack, the chairman of the social studies department at Shaker Heights High School in Shaker Heights,
Ohio, a middle-class Cleveland suburb.

Researchers also chalk up some of the differences to variations in parenting. Anecdotal evidence suggests, for example, that

white parents may interact with their young children in ways that better support school success. They might, for example,
ask children more questions or to justify their requests.

And as children get older, African-American R .
and Hispanic parents may be less inclinedto | Population Projections: 2000-2010
pressure them to do well in school or to push

for their placement in advanced classes. 70 L

7

"The gap in test scores may be influenced by —~ 60
the level of insistence on the part of parents
that children engage their studies seriously,”
said James Edward Harris, the president of the
Montclair chapter of the National Association
for the Advancement of Colored People and
the education coordinator for the
organization's New Jersey conference. "There
is a level of underinvolvement of black folks at
every level of the education enterprise.”

There is far too little research about the various
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family structure. All other things being equal, young children growing up in single-parent homes score just as high on
preschool vocabulary tests as children from intact families.

And the idea that the disparities somehow stem from differences in genetic makeup, which drew widespread attention
following the publication in 1994 of a book on the subject, The Bell Curve , is almost universally disputed by researchers in
many fieids.

A 'Messy' Debate

A changing political climate, however, may be opening the way for a more definitive look at the problem and ways of
dealing with it. "It's going to be messy because people are going to be saying stuff that other people don't want to hear or
don't want to believe," said Ronald F. Ferguson, a Harvard University economist who is studying the achievement-gap
issue. "But the way to get around it is to design research projects directed unflinchingly toward answering questions about
which we have different beliefs.”

Efforts are under way on many fronts—from individual schools and communities to national advocacy groups and think
tanks—that promise new awareness of the seemingly preordained underachievement of so many children:

http://'www teachermagazine.org/ew/ew_printstory.cim?slug=27gapintro.n19
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® Last year, the Council of the Great City Schools formed the National Task Force on Closing Achievement Gaps. The
panel's first report came out last fall and identified more than a dozen city school systems where the gaps are narrowing. But
the report also faulted districts for inconsistency in tracking achievement by race, language, gender, and income.

"We must have a sense of urgency about the work we do and how we do it; otherwise, we may, without an efficacious
effort, lose another generation," said Clifford B. Janey, a co-chairman of the task force and the superintendent of the
Rochester, N.Y., schools.

¢ Concemed about the lack of minorities at upper achievement levels, the College Board's 31-member task force has
released reports in the past six months that review the extent of the problem, predict performance for different racial groups,
and recommend how to raise minority success in higher education. "We are finding a much higher degree of tolerance for
discussion than we experienced five to 10 years ago,"” said Edmund W. Gordon, a Yale University professor who co-chairs
that panel.

+*The National Urban League kicked off the Campaign for African-American Achievement last summer. Backed by a $25
million, five-year grant from the Lilly Endowment, the campaign urges black parents and local leaders to demand high
achievement as the norm for their children and schools.

"We are trying to construct a different kind of group and peer message,” said Hugh B. Price, the president of the New York
City-based Urban League. "We are very encouraged by the results. There seems to be much greater thirst for achievement by
young people than most people realize."

*A group of 15 suburban and small-city districts, many of them in university towns with well-to-do students, have formed a
coalition to study and share data on non-Asian minority achievement. The group stands out because the minority students
being studied have few of the financial hardships that slow academic performance.

"It's stunning that more of us were not disaggregating the numbers to get a better feel for our kids,” said Allan Alson, the
superintendent of the Evanston Township high school system near Chicago, who helped start the network. “Hopefully, this
creates a spirit of cooperation and urgency.”

® Inspired by the suburban districts' example, 27 city districts—including Fort Wayne, Ind.; Houston; Milwaukee; and
Tulsa, Okla—have also joined forces to tackle the problems.

Success Stories

As serious interest in the achievement gap grows, the stories behind several successes are beginning to emerge.

Texas A&M University researchers say that after studying the best schools for educating blacks and Hispanics in their state,
they found that solid, consistent implementation of curricular programs was more important than the programs themselves.
"We have phonics and non-phonics schools, and they both do well," said Kenneth J. Meier, a liberal-arts professor at the
university in College Station who worked on the studies.

Long-term leadership with high expectations is also important. “At the low end, districts give up and blame the
environment,” Mr. Meier said. "You never see that in good districts. Their attitude is, ‘We can teach anybody to learn."

In U.S Department of Defense schools around the world, low-income, highly mobile minority students perform at levels that
are much closer to their white peers' than in civilian-operated schools. The students in Defense Department schools, who are
surrounded by a supportive military community, also significantly outperform their minority counterparts in civilian public
schools.

A Washington think tank, the Heritage Foundation, scoured the nation last year before honoring seven principals of
high-performing, low-income, and predominantly minority schools as part of its "No Excuses” campaign.

The principals’ success was largely attributed to their having latitude in curricular and spending decisions, "tangible and
unyielding goals,” careful teacher recruitment, regular student assessments, and systematic parent outreach.

“Other schools don't study successful schools,” said Samuel Casey Carter, a Heritage Foundation fellow who is writing a
report on the study. "We must recognize and Jook at schools that reach and establish high levels of achievement.”

If a lesson can be gleaned from such stories, it may be that reversing the trend is no accident.

Challenging the Myths

htip://www.teachermagazine.org/ew/ew_printstory.ctm?slug=27gapintro.n19
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When officials of the Montgomery County, Md., schools sought to
improve reading skills, they retrained principals and teachers, added
a 90-minute daily reading block, and hired enough teachers 1o shrink
reading classes to about 11 students.

The result? The proportion of black 2nd graders who were reading at
grade level rose from 45 percent to 68 percent between February and
June of last year. Though that figure was 10 percentage points
behind the 78 percent for white students, the gap had been 17 points
in February.

Aside from such inspired initiatives at the local level, it is hard to
assess whether the nation as a whole is ready for a serious, sustained
assault on the achievement gap. Daniel Yankelovich, a national
pollster, observes that public opinion on race will be a major factor in
any such effort.

While Americans are more accepting of racial and ethnic diversity, he
contends that very acceptance could make them less eager to attack
inequalities,

"In the past, civil rights leaders were able to play on guilt,” Mr.
Yankelovich argued. "As people become more accepting, they don't
feel guilty. Guilt is no longer operative.”

Instead, he and others suggest, stereotypes must be altered by
educators or in the media.

"There's the mythology that all blacks have to be less intelligent than
all whites,” he said. "If you have stories of blacks outperforming
whites, you cast doubts on the theory."

The first and biggest hurdle, he said, may be a simple conversation
about the uncomfortable issue of race. "We have gone about as far as
we can go without having a real dialogue with each other,” Mr.
Yankelovich said. "It seems we need that."

3/15/00 — Unmet Promise: Ralsing Minority Achlevement -- Education Week

* Part 1 March 15, 2000 : Despite decades of
attention, gaps in the achievement of minority
students remain one of the most pressing
problems in education.

Part 2 March 22, 2000 : Why do the
achievement gaps persist? Some blame it on
teachers; others say parents need to be
stronger advocates and cut down on TV time. In
a Korean-American community, parents take no
chances when it comes to their children's
education.

Part 3 March 29, 2000 : Schools run by the
U.S. Department of Defense for children of
military families may offer lessons on how to
raise the achievement of low-income minority
students.

Part 4 April 5, 2000 : There are no sure
answers, but some experts say better teaching,
smaller classes, the right schoolwide
improvement program, and fairer allocation of
resources can shrink achievement gaps. A
Houston-area district has some answers of its
own.

Coverage of urban education is supported in
part by a grant from the George Gund
Foundation.

On the Web
Read "Cipsin in
the Great City Schools,” October 1999,

“Closing the Achievement Gap Requires Multiple Solytions,” from the Northwest Regional Educational Laboratory.

The Natiopal Alliance of Black School Educators seeks to improve the educational accomplishments of African

American youth,

PHOTOS: John Jackson is one of only two African-American students in the AP physics class at Shaker Heights High
School in Ohio. The district is trying to push more minority students into higher-level coursework.

—Bruce Zake
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March 22, 2000

Lags in Minority Achievement
Defy Traditional Explanations

By Debra Viadero
Education Week

Second in a four-part series

If the researchers studying the reasons why black and Hispanic students continue to trail non-Hispanic whites in academic
achievement were pressed to say one thing for certain about their work, it might be this: The usual explanations aren’t good
enough.

Poverty can’t explain all of the achievement gap, they would say, because grade and test-score disparities crop up even in
middle-class communities with integrated schools.

And peer pressure—fears that classmates will accuse fellow minority
students of “acting white’’ for excelling in school—won't do it
either. If that were the reason, why would leaming differences show
up even in kindergarten—when children of every color want nothing
more than to please their teachers?

"We know what the causes aren’t. We know what we thought were

the causes weren’t as important as some other things," said Meredith Z;:J_Iexe.mﬁuti March 15, 2000 : Despite
Phl“lps, a co-editor of The Black-White Test Score Gap , a 1998 decades of attention, gap's in the. achievement
book on the subject. "And the traditional liberal and conservative of minority students remain one of the most

explanations don’t explain much." pressing problems in education.
The lack of knowledge is surprising since the gap has been )
documented since at least the 1960s. Between 1970, when the *Part 2 March 22, 2000 : Why do the

National Assessment of Educational Progress first began taking the achievement gaps persist? Some blame it on

national pulse on student achievement, and 1980, black and Hispanic
students made great strides in narrowing the gulf that once separated
them from their white peers. But all of that progress seemed to grind

teachers; others say parents need to be
stronger advocates and cut down on TV time. in
a Korean-American community, parents take no
chances when it comes to their children's

to a halt beginning in 1988. Now, African- American and Latino high
school seniors on average score at the same level as non-Hispanic
white 8th graders on NAEP math and reading tests.

education. ;

Part 3 March 29, 2000 : Schools run by the
U.S. Department of Defense for children of
And, most troubling of all, the disparities are greatest at the high end m[lltam famn::gs may c:ffefrlless'ons on how to

of the achievement spectrum—the statistical pool where the nation’s ::T:etntz achievement of low-income minority
future leaders swim. Failure to close the gap could ultimately mean )

failure on the part of American society to integrate all of its Part 4 April 5, 2000 : There are no sure
institutions from the bottom to the top. answers, but some experts say better teaching,
smaller classes, the right schoolwide

“This whole field of looking at achievement gaps has been improvement program, and fairer allocation of
under-researched because it’s politically so touchy,” said Ronald F. Hoosres can ds.ht".';‘ :chlevement gaps..ﬁf\ "
Ferguson, a Harvard University economist who has studied the O;er]ston-area ISINCt has some answers of its
issue. "But by avoiding it, we’ve done an injustice to )

African-Americans and other children who might otherwise be
achieving at high levels.”

Coverage of urban education is supported in
part by a grant from the George Gund

. . . Foundation.
To some degree, that avoidance is changing now. What was once a

verboten subject has become a top priority for states and school ;
districts nationwide. ,’
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The change of heart has come in part because the nationwide move to institute stricter standards and related tests for students
is illuminating some glaring disparities among racial and ethnic groups. Also, the backlash against the affirmative action
policies that universities have used to increase minority enrollment has made test-score differences more important than ever.
If minority students can’t generate scores at least as high as their white counterparts’, the door to higher education in several
states might conceivably shut in their faces.

"I think a lot of people continued to think things were getting better,”” said Kati Haycock, the executive director of the
Education Trust, a Washington organization that promotes high achievement for all students. "Now, we’ve seen 10 years of
no progress and, in some subjects, a widening of the gap. There’s too much evidence to ignore.”

In all likelihood, no single explanation for the achievement gap will ever emerge. Experts say a multitude of factors—ranging
from parenting practices to peer pressure—can influence academic achievement. The explanations advanced so far for
lagging minonty performance, some of which are more widely accepted than others, include:

Poverty

Even if poverty isn’t the single most important cause of the
minority-majority achievement gap, it's a major contributor. Data Qtartin i N at 2 Nicadvantane-
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compiled for the College Board showed that in 1990, Hispanic e s "'d'. cL T Tens
children were twice as likely as white and Asian-American children Math and Reading Scores
10 be raised in low-income families. African-Americans were nearly Of First-Time Kindergartners,
three times as likely to come from poor families. Fall 1998

) Masth
Growing up poor often means getting inadequate health care and 52 54
nutrition, having fewer educational resources in the home and in the | %° 46 &7 47

neighborhood, and moving frequently—all factors known to 40
depress school performance. 20

What’s more, in schools with poverty rates of 25 percent or higher, | o
%oth poor and better-off youngsters do less well academically. Whte, Black, Asian Hispsnic Heawaiian, American
rowing evidence also suggests those schools get less funding than Non-  Non- Native  Indian

schools in more affluent communities. Hispanic Hispanic Packic  Alaska
. lslander Native
The legacy of poverty can last for generations. Even when two
families have the same income levels, chances are the child from the
family whose affluence began more recently is worse off
educationally.

SOURCE.: U.S. Cepanment of Educatian, Netional C emer
for Educarion Statistice Early Childhood Longrundinal Siudy,
Kindergarien Class of 1998-99.

"It’s not only the education of your parents," said David Grissmer, a senior management scientist in Washington for the
RAND Corp., a Santa Monica, Calif.- based think tank. "It really does depend on the education of your grandparents,
because wealth does accumulate over time."

Academic Coursework

Study after study has shown that disproportionately fewer African-American and Hispanic students than whites take
challenging academic courses. The reasons vary. Some schools rigidly "track” students into such courses, using test scores
or previous grades to winnow out those considered less able. Other schools open their tough academic courses to anyone,
but minority students choose not to enroll.

"A lot of times, I think blacks are discouraged from being in honors
Starting Off at a Disadvantage: or AP classes because they see no one else in their race in those
Math and Reading Scores classes," said Imani Farley, an African- American 10th grader at

g Shaker Heights High School in Shaker Heights, Ohio. "And

Of First-Time Kindergartners, sometimes, counselors don’t encourage you to challenge yourself."
Fall 1998

Reading What's more, the menu of Advanced Placement courses in some
urban schools is just not as full as it is in many suburban schools.

Four Los Angeles teenagers, for example, sued the state of
California Jast year, claiming they had been denied equal access to
AP courses. Even though they constitute nearly half the student
_ . : i3} | population in California, blacks and Hispanics account for only 13
Whre, Black, Asian Hispamic Hawsiisn, American | percent of AP test-takers in that state.
Non- Non- Nxive,  Indian
Hispanic Hispanic Pacfic  Alaska |In answer to the problem, some districts are doing away with
lslander  Native | systems for tracking their students into higher- or lower-level
coursework. But experts disagree over whether eliminating

SOURCE: U.S. Depanmers of Eduction, Naional Center 1 high-track classes would do minority students—or anyone
for Education St atistice, Early Childhood Longiundinal Study, else—much good.

Kinderganen Ciass of 1898-09.

New federal research, however, shows that the biggest factor
determining whether young people earn bachelor’s degrees is participation in a strong academic curriculum in high school.
That means Advanced Placement courses, more than three years of English, mathematics beyond Algebra 2, and at least two
years of laboratory sciences, foreign languages, and history.

"We should be trying to get more black students to take such classes, not trying to eliminate themn as an option for whites,
who will respond by sending their children elsewhere,” Ms. Phillips and her co-editor, Christopher Jencks, write in their
book.

Even more troubling to some are studies suggesting that all the courses in many poor, big-city schools serve up
dumbed-down versions of the curriculum taught to students in affiuent suburban schools. On national tests, one 1994 federal
study found, A students in high-poverty schools scored about the same as C and D students in wealthier schools. Data from
NAERP tests in reading and math also indicate that Hispanic and African-American students, compared with their white
counterparts, are less likely to be taught reasoning skills and are more likely to be given worksheets—considered a low-level
activity—in class.

Peer Pressure

In a widely noted 1986 study, researchers John Ogbu and Signithia Fordham described how a group of low-achieving black
students in a District of Columbia high school had come to view academic success as "acting white." Since then, the
phenomenon has been widely documented in racially mixed as well as all-black high schools like the one the researchers
studied.

But the idea, always controversial, has more recently become the subject of even more heated debate, with some experts
contending that the notion may be more of a symptom than a cause of the achievement gap.
http://www.edweek.org/ew/ew_printstory.cim?slug=28causes.h19
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"It sounds like a defense mechanism to me," said Roslyn Mack, the mother of two African-American students attending
integrated schools in the Cleveland suburb of Shaker Heights. "It’s ‘because I'm not doing well, I'm going to make you feel
badly because you're doing well.”"

But, Mr. Ferguson of Harvard says, even if that kind of social pressure does not create achievement gaps, it still can be an
impediment to closing them up.

High Mobility

It's a well-known fact that student turnover is higher in schools with high concentrations of poor students, immigrants, or
children from migrant-worker families. Obviously, it's hard for students to keep up when they move to a new school that
may not even use the same textbook. One national study from 1998 suggests that moving even once between 8th and 12th
grades can double a student’s chances of failing to graduate on time.

But less obvious is the finding that high rates of mobility in a school can also slow the pace of instruction for students who
don’t move. In one 1996 study of Chicago schools with high student tumover, researchers found that by 5th grade the level
of instruction in those schools was almost a year behind that of schools with more stable populations.

Teacher Quality

A growing body of research is beginning to show that students in schools with high concentrations of minority and poor
students are more likely to be taught by underqualified teachers.

Those findings are emerging just as other studies are beginning to quantify the damage that an ineffective teacher can do.
Research by William L. Sanders and his colleagues at the University of Tennessee suggest that the effects of three
consecutive years of bad teachers can linger with students for years.

Parenting

At least half the academic gap between black and white students at the end of 12th grade is attributable to leamning differences
that are already present when they begin their school careers, said Ms. Phillips, who is also an assistant professor of policy
studies at the University of California, Los Angeles.

In fact, the U.S. Department of Education released data last month showing that black and Hispanic kindergartners already
trailed their white and Asnan American counterparts on tests of general knowledge and early reading and math skills.
icw,” Feb. 23, 2000.)

That suggests to some researchers that parenting practices could be a primary cause of those early differences.

The problem, however, is that researchers know very little about the ways in which parenting practices may—or may
not—differ in early childhood.

"T suspect there are systematic differences in the degree to which parents negotiate with their children as toddlers," said Mr.
Ferguson of Harvard. "Simply engaging a child in the kind of negotiation that has a child justify a request, or think through
something for themselves, or do a calculation has to help.”

As children grow older, black parents may also be less likely to push their children to eamn better grades or take more
challenging courses. In a 1996 study, researchers asked teenagers at nine high schools in Wisconsin and California: "What is
the lowest grade you can get without your parents getting upset?" The answers varied by race and parents’ educational
levels.

Asian-American students whose parents were high school dropouts gave higher grade-level thresholds than white, black, or
Hispanic students whose parents had bachelor’s degrees. Black students whose parents were college graduates said their
parents had grade standards similar to those of white students whose parents had never attended college.

Experts also point out that, regardless of color, middle- and upper-income parents, tend to take their children to museums
more often, to hire tutors when their children are having problems in school, and to pay for test-preparation lessons for
college-placement exams.

Preschool

Minority children have less access to good preschool and day-care programs. The New York City-based College Board, in
its report "Reaching the Top," notes that only 63 percent of African- American and 36 percent of Hispanic parents with
preschool-age youngsters enrolied their children in preschool in 1996.

Even programs such as Head Start,' the popular federal preschool program for disadvantaged students, fail to reach large
numbers of children who would otherwise qualify. Just as important, some evidence suggests that the preschool programs
low-income students do attend tend to offer poorer-quality instruction.

‘Stereotype Threat’

In the early 1990s, the Stanford University sociologist Claude M. Steele gave groups of white and black Stanford
undergraduates standardized tests. He found that the black students performed worse on the tests when they were asked to
identify their race. Mr. Steele theorized that the minority students scored low in those instances because they were anxious
about fulfilling negative stereotypes about their own racial group, a phenomenon he tagged "stereotype threat." Once
threatened, he said, minority students may go on to "disidentify” with the academic task at hand or to downplay its
http://www.edweek.org/ew/ew_printstory.ctm?slug=28causes.h19
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importance to them.

No one has yet tested that idea in precollegiate classes, but some experts say it could explain why black students are
sometimes reluctant to take advanced academic classes and why their average scores are low on some standardized tests.

The ‘Summer Effect’

Students from low-income families tend to Jose ground academically over the summer, compared with peers who are better
off, said Karl Alexander, a sociologist at Johns Hopkins University in Baltimore.

Mr. Alexander drew his conclusion from a long-term study of 800 Baltimore students who started 1st grade in 1982. During
the school year, he and his colleagues found, poor and more affluent students seemed to learn at the same rate, judging by
their scores on tests given in the fall and spring.

But the wealthier students tended to keep on learning over the summer—probably because they are more likely to go to
summer camp, visit libraries, or take vacations of longer distances, Mr. Alexander said. The poorer students, in contrast,
would tread water academically from June to August.

Over the course of several years, Mr. Alexander points out, slight differences each fail can add up to a significant
disadvantage for the lower-income children. "When you add it all together you’ve got an environment for some children that
helps them move ahead compared with an environment for other children that’s not as enriching,”” he said.

Teacher Expectations

Teachers are taught to believe that all children can learn, but their own experiences may sometimes tell them otherwise. As a
result, experts and minority parents say that at least some teachers, exposed to low-achieving minority pupils year after year,
may come to expect less of them. They might not hold them to high standards or encourage them to take more advanced
classes.

"If you don’t expect something, you don’t search for it," Mr. Ferguson said.
Research is thin, though, on whether teacher expectations create a kind of self-fulfilling prophecy for minority students.

"My bottom-line conclusion is that teachers’ perceptions, expectations, and behaviors probably do help to sustain, and
perhaps even to expand, the black-white tests-core gap,” writes Mr. Ferguson in The Black-White Test Score Gap. But, he
adds, "much remains on this research agenda.”

Television

During a recent visit by a reporter to Shaker Heights Middle School, students talked about the differences between white
students and black students. Brandon Cornelius, a plain-spoken, African- American 8th grader, told of overhearing two sets
of girls, one all-white and one all-black, talking in his school. "The white girl, she was saying, ‘On weeknights, [ can’t
watch TV at all,’" he said. "Then in the hallway, ! heard two black girls talking and saying. ‘Did you see what was on TV
last night?’ " Brandon offered an explanation for the difference: "It’s like we want to know what’s going on so we can be in
the know a little more."

His observation is one that researchers have confirmed. A study of more than 3,000 children released last year found that
black and Hispanic children spent an average of three to four hours a day watching television, compared with an average of
two hours and 22 minutes a day for white children. ("Repont_Shows Mcdia Play Enormious Role in Children's Lives.” Nov.
24, 1999.) ..

Test Bias

Are standardized tests inherently biased against African-Americans and other minority groups? Possibly, experts say, but the
tests deserve a smaller share of the blame than researchers once thought. The SAT, in fact, has been shown to overpredict
how successful African-Americans will be in college.

"If any parent is worried about the tests being biased and then gets a chance to see what's on the tests, most would say,
‘This is stuff I would like my kids to know,”" Ms. Phillips of UCLA said.

Genetics

In 1994, a fiercely debated book, The Bell Curve , resurrected the explosive suggestion that achievement differences among
racial groups stem from genetics. Since then, the notion has been widely refuted by scholars from a range of disciplines.

"If there are genetically determined 1Q differences,” University of Michigan researcher Richard E. Nisbett writes in The
Black-White Test-Score Gap , "they are too small to show up with any regularity in studies covering a wide range of
popuiations and using a wide range of methodologies."

Even now, six years after its publication, The Bell Curve , written by Charles Murray and the late Richard Herrnstein, casts
a shadow over public discussions on the achievement gap. The fear is that all the talk could feed harmful stereotypes about
the the nation’s minority populations.

That’s why it’s important to keep in mind that the statistics researchers use to describe the achievement-gap problem are
averages, Ms. Phillips stressed. Black, Hispanic, white, and Asian-American students can be found at the highest levels of
academe as well as in General Educational Development classes.

http://www.edweek.org/ew/ew_printstory.cim?slug=28causes.h19
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In the end, she said, "focusing on the gap is not necessarily a good thing, unless people act to reduce it." The trick, she and
many other experts agree, is to figure out how.

On the Web

Read “America's Next Achievement Test: Closing the Black White Test Score Gap." by Christopher Jencks and
Meredith Phillips, from The American Prospect, September-October 1998.

From the U.S. Department of Education: “Average Reading Proficiency By Grade, Race/Ethnicity, and Rgading

The National Science Foundation ls particularly concerned about the achievement gap between whites and minorities
in the sciences. See its overview of minority underrepresentation in _the sciences, from “Sciepce & Epgineering
Indl;ﬂtQ[ﬂ 199,},

PHOTOS: Students waik home earlier this year from an elementary school in a poor District of Columbia
neighborhood. Experts say poverty contributes to, but is not the only factor in, the persistent low performance of
children from some racial and ethnic groups.

—Benjamin Tice Smith

Rasheda Daniel and Jorge Gutierrez are two of four Los Angeles high school students who have filed a lawsuit
challenging Inequities In access to Advanced Placement courses in California public schools.

—Ken Hively/Los Angeles Times
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Changmg Demographlcs, Changmg Schools _ o
: Demographic change, increased enrollment of studcnts from Spamsh speakmg

households, new challengcs for professxonal dcvelopmcnt louder calls by the public for -
educator accountabthty, slow declines in the enrollment of middle- c]ass students, and the

" rarely spoken fear that school budgets mtght ulttmatcly suffer if thosc declines 1nd1cate a

more general reduction in the middle-class’s support for local edtication”—at the .
beginning of the 21% century, these phrases could describe schools and communities
almost anywhere in the United States. Nonetheless, these words are intended to describe
a specific locale—Dalton, Georgia—and its acute experience of the above trends during
the last ten years. This short report is also intended to chronicle some of the intriguing
responses that Dalton educators, community leaders, and special partners from Mexico
have created over the last four years as they have confronted the ongoing challenge of
how to have schools continue to shape a positive future for a fast transforming
community.

Dalton is small, but rapidly growing industrial city in southern Appalachia located
90 miles northwest of Atlanta. A little over 30,000 residents live within Dalton’s city
limits and that boundary encloses a school district that enrolls over 5,000 students, one
thousand more than in 1990. Including the populations of unincorporated surrounding
Whitfield County and nearby Murray County, Dalton is the center of a region that
includes approximately 100,000 inhabitants. Many of those inhabitants work in the
industry that earns Dalton the title ‘Carpet Capital of the World’. Poultry processing is
. another significant though smaller local industry. Growth and changes in employment
patterns in both the carpet and poultry industries have brought thousands of Latino
laborers to Dalton and, along with social trends like family reunification, have been the
basis for Dalton’s recent and ongoing demographic reconfiguration.'

To see that change as the schools have seen it, in September 1989 Dalton Public
Schools enrolled 151 Hispanic students (3.9% of total enrollment), in September 1999 the
tally of Hispanic students totaled 2,280 students (45.4% of total enrollment). (See the
chart on the next page.) A school district survey in 1996-97 found that 59% of Dalton’s
Hispanic student enrollment at that point was foreign born. Though many of Dalton’s
current Latino students are relatively proficient in English, nearly all speak Spanish at
home and many live in households where all the adults are monolingual Spanish

speakers.

Starting to Respond
Though the demographic change began to become obvious in the early 1990s

when three of the district’s eight schools became majority Hispanic, an overt school
district response was initially slow in taking shape. At several schools cultural difference
became an occasional topic of study, usually at the level of ethnic food fairs, show-and-
tell, and the like. Dalton did begin some ESOL classes (English to Speakers of Other
Languages) in 1989-90. That program has since grown rapidly. In 1999-2000 there are
847 Dalton students enrolled in ESOL and 26.5 FTE ESOL teachers.

" The terms "Latino” and ‘Hispanic are used interchangeably here. ‘Hispanic’ is a more common term in
Dalton and is the term used for district (as well as state) record keeping.
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In thc nud 19903 one school mmated some’ morc dramatic programs.: Wlth the
'encouragement of hcr prmcxpal (who had just finished a dissertation. on'the’ profcsswnal
o devclopment needs of schools’ ncwly challenged by cultural and 11ngmstlc dxver51ty) one-

Dalton elemcntary school tcacher——Amy Haynes—-began a pilot two- -way immersion:

' program in her classroom in 1995- 96.%-In' the mid-1990s a former district admlmstrator
also began attending confererices of the Nationial Association of Bilingual Educatlon and
other similar events hoping to attract bilingual and bicultural teacher candidates to-

Dalton, but those forays brought in few such teachers.?

When a few community leaders, led by attorney Erwin Mltchell approached the
retiring Superintendent in the Spring of 1996 to ask him what the district’s plan was to
accommodate the newcomers, the outgoing Superintendent conceded that there was no
‘plan’. However, the Superintendent added that, given the Hispanic community’s
increasingly apparent permanency, such a plan needed to be assembled and that external
input would be welcome. Mr. Mitchell hardly needed an invitation as he had already

-visited several of Dalton’s most demographically transformed elementary school . .
classrooms. He had encountered there teachers and paraprofessionals frustrated by the
“communication gap” caused by (according to initial diagnosis) their students’ lack of
proficiency in English and their own lack of proficiency in Spanish.

During the Summer of 1996 Mr. Mitchell began what became a steady habit of
sending letters to state education leaders and university officials inquiring about teacher
training prospects, sources of bilingual educators, and possible financial resources that
could help Dalton. Though these letters and later ones generated a few responses, =~ -
including words of encouragement from Beth Arnow, then Coordinator of ESOL,
Migrant Education, and Title VII programs at the GCOI"la Department of Education, they
identified few nearby sources of educators, training, or other aid. In September 1996, as
local school administrators, including the new Supermtendent and Sheila Evans—
Dalton’s Assistant Superintendant for Curriculum/Instruction—agreed with Mr. Mitchell
and sought assistance for readying the school district for its continuing change, there
seemed to be little regionally available to support Dalton’s local galv1mzmg for action.

Then, through the fortuitous intervention of one of Dalton’s leading carpet
executives who had a Mexican business partner with ties to the Universidad de
Monterrey, Mr. Mitchell obtained the name of a sociologist at the Universidad de
Monterrey who, it was proposed, might help Dalton understand some of its challenges
and develop strategies for their resolution. Incongruous as it might first seem for a
Georgia school district to look a thousand miles away for advice and support from
experts at a Mexican university, in December 1996, Erwin Mitchell, Sheila Evans, the
new Superintendent, the dissertation-writing principal (from Amy Haynes’ school) and a
Dalton school board member all flew to Monterrey Mexico to outline goals and
possibilities for a proposed partnership between the school district and the Mexican
university. The name given to the emergent partnership was the Georgia Project. One of
the initial Mexican negotiators was Maria Olivia (‘Marioly’) Villareal.

’
¢

* Names in bold are the names of the educators, scholars, and community activists with ties to Dalton who
will be present at the 2™ Institute on Cultural and Linguistic Diversity on April 10, 2000.

* According 10 a recent report by the General Accounting Office (1999:7), a 1993 study found that 80% of
U.S. school districts reported difficulty in recruiting bilingual teachers and 53% had difficulty finding
trained ESL teachers. Dalton Public Schools’ struggles were hardly exceptional.
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. InMarch 1997; ata ceremony: at Dalton High School, the Georgia Project was
formally 51gned into bemg as a four component initiative that was to include: (1) the .
placement of Universidad de Monterrey- tramed bllmgual teachers in Dalton c]assrooms
(2) the creation of a ‘month- -long summer trammg institute for Dalton teachers in

: Monterrey Mexico, (3) the creatlon of a bilingual curnculum and (4) the enactment of a
complex applied research project that itself included a Hispanic community needs.
assessment and the initiation of a local Hispanic leadership group. While all four of the
priorities were initially palatable to the Dalton school board, the district’s central
administration, and the ad hoc group of carpet industry executives and other leaders who
initially oversaw the Dalton end of the Georgia Project, only the teacher exchange was a
priority originally identified by those from Dalton. The remaining three components had
been suggested by Georgia Project partners at the Universidad de Monterrey.

Because visa complications delayed the beginning of the Mexican teacher
exchange to Dalton, the first Georgia Project initiatives underway were the 1997 summer
. teacher training institute and the Universidad de Monterrey-led Dalton Hispanic
community needs assessment. Both began in June 1997. Marloly Villareal was one of
three Universidad de Monterrey sociologists who came to Dalton to conduct that needs
assessment and thus became one of the co-authors of the first report ever written about
the community and educational aspirations, frustrations, and circumstances of Dalton’s
new Latino residents. Ms. Villareal’s work included extensive interviews with Latino
parents in Dalton. She subsequently returned to Dalton on several occasions to continue
research efforts, to help oversee a November 1997-Latino leadership conference that led
to the establishment of Dalton’s first Latino advocacy organization, and to join the
Universidad de Monterrey’s Bilingual Curriculum Coordinator in providing support to
the Monterrey teachers working in Dalton classrooms.

The Georgia Project marked the first substantial effort, other than the ESOL
program, for which Dalton Public Schools both sought and received substantial
supplementary resources to help accommodate the costs of the ongoing newcomer influx.
Initial funding for the Georgia Project largely relied on external monies, rather than a
reallocation of the school district’s original budget. In February 1997, Sheila Evans
initiated a successful effort to obtain federal Title VII funds for “Systemwide Bilingual
Education”.* Her effort yielded $500,000 to be disbursed over a five-year period. In
April 1997, Erwin Mitchell successfully lobbied Dalton’s City Council to earmark a
portion of a utilities windfall for the Georgia Project. The city promised the Georgia
Project $750,000 to be disbursed over a three-year period. Several local private business
leaders also pitched in providing charter flights, frequent flier vouchers, free rentals, and
other in-kind supports worth thousands of dollars.

What Challenges? What Needs? What Possibilities? What Solutions?

Though there had been a little negative public reaction to the Georgia
Project—some anti-immigration picketers had assembled outside the City Council
meeting that apprbved the $750,000 city grant to the project—the two more typical local
responses in 1997 were great excitement or nonchalance. Excitement characterized those

* Ms. Evans hired Ted Hamann, now at Brown University and the author of this case study, 10 be the lead
author of the Tite VII grant proposal. That was Dr. Hamann’s entrée into Dalton schools for his disser-
tation research. His dissertation focused on the creation and initial implementation of the Georgia Project.
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... who had been ab]e to mobtllze o) much so qulckly, while noncha]ancc descnbes the
rcsponse ‘of many Daltomans both cducators and members of the general pubhc 'who g
* were unaware or only vaguely aware’ of thc new pr01ect S cx1stcnce : As the Georgiay: -
Project was converted from an 1de_a into a well- funded, multlfacctcd initiative, its future
* seemed bnght but the comprehéﬁswcness ofi 1ts proposed action p]an hid the fact that
project initiators; project implémenters, and various portions of the general public all had
different specific ideas regarding the particularities of the challenges Dalton faced
because of its demographic change. They similarly differed in their visions for how those
challenges should be resolved. Was professional development the main challenge for the
Georgia Project or other Dalton school initiatives? Was the biggest need an emergency
temporary teacher exchange which could bring bilingual, bicultural teachers from the
Universidad de Monterrey to Dalton? Was the biggest need a research need—a need for
clearer understanding of the dynamics of the newcomer community and of the
newcomers’ backgrounds, aspirations, circumstances, and self-identified problems?
“According to local newspaper stories, during the Summer of 1997, the crux of the
Georgia Project was professional development. For the 24 Georgia educators who spent
one month of the Summer of 1997 in Monterrey, Mexico attending an exhilarating and
exhausting summer institute, the Georgia Project was a wonderful vehicle through which
to learn more about the background and cultural contexts from which a growing portion
of their students and those students’ parents came. It was a chance to obtain Mexican
curricular materials and to discuss pedagogical challenges and strategies. It was a chance
“"to’learn some Spanish. And it was a powerful demonstration of the school district’s belief
in the importance of their professional development. However, despite this first cohort’s
enthusiastic response, the high per educator cost, the unfeasibility for many educators of
being away from family for a month during the summer, and the lack of any coordinated
mechanism to carry over enthusiasm from the first summer meant that the number of
participants in the 1998 Summer Institute fell to twelve, and in 1999 half of the Summer
Institute was conducted at Dalton State College with only two weeks in Mexico.’

- While as of this writing an agreement for summer training still exists between the
Georgia Project, Dalton State College, and the Universidad de Monterrey, the emergency
teacher exchange is the Georgia Project’s most successful component; with 13 Monterrey
teachers presently serving as paraprofessionals in Dalton schools.® Dalton Public
Schools are not, however, relying on this as the only means to assure communication
with newcomer students. The ESOL program continues to grow. Efforts to recruit
bilingual/bicultural teachers and paraprofessionals from domestic sources continue. And
Dalton Public Schools have initiated a one-year ‘immersion academy’ at which
newcomer students are given a chance to acclimate to the curriculum and organization of

Dalton schools.

* Given their professional training, the status of the Monterrey teachers as ‘paraprofessionals’ in Georgia
continues to be awkward, but the state of Georgia does not presently recognize Mexican credentials as valid
for a leaching license, though an intriguing Georgia proposal to give three-year international certifications
to educators with foreign bachelor degrees (like the teachers from Monterrey) may soon change that.
Presently, Dalton Public Schools confronts the dilemma of whether to invest substantially in helping
temporary instructors gain Georgia credentials or whether to continue negotiating the challenges of having

a two-tiered paraprofessional staff.
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w At thc curriculum level, the Gcorgxa Pro_lect s original promise of a bilingual . .
cumculum seems indefi mtcly suspended Howcvcr separate from the Georgia PI‘O_]CCt
the practices continue of adding Spanish as a foreign language to all pre-high school:.
grade levels (K—8) ‘and of offermg Spamsh for Spanish speakers and elective Spamsh as
a foreign language for grades nine to twelve. ; Unlike in the early 1990s; Spanish is now a
welcome language in the hallways and soime classrooms of Dalton Public Schools.

The reasons for the demise of the Georgia Project’s promised curriculum are
complicated and controversial, but three clear factors include: (1) the hostility to bilingual
education at the state level, (2) the national anti-bilingual education wave, and (3) the
successful introduction at the elementary level of Direct Instruction, a scripted,
monolingual, comprehensive, DISTAR-derived program. Not since Beth Arnow left the
Georgia Department of Education in August 1997 has the state education agency
approved any school- dlstnct -generated Title VII proposals that include any support for
native Janguage instruction.®

Since Dalton applied and received Title VII funding in 1997, California has
approved Proposition 227 which largely bans bilingual education there. Other states
—notably Arizona and Massachusetts—are set to consider similar bans. In essence,
bilingual education is under assault and Dalton’s extant bilingual forays are well ahead of
any other district in the state. As Ms. Arnow, now the ESOL Coordinator for Gwinnett
County Schools (the largest system in Georgia), recently put it, the Georgia Project and
other Dalton initiatives are “the light for bilingual education in Georgia”.

- Dalton initially welcomed the proposed bilingual component because initial two-
way immersion forays, like Amy Haynes’ classroom, and initial analyses of the research
literature, including Amy Haynes’ principal’s dissertation, recommended some native
language instruction as an effective approach for teaching newcomers. This preliminary
enthusiasm occurred, however, before bilingual education was on the ‘radar screens’ of
much of the public. Since bilingual education has become more publicly controversial,
Dalton educators have had to expend po]1t1ca1 capital defending just the existing levels of
native language instruction and they have also begun to recognize that the requisite
professional deve]opment and new hiring requlred to lmplement a sufficient bilingual
program would be substantial. Moreover, at the same time Dalton officials were lookin g
at bilingual strategies, they were also beginning to successfully implement Direct
Instruction. Ultimately that curricular change seemed an easier route to go.

While this text is not the arena for an extended endorsement or critique of Direct
Instruction, a few facts regarding Direct Instruction and Dalton do need sharing. First,
Direct Instruction was not introduced as a curriculum for newcomers per se; indeed it
was to be the language arts curriculum for all primary level students, but its potential for
improving the learning and test scores of Hispanic students was noted in local
newspapers as early as 1996 when the program was still a pilot at one school. Second,
for many Dalton teachers who were unsure for the first time in their professional lives
because of the sudden change in the mix of students before them, Direct Instruction has
provided a welcote, detailed script for how to guide their classroom. Third, with its self-
described emphasis on improving standardized test scores, Direct Instruction promises
that despite the demographic change Dalton can safeguard its vaunted high scores

f Though they provide none of the funding, state depariments of education are required to review all Title
VII applications generated within their jurisdictions and to make recommendations for approval or denial.
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| '-"_.’?_' _ gcncral publlc

_ (relatxvc to other Gcorgla _dlstncts) That standardlzcd scores mcrcasmgly matter to the
' 'é'ls cvlanCCd by, for example thc front-page, largc PO‘“t

' Where to go" How to get there? T :
~ Direct Instruction matters one other way for this story It became a touchstone for

an ongoing struggle regarding school district management and the Georgia Project. Back
in 1997 when the Georgia Project was first being launched, the Georgia Project was not a
separately incorporated entity (as it is now) and the informal expectation was that all
Georgia Project funds would be overseen by the ad hoc Georgia Project committee but
administered by the school district. No conflicts between district officials and Georgia
Project-supporting community leaders were anticipated. Everyone wanted to help Dalton
schools help Hispanic students. Of the first two big chunks of money, city funding was
channeled through Erwin Mitchell (the chair of the Georgia Project committee) into
school district accounts, while Title VII monies went straight to the school district. An
unanticipated conflict arose, however, when, with federal approval of the expenditures,
the school district used Title VII funds to expand the implementation of the already
successfully piloted Direct Instruction model. Direct Instruction was part of the district’s
instructional vision, but it was not part of the Georgia Project compact. While curriculum
was one portion of this conflict, the rift was more generally about how educatlonal goals
should be determined, implemented, and overseen. S

In exchange for the real but relatively modest resources assembled under the guise
- of the Georgia Project, the school district was finding that it had to negotiate detailed,
energy depleting, external scrutiny by Georgia Project leaders, particularly Erwin
Mitchell. This was in addition to the regular oversight of the school board and the need
- to comply with state and federal educational policies. Yet, Mr. Mitchell could counter
that until his activist intervention, the school district’s response to a growing portion of
its students was 1nadequate that his scrutiny- was needed to ensure action. :

The point here is not to take sides but to point how the complex task of meeting
the needs of English language learners became intertwined and complicated by other
issues. In particular, this highlights a position-related conflict between policy makers and
practitioners. For Erwin Mitchell, influencing policy (including agenda setting and
resource acquisition) was the only ready route he had to try to change the educational
experience of newcomers in his community. For practitioners, an additional unofficial
policy making body like the Georgia Project was welcome only as long as it provided
resources and/or promoted changes that the practitioners wanted.

Without regard to this conflict, the Georgia Project and Dalton’s educational
challenges were receiving national attention in 1999. Then Undersecretary of Education
Delia Pompa had described the initiative at length in her argument to Congress for
reauthorization of the Elementary and Secondary Education Act. (See Addenda.)
However, resources were running down. In response, the school district proposed that
the number of visiting instructors from Monterrey be reduced because of budget
limitations. Noting the ongoing need for the Georgia Project and the popular acclaim it
had earned at that point, Mr. Mitchell appealed to the Dalton School Board to overturn
the request for a reduction in the teacher exchange program. Because Amy Haynes
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could not attend the public school board meeting at which final budget decisions were to
be made; she wrote an earnest letter about the need to continue the Monterrey teacher
exchange program at exlstmg lcvcls (Her lcttcr is also mcludcd as an addcndum ) At the
a sense district admlmstrators prevalled too in that they were able to get the school board
to commit more resources than had initially seemed forthcoming.

This year (1999-2000) has been marked by a new peace of sorts, but one st111
containing important unmet challenges. Though the direct collaboration between the
Dalton schools and the Universidad de Monterrey is often still called the ‘Georgia
Project’, officially the Georgia Project is now an incorporated 501(c)3 not-for-profit.
That new entity has formally partnered with the school district for two new Title VII
applications, one for a teacher training grant to be led by the State University of West
Georgia and one to obtain funding to support the professional development and
acquisition of Georgia teaching licenses for the visiting instructors from Monterrey. (The
_ Georgia Department of Education has requested that the teaching license proposal be
denied and has yet to rule on the second; the head of the Georgia Board of Education and
others have sought to have that first decision overturned.)” A formal teacher advisory
committee to the Georgia Project has been created with Amy Haynes as its first head.
Sheila Evans has helped prepare an ambitious list of 5-year goals for the school district.
(See Addenda.)

Whether these new arrangements will avoid past conflicts and how they will
include the Universidad de Monterrey is unclear. Similarly unclear is how the emergent
voices of the Latino community, now better organized because of the intervention of
Marioly Villareal and her Universidad de Monterrey colleagues, will contribute to local
educational policymaking. The challenges of finding new resources to support the
programs begun by the Georgia Project and/or finding the broad community support
needed to allow a reallocation of existing resources also still loom.

As the attached story of one student—Rigo Nunez—makes vivid, the challenoes
for Latinos negotiating Georgia and Dalton schools are formidable, but so too has been
the effort so far to meet the challenge. How and where to proceed next are open
questions, but that there are community, student, and family needs in the balance is clear.

Addenda (Enclosed separately as Dalton Georgia: Case Study Support Materials)
e Delia Pompa’s ESEA reauthorization testimony
e Amy Haynes June 1999 letter
e Dalton Public Schools 5-year goals (thru 2004)
» Atlanta Journal-Constitution ‘Rigo Nunez’ article
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" To clarify. requirements for teaching certificates in Georgia are determined by the Professional Standards
Commission. not by the Georgia Department of Education. However, the guidelines for Title VII require
Georgia Department of Education review, so the Georgia Department of Education gains a chance for input

on teacher certification in this instance.
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