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Preparing Teachers for Diversity:
A Dilemma of Quality and Quantity

INTRODUCTION

For most of the last two decades there has beelhe dizzying number of reforms would be chal-

a protracted national debate over the status oflenge enough under more static circumstances.

the education of our youth (Berliner & Biddle, However, they have been accompanied by an

1996). The conclusion reached by many is thatunprecedented shift in the state’s population:a - =~~~
American students are ill-prepared for the edu- tremendous growth in the number of school- .T.h.e COHSp’CUOUS
cational and economic challenges of a post-in-age children from minority backgrounds, parqpsence of attention
dustrial society. This conclusion has been mir- ticularly Latinos. These demographic conditions - - - - - - - - - - - -
rored in the public debate in California and has call into serious question the ability of any in- among these
led to a series of reform efforts aimed at stem- stitution to respond effectively, let alone one as myrlad réfbrlrﬁs.tb
ming the decline in test scores, re-examining thecomplex and under-resourced as the public. . 7. . . . .. . ..
skills that our schools should be teaching, andschools. the issues of

increasing the overall achievement of students. thi text. th _ b ¢ atoreparing leachers
To accomplish these goals, we have seen maJOIln IS context, IN€ conspiclious absence o _6,1 -p p , g ,,,,,,

initiatives in the areas of curriculum reform, stu- tention among these myriad reforms to the is-

dent and teacher assessment, class-si Y 41 I di donts is par. el A
tion, and experimentation with school organi- 2 &" inguistically diverse students Is par- culturally and

zation and governance, such as block schedult'cUIarIy troubling. This paper explores these - - - - - S,
issues. The paper documents the characteristics

ing and charter schools. U o R T T I T
of California’s existing student and teacher diverse students

In the last year alone, schools have been askegbopulation, explores research on the effecton - - . . . . .. . ..

to expand their class-size reduction efforts andstudents of having teachers who are from mi- Is particularly

ill-defined “structured English immersion” ap- tials from programs that focus on diversity is- . . . . . . . .. . 7.

proach. They also have been instructed to testsues, identifies barriers to increasing the num-

all of their English and non-English speaking ber of teachers with diverse backgrounds in the

students on new standards that have not yet beeworkforce, and makes recommendations to in-

fully incorporated into the curricula and to re- crease the pool of minority teachers and to im-

frain from passing students who do not meet prove the preparation of teachers to perform

them. Secondary schools have been asked teffectively with diverse students.

begin preparing their students for exit examina-

tions that will determine who gets a high school

diploma, even for those who have successfully

completed all required courses.
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PREPARING TEACHERS FOR DIVERSITY

WHO ARE CALIFORNIA'S STUDENTS?

California’s school-age enroliment has been ex- the Hispanic school-aged population is increas-
ploding. In 1987-88, the total public school en- ing dramatically from 30 percent in 1988 to more
rollment was 4.4 million; 10 years later in 1997— than 40 percent in 1998. By the year 2010, His-
98 it had grown to 5.6 million. Including those panics are projected to be more than half of all
students in non-public schools, the state is ex- California public school students (California De-

pected to be educating more than 6.3 million stu- partment of Finance, 1999).

dents in the coming academic year, 2000—-2001. _ , _ o
Equally as important as the increasing ethnic di-

The composition of the student population is versity in California’s schools is its continuing lin-
changing as rapidly as its growth. In 1987-88 guistic diversification. Between 1987 and 1997,
about half of the public school population was the number of limited English proficient students
made up of non-Hispanic white students; 10 yearsin California’s public schools increased by 216
later that number had shrunk to only 38.8 percent.percent. Although the state’s English learners
And, while the number of Asian students has in- come from a wide range of language backgrounds,
creased modestly (from 7.3 percent to 8.2 percent)more than 80 percent speak Spanish as their pri-
and African Americans have actually declined mary language (CBEDS, Language Census,
slightly in their share of the public school popula- 1998).

tion (from approximately 9 percent to 8.6 percent),

WHO ARE CALIFORNIA'S TEACHERS?

While students are diverse, teachers are much lessrs are native English speakers who are not from
s0. At the turn of the 21st century, the reality is the same language background as their students.
that most of California’s teachers and their stu- ] ) )

dents do not share a common background. ForThe shortage of teachers with economic, ethnic,

example, about one-quarter of the state’s school©" linguistic backgrqunds similar to thosg Qf the
children live in poverty while the majority of students they teach is exacerbated by policies that

teachers are from middle class backgroundsare sometimes shortsighted in their failure to ex-

(Zeichner, 1996). Overall, 61 percent of the state’s amine potential con§equence§ for studgr!t_s. .For
students are ethnic minorities while only 22 per- exampl_e, the clgss-3|ze reduction (CSR) initiative
cent of teachers are from minority groups (Center hgs enjoyed widespread pgpular support, espe-
for the Future of Teaching and Learning, 1999). cially a.m.ong teachers, but it has also created a
There are approximately twice as many African near-crisis for many students in poor and urban

American students as teachers; Asian students and'€as, a”?' for those yvho are learning English.
teachers mirror this same proportion. The great- 10day; while many are in smaller classes, they are

est discrepancy, however, is between numbers ofaISO much mqre likely to_ b_e taught by a teacher
Latino students and teachers. Pupils from this who has received no training to teach them and

group represent 41 percent of the student popula-d9€S Not speak their language. It remains an em-
tion while Latino teachers comprise only 12 per- pirical question whether many of these students
cent of the state’s teachers would have fared better had the same dollars been

spent to attract and train more qualified teachers
Substantial linguistic mismatch exists as well. The for their classrooms.
dearth of teachers from the same linguistic back-
grounds as students is reflected in ongoing and
increasing shortages of teachers with Bilingual,
Crosscultural, Language and Academic Develop-
ment (B-CLAD) or other bilingual certification.
In fact, the majority of the state’s bilingual teach-
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A DILEMMA OF QUALITY AND QUANTITY

TEACHER SUPPLY AND DEMAND AND ITS CONSEQUENCES

Several factors contribute to the problem of dents receive free or reduced lunch, nearly 20 per-

California’s increasing difficulty in meeting the cent of the classroom teachers are not appropri-

demand for qualified teachers. The school-agedately certified. Likewise, in schools where 90—-100

population is growing at more than 100,000 stu- percent of the students are from minority ethnic

dents per year. Attrition causes a loss of 8 percentgroups, almost one quarter of the teachers are not

of the teacher corps per year, according to statis-appropriately credentialed (California Department

tics from the Commission on Teacher Credential- of Education, 1999).

ing (CTC) and State Teachers Retirement System . . s
(STRS). Furthermore, there is significant leakage -°S Ang€les and San Diego counties alone hava significant feature

L more than half of the state’s almost 6 millionstu-- - - - - - - - - - - -
from the teacher pipeline, as 40 percent to 60 PEr jents and an even greater percentage of its poor  Of the teacher
cent of those who earn credentials do not seek em-""" "~ == =07 =% =17 0= 2= B = = e e .
ployment as teachers. Class-size reduction initia-

tives alone have led to an acute demand for ne : N
teachers, requiring schools to scramble to hire shortages. For example, in Los Angeles SChOOIS discrepancy is its
19,000 new teachers in addition to the 16,000 re-19 percent of teachers are not fully credentialed - - - - - - /.'. - .t
quired for regular teacher replacement in 1996 (Shields, et al., 1999). This means that more than  unequal Impaci

; 6,000 teachers in the metropolitan area whereover =~~~ .~ .~~~
(Shields, et al., 1998). half of the state’s minorityp students reside are On mmomy and
All of these factors have contributed to California’s underprepared to meet the significant learning low-income
current deficit of credentialed teachers: 28,500 challenges of their students. . . ... ... ... ..
teachers in California classrooms are teaching with students.

Districts in rural agricultural areas where many . . . . . . . . . .. ..
of the students are poor and English learners also
employ a disproportionate share of under-

emergency permits or waivers rather than full

teaching credentials. Furthermore, the demand for
teachers is expected to continue to outstrip the ; i
supply. According to recent research, the most re_prepared teachers. In the agricultural Imperial
alistic scenario predicts a shortfall of approxi- School District, for example, 23 percent of teach-

mately 21,000 additional teachers by the yearers had emergency permits or waive_rs_in
2004—2005. (Shields, et al., 1998). 1996-1997. In contrast, some suburban districts

have few or no teachers who do not have the
A significant feature of the teacher supply-and- full and appropriate credentials for the classes
demand discrepancy is its unequal impact on mi-they teach.
nority and low-income students: All of the aggre-
gate estimates of teacher supply and demand - n
matter how optimistic or pessimistic - mask the
disproportionate effect of teacher shortages on
these students. One quarter of California’s school
children were classified as limited English profi-
cient in the 1997-1998 school year, almost 20 per-
cent received AFDC, and nearly half were poor
enough to qualify for free meals (California De-
partment of Education, 1999). Arguably, these are
the very children who need the highest level of

teacher quality to meet their educational needs.third of the English learners who were in class-

Yet these children are concentrated principally in rooms designated as bilingual had a certified bi-

the state’s urban areas where the greatest num- .
" . lingual teacher and nearly two-thirds had a teacher
bers of underqualified teachers are working.

who had not been properly trained to work with
Data on teacher supply and demand show that théhis population and/or lacked competency in the
impact is greatest for poor students. In the state’slanguage of the students (California State Depart-
poorest schools where 75—-100 percent of the stuiment of Education, Language Census data, 1997).

An even more disturbing statistic is that only one-
hird of the state’s English learners have a teacher
who has earned a credential of any kind (Center
for the Future of Teaching and Learning, 1999).
In addition, the shortage of teachers with special-
ized credentials that encompass the language and
other skills necessary to effectively teach English
learners has been an ongoing problem (Gold,
1992). In 1996, California had a shortfall of nearly
21,000 bilingual teachers to serve English learner
students. Therefore, only a little more than one-
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PREPARING TEACHERS FOR DIVERSITY

Routinely placing English learners, who face the of both African Americans and Latinos from this
extra challenge of acquiring English while they same cohort received their diplomas (California
also learn the content of the curriculum, in class- Department of Education, Educational Demo-
rooms with teachers who have no credential or angraphics Unit-CBEDS).

inappropriate one is unwise, at best. _
The level of preparation that these graduates have

Many ethnic and linguistic minority students have when they complete high school also differs sub-
............. experienced much less academic success in oustantially among groups. While 30 percent of
There is a clear and schools than white and most Asian students. ThisAsian graduates and 12.7 percent of white gradu-
I - - differential achievement is manifested in a num- ates were eligible to attend the University of Cali-
persistent correlation  per of indicators. The 1994 National Assessmentfornia (UC) in 1996, only 2.8 percent of African
""""""" of Educational Progress reading scores revealedAmericans and 3.8 percent of Latinos were ad-
............. large discrepancies between the scores of Latinomissible to the state’s most selective institution of
ethnicity, and the and African American students on the one hand, higher education. When both California State
------------- and Asians and whites on the other. While aver- University (CSU) and UC eligibility rates are ag-
quality of education age scores at fourth grade were 231 for Asian stu-gregated, African American and Latino students
""""""" dents and 223 for whites, Latinos averaged only fare better, although their eligibility rates are still
............. 188 and African Americans 186. The 1994 Cali- far behind those of Asian and white students. In
California receive. fornia scores are generally lower than national 1997-1998, approximately 60 percent of Asian
............. scores and the gap between the state’s higher andtudents and 41 percent of white students were
lower scoring groups is even greater. The averageeither CSU or UC eligible, while only 28 percent
score for both Asian and white students is 211 of African American and 24 percent of Latino stu-
while African Americans average 182 and Latinos dents met the eligibility requirements (CBEDS,
174 — 37 points below whites or Asians (Califor- 1998).

nia Department of Education, 1999). _ _ _
There is a clear and persistent correlation between

Another traditional measure of school success ispoverty, ethnicity, and the quality of education that
the rate at which different groups of students leavestudents in California receive. Teachers and teach-
school without a diploma. The most recent year ing conditions are a critical link in this equation.
for which data is available from the California In addition to the academic challenges that these
Department of Education, 1996-1997, annual students face and that their teachers must address,
drop-out rates for African American and Latino teachers in high-poverty schools are more likely
students are more than double those for white ando report problems of student misbehavior, absen-
Asian students (5.1 and 4.8 percent versus 2.0 andeeism, and lack of parental involvement. Yet the
1.7 percent annually). In addition, graduation rates teachers who teach in these schools, on average,
differ dramatically for these groups. While in have less preparation than teachers in suburban
1998, 89 percent of Asian and 75 percent of white schools and are therefore less well prepared to
students graduated within four years of entering successfully address all of these issues (U.S. De-
high school in California, only about 55 percent partment of Education, 1998).

TEACHING AND CALIFORNIA’S FUTURE
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EFFECTS OF TEACHERS ON STUDENT PERFORMANCE

If teacher quality had little or no impact on on personal development and academic achieve-

achievement outcomes of students, as was oncenent of minority students. Moreover, research

believed (cf. Coleman, 1966; Jencks, et al.,1972),with Latino students finds that the presence of

the serious shortage of qualified, credentialed Latino teachers in the classroom goes beyond

teachers might be of less concern. However, a“simply creating role models for students” and “is

growing body of research has demonstrated thatpositively correlated with increased academic per-

the preparation and skill of teachers indeed hasformance by such students. Teachers of the same

an important impact on students’ learning out- ethnic heritage, for example, are less likely than- =~~~ =~
comes (Hanushek, 1986, 1992). As Haycock other teachers to place Latino students in reme-
(1998) asserts in her review of large scale studiesdial programs, and are more likely to identify them jirarar e indicates
of teacher effects, “schools — and especially teach-as gifted” (Tomas Rivera Center, 1993). . . . . . . .. ... . .

ers, it turns out — really do make a difference (p.3).” H s al ” H n ‘ the positive
For example, she found that research conducted "€ IS @lso evidence that new teachers prefer. . ...~ ..
in Tennessee on teacher effects revealed only aVorking with students like themselves and, given influences of

the current prospective teacher pool, this means - - - - - - - - - - -
that new teachers prefer to work with student§achers on students

14 percentile point growth during the school year
for low-achieving students in classrooms with
teachers defined by the study as “least effective. i

Y Y suburbs. Research indicates that these teachers with whom they

In contrast, students with the same profile who _ _ =o€ feabhiels ..o
were in classrooms with the teachers defined by€Nd to be more effective with the middle-class - share a common

the study parameters as “most effective” gained students whom they prefer to teach than with other - - - - - - - - . ..
53 percentile points during the same period. Many Students (Zeichner, 1996). background.

researchers, in fact, believe that teachers are tthoreover, considerable research has been con-
most critical piece in this puzzle. “Educational y,cted on mainstream teachers’ failure to appre-
change depends on what teachers do and think tiate the unique educational challenges that mi-
it's as simple and as complex as that” (Sarason INnority students face (Delpit, 1997) or the “funds
Fullan, 1991, p.117). of knowledge” that these students bring to the
classroom from their homes and communities
(Moall, et al., 1990). Without accurately assessing
the challenges these students face and without
being able to tap into home and community re-

While there is no body of research that concludes
that teachers of the same ethnicity or social back-
ground necessarily produce superior academic
outcomes for ethnic minority students, a substan- .
. - . sources, teachers forego important means of ef-
tial literature indicates the positive influences of fecti , .
. ecting students’ academic progress.
teachers on students with whom they share a com-
mon background. For example, a number of stud- Some of the most compelling, and therefore dis-
ies have shown the importance of role models from turbing, findings in the literature on learning come
similar backgrounds in the lives of ethnic minor- from studies of teacher expectations. Mainstream
ity students. Many minorities who opt for a ca- teachers and counselors of low-income and mi-
reer in teaching, at one time or another in their nority students are more likely to perceive these
lives had a teacher who inspired them to continue students as having low ability and therefore hold
their education and become teachers themselvesower aspirations for them (Romo & Falbo, 1996;
(Foster, 1997; Buchanan, 1999). African Ameri- McDonough, 1997). Such low aspirations can
can women in one study reported that the African have powerful effects on student achievement.
American teachers who served as role models forTeachers habitually send non-verbal messages
them set high expectations. “They didn't let them about the amount of confidence they have in stu-
get away with anything, and corrected improper dents’ abilities. Not only do teachers call on fa-
English” (Foster, 1997). vorite students more often, research has shown that
they wait longer for an answer from a student they
Haberman (1996) cites a growing literature that believe knows the answer than from one who they
reveals the positive influences of teachers of color view as less capable. Teachers are more likely to
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provide these students in whom they have little of their students. Thus, while it is critical that both
confidence with the correct answer, or move teacher training and professional development
quickly on to another student (Brophy & Good, programs see the goal of raising teachers’ expec-
1974). tations for all of their students as a major priority,
it must be acknowledged that this is not an easy
Yask. Later in this paper we review some of the

these subtle teacher behaviors and to “read” their most promising approaches to this challenge.

,,,,,,,,,,,,, teachers’ attitudes quite accurately (Weinstein,
..teachers need 1989). In a series of studies conducted by the psy-Beyond more accurately diagnosing students’
------------- chologist Robert Rosenthal, teachers’ attitudes needs and resources and holding high expectations
to be able toward their students were shown to have a sub-for their performance, teachers need to be able to
""""""" stantial impact on students’ academic perfor- understand something of the circumstances in
............. mance. Thus, Sprinthall, Sprinthall and Oja (1998) which their students live and to communicate with
something of the conclude that “the Rosenthal effect” is three-fold: students’ parents. Recent research on parental in-
------------- (1) pupils who are expected to do well tend to show volvement among different ethnic groups has
circumstances in - gains; (2) pupils who are not expected to do well pointed to the high correlation between parental
""""""" tend to do less well than the first group; and (3) involvement in their children’s education and mi-
,,,,,,,,,,,,, pupils who make gains despite expectations to thenority students’ academic outcomes. Studies in-
live and to contrary are regarded negatively by the teacher”creasingly point to the necessity of parent and
............. (p. 408). In this way, teachers’ attitudes and be- community involvement for classroom and school
communicate with liefs can moderate students’ assessment of theiimprovement (Keith, T. Z. et al., 1998; Desimone,
""""""" own abilities. If teachers do not believe some stu- L., 1999). Arvizu (1996) notes that “to involve
dents are capable of excelling, there is a great like-parents, programs must take into account the di-
lihood that these students will confirm their teach- versity of families, schools, and communities and
ers’ expectations. their varying needs. Different types of schools,
families, and communities require different strat-
egies for involving parents” (p. 814). Yet it is very
difficult for parents who do not share the same
Ianguage of the teacher or who come from vastly
different socio-economic and cultural back-
grounds to approach the teacher with concerns and
guestions about their children’s schooling.

James Comer, the African American psychologist
whose intervention programs in ghetto schools
have produced dramatic increases in academic

achievement for African American youth, adheres
to a “guiding belief that learning requires a

strongly accepting relationship between teacher
and student” (Steele, 1992). We would argue that

although such a relationship is not exclusive to In low-income and |arge|y minority schools,
teachers who share a linguistic and cultural back- teachers Commomy Comp|ain of lack of parent in-
ground with students, it is likely to develop more yolvement and therefore perceive a lack of caring
easily under these conditions. on the part of the parents (MetLife, 1998). Yet
with little connection among parents, teachers, and
schools, and an increasing number of parents and
teachers who literally do not speak the same lan-
guage, itis difficult for parents to create a role for
themselves in their children’s schooling, thus
handicapping these students academically.

The natural response to the problem of teacher
expectations is to try to change teachers’ attitudes
toward low-income and minority students, and
many teacher training programs attempt to do this.
However, attitudes are difficult to change, espe-
cially as the result of a single class or through
experiences of limited duration. Many research-
ers have concluded that teachers’ attitudes toward
their students and toward their role as teacher are
largely shaped by their own biography (Heredia,
1998) and as we have seen, the biography of most
of California’s teachers is quite different from that

TEACHING AND CALIFORNIA’S FUTURE
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PREPARING MAINSTREAM TEACHERS TO MEET THE

CHALLENGES OF DIVERSITY

The wide demographic divide between istics, and knowledge that will allow them to ef-

California’s students and its teachers will continue fectively teach the diverse students in their class-
until there is a substantial increase in the minority rooms. The knowledge we have about the benefit
teacher pool. This is an important goal, but one of teachers of color for students from the same
that no one anticipates reaching in the near fu- backgrounds does not negate that European-
ture. Moreover, the demographic diversity of American teachers can be inspiring and effective

California’s schools means that students often teachers for these students. It does, however, re.-"an effective way

come from backgrounds that differ from their affirm that teacher preparation and development =~ . . = . .~
peers. And even students from the same languaggrograms must include substantial attention to is- to improve the
group may have widely different backgrounds and sues of diversity. Such preparation and develop- - - - -~ - - - - - - -
experience. Therefore, a critical priority for Cali- ment is critical to increasing teacher quality and quality of teachers
fornia is to prepare teachers from all ethnic and the associated gains in achievement for culturally ", = .~ =~

linguistic backgrounds with the skills, character- and linguistically diverse students.

ATTRIBUTES OF AN EFFECTIVE TEACHER IN A
MULTICULTURAL SETTING

diverse students and (2) the instructional strate-side the classroom. These teachers firmly believvé/'th this population.

gies and teaching behaviors used by these teachthat they can make a difference in their students’
ers. The research indicates that it is the combinadlives and they establish a personal bond with stu-
tion of personal qualities and attitudes with speci- dents rather than viewing them as “the other.” Fi-
fied knowledge and skills that contribute to these nally, these teachers have a clear sense of their
teachers’ effectiveness with diverse learners. own ethnic and cultural identities, which helps

them to understand those of others.
Linda Darling-Hammond (1999) explores the at-

tributes, skills, and knowledge of good teachers
overall — without reference to any particular eth- | A ) ’ )
nic or language group. A prevalent idea in her work and linguistically dlverse_stuc_jen_ts is to _recrwt the
and that of others in the field, is “that an effective type of p(.aople. that stud!es indicate will be ch'
teacher is one who learns from teaching rather tharf ©SSful with this population. The tea.cher profile
one who has finished learning how to teach” (p.2). tha_‘t emerges from Haberman s data is not the tra-
This capacity to constantly reflect on teaching, dltlpnal '_ceacher education graduate: a young,
consider its effect on learners, and change prac-Wh'te’ mlddle_—clgs_s female. Among other differ-
tice accordingly, is a predominant theme in cur- ences, these |nd|V|_duaIs are oldgr (between 30 and
rent discussions of teacher quality. 50), come to teaching after working at one or more
other jobs, are likely to have attended urban high
Building beyond that base of quality attributes for schools, and are often preparing specifically to
all teachers, several researchers identify key qualiteach in urban schools. Thus, these individuals are
ties that enable teachers to reach culturally andfamiliar with the kinds of communities they will
linguistically diverse students effectively. teach inand the students they will find there. These
Zeichner’s (1996) synthesis of the attributes nec-teachers are often not white, and either are in or
essary reveals the critical importance of teachers’have been from low-income circumstances them-

personal experience, commitment, and beliefs.selves.

Haberman (1996) suggests that an effective way
to improve the quality of teachers for culturally

THE CENTER FOR THE FUTURE OF TEACHING AND LEARNING
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PRACTICES OF EFFECTIVE TEACHERS FOR

DIVERSE LEARNERS

There is a substantial literature on the elements ofa Teachers have high standards, use meaningful
classroom practice that contribute to the success assessment to measure student learning, and
of cultural and linguistic minority students. Again,  challenge them to engage in instruction that
Zeichner (1996) does an apt job of summarizing requires thinking and analysis.

some of the critical elements of this practice. These
include an academically challenging curriculum
that incorporates the development of higher-level
cognitive skills and the facilitation of students’
creation of meaning about content in an interac-

tive and collaborative learning environment. Ef- Timothy Reagan (1997) and other linguists argue
fective teachers include the contributions and per- 4,5 every teacher should have some knowledge
spectives of a variety of ethnic groups in the class- uf jinguistics and that this should therefore be part
room and link the curriculum to the cultural ré- ot eyery teacher education program. Certainly, the
sources that students bring to school. They eXp“C'growing number of English learners in the coun-
itly teach students the culture of the school while (. gictates this need to a large degree. However
they seek to maintain students’ sense of ethnicreagan notes that there are other equally impor-
pride and identity. Finally, these teachers encour-i5nt reasons for inclusion of these skills and
age parents and community members to becomggwiedge, in particular, the integral nature of lan-
involved in students’ education and they give them guage and learning. Examples of the linguistic

a significant voice in making important decisions. knowledge he suggests as appropriate for teach-

The Center for Research on Education, Diversity ersinclude an understanding pf the process of first
and Excellence (CREDE) has developed a set ofa"d sécond language acquisition, knowledge about
standards for effective teaching practice based onth€ differences between oral language acquisition
a synthesis of recommendations from literature and learning to read, a grasp of the. relationship
“that is in agreement across all cultural, racial and P€tween language and culture, English-as-a-sec-
linguistic groups as well as all age levels and sub-©nd-language teaching methodologies, and rec-

ject matters” (CREDE, 1999). The five CREDE ognition of normal speech and hearing in order to

standards include some of the same elements disP€ @ble to distinguish signs of pathology and the

cussed by Zeichner, as well as some that did notdifferences between these and mere language dif-
emerge from his review. Highly abbreviated, these ferences.

standards are:

m Teachers facilitate students’ learning by
engaging them in dialogue that allows them
to form, express, and exchange ideas through
questioning and sharing.

m Teachers and students engage in joint activity
because learning occurs most effectively
when experts and novices work together for
a common goal.

m Teachers engage in a variety of behaviors
in order to promote students’ language
development.

m Teachers connect teaching and curriculum
to experiences and skills of students’ home
and community because understanding means
connecting new learning to previous knowl-
edge.
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UNIQUE SKILLS AND ATTRIBUTES OF EFFECTIVE TEACHERS

OF ENGLISH LANGUAGE LEARNERS

There is a significant body of research describing s The ability and desire to include students in
some of the qualities necessary for effective teach- classroom dialogue.

ers of English learners (LMRI, 1997). These quali-
ties include: (1) proficiency in two languages and
the ability to deliver instruction in both; (2) the
ability to determine and integrate students’ mix of
academic level and degree of English language
proficiency; and (3) knowledge of the rules of 4 Tolerance of student responses that diverge
appropriate behavior for at least two ethnic groups.  from the teacher’s point of view.

These attributes are seen as complementary to the

ones necessary for teaching diverse populationsm Ability and desire to incorporate the culture
This literature also identifies characteristics dis-  0f students into the curriculum.

tilled from a variety of sources of good teachin . .
y g d In addition to these elements, Garcia (1996) notes

for bilingual contexts that create optimal condi- . ) .
. . others revealed by Tikunoff’'s seminal study of
tions for students to learn English as a second lan-

guage (Milk, Mercado, and Sapiens, 1992). Thesegﬁectlve te.achers for English learners. Acc0fd-
o ) ing to Garcia, these teachers use the students’ na-
characteristics comprise a set of fundamental

skills, knowledge, and attitudes that all teachers _tlve language and English for instruction alternat-

working with language minority students (includ- ing between the two languages when necessary

) - . to provide clarity, but not translation. They spe-
ing mainstream teachers) should possess: " .
cifically explain tasks and the expected outcomes

m An awareness of the kinds of special instruc- of these tasks. They also communicate high ex-
tional services that second language learners pectations for student learning and maintain stu-
need at different stages of participation in dents’ engagement by pacing instruction appro-
bilingual and ESL programs. priately. Effective teachers for English learners use

“active” teaching behaviors including communi-

cating clearly when giving directions, specifying

tasks, and presenting information. They constantly

and effectively monitor students’ progress and

= An understanding of how classroom settings ~ Provide immediate feedback on student success.
can be arranged to support a variety of Finally, these teachers demonstrate a sense of ef-
instructional strategies. ficacy regarding their own ability to teach.

= The ability to provide ongoing assessment of
students’ abilities in order to provide instruc-
tion aimed at an appropriate level above what
students currently know.

= The ability to work collaboratively in teams
that include specialists and non-specialists in
bilingual and ESL programs.

= An understanding of how pupils refer to their
existing knowledge in order to comprehend
what is going on in the classroom and how
pupils might misunderstand instructional
content.

= The ability to draw parents into classroom
related activities and tap into the knowledge
and experience they can contribute to enhance
instruction.

= The ability to deliver an instructional program
that includes ample opportunity for speaking,
listening, reading and writing and provides
scaffolding of new concepts to help guide
students through the learning process.
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TEACHER PREPARATION PROGRAMS AND

TEACHER QUALITY

Although scholars can tell us something about thecompetencies surveyed. The exception, however,
important attributes, skills, and knowledge of qual- was their low level of satisfaction with the exper-
ity teachers for linguistically and culturally diverse tise in teaching culturally and linguistically diverse
students, less is known about how to build a corpsstudents and in particular with the aspects of the
of teachers who possess these qualities. Merino’sprogram dealing with instructional strategies for
(1999) review of the research on reform of teacherteaching English learners (Merino, 1999). Re-
education for work in culturally and linguistically search does provide some guidance about the kinds
diverse settings reveals few empirical studies. Sheof programs that are likely to result in quality
also finds a scarcity of rich descriptions of what teachers in general. Darling-Hammond’s (1999)
teacher preparation programs actually do to ad-synthesis of several decades of research on teacher
dress cultural and linguistic diversity and cites a quality indicates that certain key factors of a
widespread failure to describe or evaluate the im-teacher’s initial and ongoing preparation are strong
pact of coursework and experience on studentindicators of teacher quality and therefore predic-
teachers and their practice. tors of student achievement. The most effective
programs stress a well-integrated and carefully

) : L X planned approach that begins with an extended
ing teachers for diversity is confirmed by teach-

H | odi ¢ credential period of formal pre-service education, including
ers themselves. Periodic surveys of credentia Pro°courses and field work, that is reinforced by the

Qram grad“at?s_ one year after.program CornIOIe'ongoing support of an induction process for new
tion are a tradition of research in teacher educa-

teachers. Finally, the research suggests that a criti-

t'OT_ fprograms' Thege SUurveys a;e subn:jltteq tl(') thecal aspect of effective teacher preparation is on-
California Commission on Teacher Credentialing going professional development that helps teach-

as part of the external evaluhatlon Ipfrocgss. The, o expand and refine their knowledge through-
1990 survey conducted by the California State out their careers.

University system revealed that credential pro-
gram graduates were generally satisfied with the

That teacher education often falls short of prepar-

PREPARATION FOR TEACHERS OF CULTURALLY

AND LINGUISTICALLY DIVERSE STUDENTS

Two principal strategies emerge as methods forcourage individuals who have the most potential
building a corps of teachers who are effective with for success with culturally and linguistically di-
diverse learners. A “front-end” approach is to re- verse students to consider the teaching profession.
cruit individuals who already have the language o _

and other experience that enables them to teacH N€ Other principal strategy is to ensure that all
these students competently. As Haberman (1996)P'€-Service teacher preparation programs mean-

suggests, an important consideration in preparingingfully address diversity. Although direct research
the “best and the brightest” teachers for urban

is sparse, there is some evidence on how to pre-

schools is that these individuals may be older, with Pare teachers to be effective with culturally and

family responsibilities and therefore are likely to Iinguist.ically. inerse stqdents. Preparation pro-
need flexible programs. For example, many grams identified by Darling-Hammond (1999) as

paraeducator programs “grow their own” teach- successful in preparing teachers who are “unusu-

ers by seeking paraprofessionals who have thea”y and consistently successful at teaching diverse

community knowledge, language skills, and teach- learners gﬁectlvely (p. 8) are characterlze'd.by
ing and life experience to become effective teach-collaborative facultles_ that devglop a clear vision
of good teaching that is infused in a coherent man-

ner throughout the course and fieldwork. The vi-

ers. His conclusion is that institutions must offer
alternative preparation programs in order to en-
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sion is based on well-defined and carefully this material is everyone’s responsibility, it is ul-
thought-out standards for what a professional timately no one’s responsibility, and accountabil-
teacher should know and be able to do. Programsty can be lacking.

include a rigorous curriculum of intellectually and _ _
Carl Grant (1994) reviewed the literature on

practically useful courses that use problem-based ticultural ed , di i ¢
methods, including case studies to help students™! ticultural education regarding preparation o

: mostly white, middle-class teachers for urban - - - - - - - - - - -
zssleyr\;[if;eezr’yﬂ;ﬁ_yg;)? L?ir:iza?fe%aeﬁ;c:éelg iﬁ;legle schools. Grant found that the literature, although - .---.S.UQC.E.SS.fU.I
carefully chosen to support the ideas and prac-
tices learned in coursework are critical to program ) _ ) e R
effectiveness. Finally, these programs are found used in and of themselves. His most salient find- jssyes of diversity

kit : - .. ing was that preservice programs that infuse - - - - - . . . . . ..
?Otclgls tslt:u;g);: tzﬁ;:];\:ﬁesrteroi:gs[]eplzg(:tn?:rlF;E eW Irt:_ multicultural education and provide immersio.n. . i.nlfo. everyaspect
form of both the school and the teacher education _ _ o
program. ally diverse community, offer a strong possibility = "™ 7
of successfully preparing effective teachers fggcation program...
Zeichner (1996) finds that successful programs diverse learners. His research also revealed.the . . . .. . .. . ..
integrate issues of diversity into every aspect of importance of university supervisors and, in par-
the teacher education program including all classesticular, cooperating teachers who have a thorough
and field experience. The importance of infusing knowledge of, and belief in, the importance of
issues of cultural and linguistic diversity through- multicultural education. Finally, in the most ef-
out the program’s curriculum and activities is fective programs for prospective teachers, Grant
emphasized also by Varvus (1994) and Olmedofound that multicultural education takes place in
(1997) in their work on teacher preparation for various contexts and through diverse media, for
diversity. Programs that take this infusion ap- example, readings, preservice experience in
proach either focus on preparing teachers to workmulticultural schools, and living in a multicultural
with diverse students without reference to any par-community. In addition, student teachers in these
ticular culture or language group, or they concen- most-effective programs participate in projects that
trate on preparation for teaching a specific ethnic require them to critically analyze race, class, and
group. Some universities address issues of cul-gender issues. Few programs, however, take
tural diversity in undergraduate courses for pro- Grant's recommended approach.

spective teachers prior to their enroliment in cer- . . . )
tification programs, and this is recommended Z&ichner (1996) provides a discussion of various

where graduate education coursework is limited. Strategies that have proven successful in prepar-
ing teachers to work with diverse students, regard-

The alternate approach to teacher preparation forless of the type of program in which they are em-
diversity is often called “add-on” and it does just ployed. Strategies that programs use for counter-
that: adds to the curriculum a few courses or lim- ing low expectations include screening prospec-
ited field experience in the sub-topic of cultural tive teacher candidates on the basis of cultural sen-
diversity while the remainder of the teacher edu- sitivity and commitment to the education of all
cation program is unchanged. Zeichner notes thatstudents, and providing examples of successful
despite clear research evidence indicating the suteaching for culturally and linguistically diverse
perior effectiveness of the integrated approach tolearners. Exemplary programs also give serious
teacher preparation programs, the segregated oattention to the growing research base revealing
“add-on” approach dominates in U.S. teacher edu-the relationships among language, culture, and
cation. Some educators, however, advocate aearning that “has convincingly demonstrated the
stand-alone component dealing with issues of di- superiority of a situational view of intelligence and
versity because of a concern that when teachingcompetence, which sees behavior as a function of
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the context of which it is a part” (p. 151). Finally, exemplary programs provide teachers with
knowledge about instructional and assessment
Another important strategy to help new teachersstrategies that enable teachers to draw on the
address social and ethnic diversity is the explora-knowledge and backgrounds of their students in
tion of their own ethnic and cultural identity as a order to design the most appropriate classroom
necessary precursor to cross-cultural understandexperiences. They furnish teachers with knowl-
ing. The principal “self-knowledge” strategy that edge regarding how to discover what students al-
successful programs use involves an autobio-ready know and how to use students’ learning
graphical component. This self-exploration allows strengths, knowledge, and experience as a foun-
teachers to draw on their own personal and family dation for building new learning. For example,
history to make meaningful connections regard- Moll (1992), notes that for teachers of English
ing the social context of life as experienced by learners it is critical to utilize all “available re-
different groups. Self-exploration is followed by sources, including the children’s or the parents’
a re-examination of the attitudes students hold to-language and knowledge, in creating new, ad-
ward ethnic groups other than their own, confron- vanced instructional circumstances for the stu-
tation of some of these beliefs, and a consider-dents’ academic development” (p. 23).
ation of alternatives. Case studies and readings
authored by people of color about their personal An increasingly prevalent idea in the literature is
schooling experiences can be beneficial and arethe developmental nature of learning to be an ef-
sometimes a less volatile means of exploring sen-fective teacher for linguistically and culturally di-
sitive issues. It has also proven useful to provideverse students, characterized as an ongoing pro-
field experiences outside the classroom that givecess rather than a discrete learning period after
students experience in interacting with parents andwhich one is an expert. This is not unique to teach-
other adults from backgrounds different than their ers of culturally and linguistically diverse students,
own. (However, the link between this kind of ex- but according to Zeichner it may be even more
perience and the work teachers will eventually critical for them. In his report on the role of
carry out in the classroom has not been made incoursework, field experiences, cooperating teach-
the research.) ers, and university supervisors in preparing teach-
ers for linguistic and cultural diversity, he com-
Successful programs also use strategies to teackents:
aspiring teachers about the histories of different
ethnic groups and their historical and contempo-  The implication is that prospective teach-
rary contributions to all aspects of life inthe United  ers need to learn how to be and do all of
States, as well as providing them with informa-  the things that are discussed in this report
tion about unique characteristics and learning by the time that they begin their first year
styles of different ethnic groups. However, of teaching. Given what we know about
McDiarmid and Price offer a caveat, repeated of-  what student teachers bring to teacher edu-
ten in the literature, regarding the effects on pro-  cation (e.g. the lack of interracial experi-
spective teachers of an “ethnic studies” approach. ence), and about the complexity of the pro-
“On the one hand, they [teachers] are taught to be cess of teachers’ learning to teach across
suspicious of any generalization about a group of  cultures, this is probably an unrealistic ex-
people; on the other, they encounter materials and pectation (p. 162).
presentations that, in fact make generalizations
about normative values, attitudes, and behaviors
among different groups” (in Zeichner, p. 156).
Grant (1994) also cautions that such an informa-
tional approach to cultural diversity, while not
necessarily harmful, does little to transform indi-
viduals’ world view.

i3 TEACHING AND CALIFORNIA'S FUTURE
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THE ROLE OF PROFESSIONAL DEVELOPMENT

The approaches to training teachers for cultural outcomes for English learners. Teachers were pro-
diversity that are found in exemplary programs vided opportunities to reflect on and critique their
represent an ideal. However, the reality is that own teaching, and received ongoing professional
many teacher preparation programs are not exem-development on project-oriented and interactive
plary and many new teachers face their first class-instruction geared to the needs of English learn-
room ill-prepared to teach the diverse students theyers. A unique and important element of the pro-
encounter there. In addition, many existing teach- fessional development was structured presenta-
ers who were trained long before diversity issuestions by students on what they felt they needed
were included in teacher preparation programs will and what could be offered in the classroom to aid
remain in the classroom for years to come. Both their aspirations. At the end of three years, the
factors mean that professional development is aschools had made significant progress in enhanc-
critical avenue for helping teachers understand andng student outcomes: school retention, access to
meet the challenges of teaching California’s lin- college preparatory curricula, and English lan-
guistically and culturally diverse students by guage literacy, as well as in teacher efficacy
equipping them with appropriate skills. (Olsen, Jaramillo, McCall-Pérez, White, &
Minicucci, 1999).
Unfortunately, few school districts are prepared
to provide the kind of professional development Another program that focuses on skill develop-
that teachers need to strengthen these skills. A rement for teachers, in addition to changing attitudes,
cent statewide survey conducted by SRI Interna-is the Puente program. Puente’s goal is to help
tional showed that while teachers reported par-underrepresented high school students, particu-
ticipating, on average, in 122 hours of professional larly Hispanics, make a successful transition into
development in 1997-98, only about half felt that college. While the program provides a number of
they had learned anything new as a result. One inservices directly to students, it also has an exten-
five (20 percent) claimed that it was a waste of sive professional development component for high
time. A primary reason for this is that professional school English teachers. In a 10-day summer in-
development activities tend to be disjointed se- stitute, with continuing sessions at intervals dur-
ries of workshops with little relationship to each ing the school year, teachers are exposed to a com-
other, and little follow up (Shields, et al., 1998). prehensive and highly articulated series of work-
shops that focus on teaching and assessing the
Grant and Secada (1990), in a review of programsprogress of (largely) Latino students in high school
that prepare teachers for diversity, found that few English. The workshops cover Latino literature,
good evaluations exist of such efforts, but whether including methods for incorporating it into the core
they are successful or not, most focus on attempt-college preparatory curriculum; Latino culture,
ing to change teachers’ attitudes toward diversity including how to incorporate cultural artifacts and
rather than emphasizing skill development. Thus, folklore into the core curriculum and how to use
teachers may gain some insights into cultural di- local community resources in developing curricu-
versity, but are not likely to carry with them many lum; collaborative learning and teaching strate-
skills for actually working with culturally diverse  gies, with opportunities provided throughout the
students to enhance their achievement. We havesessions to engage in collaborative activity; and
found a couple of exceptions to this pattern. Cali- instruction in writing and assessment that incor-
fornia Tomorrow, in partnership with the Mellon porates a Latino perspective and voice. An evalu-
Foundation, conducted a three year experiment ination of the Puente professional development pro-
two heavily-immigrant California high schools gram yielded exceptionally high satisfaction rates
with a focus on enhancing the schooling of En- on the part of participating teachers. Moreover,
glish learners. The goal of the experiment was towhen surveyed after attending the series of work-
test whether a school-wide reform effort involv- shops, 88 percent of teachers responding (N=25)
ing administrators, teachers, and students, in dia+eported that they either had already used or in-
logue with each other, could change the academictended to use in their own classrooms more than
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half of the material they had learned (Gandara etscale. For example, in the aftermath of the initial
al., 1997; 1998). class-size reduction implementation, an outcome
of which was that more English learners were in
mainstream classrooms with teachers who had no
special preparation for teaching them, research-
ers found no evidence that any professional de-
velopment activities provided by the schools had
been dedicated to helping teachers to address the
special needs of English learners (PACE, 1998).

Such positive responses to intensive professional
development efforts that also focus on skill de-
velopment suggest that, when carefully con-
structed, such activities may provide great ben-
efit to both teachers and students. However, rela-
tively little attention has been paid to developing
programs that focus on student diversity on a large

BILINGUAL TEACHER PREPARATION AND

PROFESSIONAL DEVELOPMENT

There is a growing body of knowledge regarding situations (Torres-Guzman, 1996). A long-term
effective teaching practices for linguistic minor- remedy to the situation lies in preparing more
ity students but evidence on effective staff devel- teachers with bilingual skills. This course of ac-
opment and preservice instruction based on thesdion is affected greatly, however, by the current
principles is lacking (Hakuta and August, 1997). movement towards English-only instruction
Three principal frameworks are identified as driv- brought about by the passage of Proposition 227.
ing teacher education content for language minor- Anecdotal evidence suggests that the recruitment
ity students. These include (1) one that identifies of new bilingual teacher candidates has become
effective practices through nomination or through more difficult in the current circumstances. Thus,
linking teacher practices to student achievementuntil such time as we see a real increase in the
(Garcia, 1996), (2) another that looks at how teach- number of bilingual teachers, Torres-Guzman sug-
ers and teacher educators collaborate on researchgests expanding mentoring relationships to pair
ing and implementing these effective practices, non-bilingual and bilingual teachers who both
and (3) one that focuses on the implementation ofserve English language learners and and/or em-
effective practices through coaching or mentoring ploying alternative or additional criteria to those
(Merino, 1999). currently used for selecting bilingual teacher men-

- . tors
Extant models of bilingual teacher mentoring that

have had some success in promoting job satisfacq, 5 somewhat ironic twist, the success of the
tion and teacher learning include a language matchc| ap credential, coupled with the passage of
between mentor and new teacher as well as eNproposition 227, has had the effect of wrongly
couragement to take college courses and/or Parconvincing many people in the schools that there
ticipate in staff development in bilingual/bicultural 5 1 longer a need to prepare bilingual teachers.
education-related topics. Programs that have seer, fact, the need has never been greater. The
some success are in schools that provide NeWsCLAD, or bilingual education credential, pre-
teachers with release time for mentoring activi- pares teachers to work with linguistically diverse
ties. students in their primary language and English,
A shortcoming of bilingual mentoring programs and provides the more in-depth understandings of
lies in the scarcity of experienced bilingual teach- language acquisition and cultural influences on
ers. One study found that the most successfuldevelopment that the CLAD does not. Moreover,
mentoring relationships pair teachers from the a bilingual teacher is prepared to work not just
same grade level and subject area. Given that therevith students but also with parents and commu-
is often only one bilingual teacher per grade level, nities, the importance of which is emphasized in
this type of relationship is not possible in many so much research in this area.
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EFFORTS TO INCREASE QUANTITY AND QUALITY OF

CALIFORNIA TEACHERS

The need to increase the numbers of teachers andeachers in California schools (California Depart-
at the same time to increase the quality of teach-ment of Finance, 2000). Several budget items al-
ers, especially for linguistically and culturally di- located funds to efforts focused on teacher prepa-
verse students, creates a significant policy di- ration, improving teacher quality, and/or increas-
lemma. That is, how do we address both at theing the quantity of teachers prepared to work in
same time? Which takes precedence? And, howthe state’s schools. These included a more than
do we address quantity without seriously compro- four-fold increase in the funding for Beginning
mising quality? Teacher Support and Assessment (BTSA) induc-

_ _ tion programs; the Teacher Peer Assistance and
Over the past decade and a half, extensive policygejie\ program to provide assistance for teach-

measures designed to increase teacher quality angrS who request it, or who are deemed by a re-
quantity were enacted. Some involve attempts t0 o\ team to need it: a $100 million allocation to

explore, describe, document, and make reCOM-j, raase heginning teacher salaries to $32,000:
mendations about various facets of teacher prepaynqing for institutes to prepare teachers to teach

ra.tlon, certlf_lcatlon, and/or recrunment._ Some reading; $160.7 million allotted to expand the
fairly extensive efforts to change the skills and 555 sjize reduction in two courses in grade nine;

competencies required to earn a teacher credeny,q 450 million for one-time performance awards

tial were undertaken in the last few years, notably 1, teachers and other certificated staff in under-
the drafting of CLAD and BCLAD authorizations 5 cheying schools that demonstrate significant im-

(1994) to replace the bilingual emphasis and lan- ;.o\ ement in students’ academic achievement.
guage development specialist credentials.
While the amount of reform has been impressive,

Others are designed to increase the number 01:it has two distinct drawbacks. It has been largely

classro.om teachers through va.rious means Sucrbiecemeal, paying scant attention to how differ-
as forgivable loans and grants like the Cal Grant ent policies interact. And it has lacked focus on

T "’_‘Warded exclu.s'lvel'y 0 students for financing how reforms might impact cultural and linguistic
their teacher certification studies. Other attempts

to increase quantity include efforts to expedite
certification and expand the subjects and or stu-
dents that teachers are authorized to serve with
certain credentials. An example of this type of ef-
fort was the legislation allowing teachers with nine
years of classroom experience to earn a form of

CLiDSCI;efgggallé\gT only 45 hours of course- - jo s 4o not achieve grade-level proficiency they
work ( ' )- will be retained. As a result of Proposition 227,

Examples of policy designed to improve the over- many English learners are being schooled in a lan-
all quality of teachers include the legislation re- guage they do not understand, or are in English
quiring applicants for teacher education programs language development classrooms where lan-
to take a proficiency test (SB 1225, 1983). Finally, guage development rather than academic content
some efforts that were not designed with teacheris the focus. It is almost inevitable that students
quality or quantity in mind at all have neverthe- Who do not speak English but who are schooled

less had a tremendous impact. The prime examplewholly in English will take longer to gain impor-
of course is class-size reduction enacted in 1996.tant academic skills and knowledge than students

for whom English is their primary language.
Most recently, the 1999-2000 California State

education budget of $44.5 billion dollars, a $3.9 Onits surface, this social-promotion law does take
billion dollar increase over the prior year, included into consideration the potential impact on lan-
efforts to address both the quality and quantity of guage-minority students, stating specifically that

minority students. For example, the recent legis-
lation to establish grade-level passing standards
could have complicated and painful consequences
for English learners. This reform will provide the

opportunity for students who do not meet grade-
level standards to attend summer school and
achieve grade level proficiency. However, if stu-
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English learners will not be retained solely be- A second example, class-size reduction, was origi-
cause of a lack of English skills. However, the nally enacted without regard to planning for how
effects of schooling exclusively in English may to prepare adequate numbers of teachers for the
very well cause these students to fall behind aca-additional classrooms. This year the measure was
demically as they struggle to learn English and extended to two core ninth grade classes state-
core academic subjects at the same time. Therewide. Despite what we’ve learned from CSR
fore, the result of the combination of these two implementation so far, that is, that it has had a
reforms may be an eventual disproportionate ef- negative impact on teacher quality in many urban
fect on English learners who could conceivably and rural areas, no provisions were made in the
be required to repeat grades more than once.  current legislation to address this aspect of ex-

_ _ tending the policy to additional classrooms.
Several of the reforms enacted in 1999 missed

excellent opportunities to specifically address is- In reviewing these policy efforts, it is clear that
sues of teacher quality for linguistically and cul- very few were designed strictly for or even in-
turally diverse students. Two notable examples il- clude provisions that specifically target preparing
lustrate this point. The new-teacher induction pro- teachers for culturally and linguistically diverse
gram, BTSA, has proven effective, particularly in students. In fact, the overall result of some well-
regard to pairing a high-quality mentor with a new intended policies may be bad outcomes for some
teacher. However, no provision was made in the culturally and linguistically diverse students. Un-
BTSA expansion legislation for planning how to fortunately, the students who are most often nega-
provide quality induction for teachers of linguis- tively affected [by well-intentioned policies] are
tic and culturally diverse students when a short- generally those who are already benefiting the
age of these teachers has existed for years andeast from our schools. Unless we make the needs
persists today. Since this means there will be few of these students a specific priority, we are un-
available mentors, it would appear that induction likely to achieve the desired and long-needed im-
for these teachers will have to rely less on the provements in educational outcomes for these stu-
mentoring component of the program and more dents.

on courses or inservice. This is especially unfor-

tunate, given the demonstrated benefits of quality

mentoring relationships and the more limited im-

pact of many professional development efforts.
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CONCLUSIONS

The problems of strengthening California’s teach- geographic areas where many of the teachers who

ing force to better meet the needs of its diverseare currently graduating from teacher preparation

population are complex. To a very large extent, programs do not want to work. Because teachers

California’s teaching force is the product of its own are drawn to teaching in near proximity to where

public schools — schools which have had little suc- they live (Murnane, et al., 1991; Shields, et al.,

cess in preparing underrepresented students to gd998), the inclusion of more teachers from these

on to college. Thus, relatively few Native Ameri- underrepresented communities could have a salu-

cans, Latinos, African Americans and Southeasttary effect on the problem of unequal distribution = =~~~ =~~~ "~

Asians are equipped to pursue a career in teachof the teacher force. There is also reason to be-

ing. And those who are prepared have more andlieve that teachers who share the backgrounds'.ofextém" California’s

more been opting for careers with better pay andthese students are more likely to persist bothin. . . .. . .. . . ..

higher prestige. The educational pipeline runs al- the teacher corps and in schools with high minoteaching force is the

most dry at the point of delivering students of color ity populations. For example, Murnane and his- - - - - - - - IR

and linguistically diverse students into teacher associates (1991) found that African American Product of its own

preparation programs. teachers teaching in largely African Americanin- ..
ner-cities were twice as likely to remain in the

Very little effort has been expended in recruiting teaching force after five years as white teacherschools which have

those well-prepared, but underrepresented, stus, taught in those schools. e

dents to pursue teaching. This is especially unfor- had little success
tunate because, as Haberman (1996) notes, it ig)nfortunately, new teachers are not aptto finda =~~~ .~~~ .~

easier to begin with the “right” people — aspiring great deal in their credentialing programs thatwill ' Preparing
teachers who have the backgrounds and inclina-prepare them for the kinds of students they will underrepresented
tions that give them the most potential for successpe teaching, and those teachers who are already . . . . . . . . . . .
with culturally and linguistically diverse students iy he teaching force receive very little support students to go
—than itis to educate those with less diverse back-; 4 guidance on how to address the needs of eth-- = = =~~~ =~ - -
grounds. nic minority, low income, and linguistically di- on fo college.

The “right” teachers are not necessarily those from yerse students. The evidence suggests that feel-

the same underrepresented communities as the stU'9S _Of lack of efficacy c.:ontrlbute to the teacher
dents, but more often than not, these individuals attr_ltlon problem (Darling-Hammond, _1999),’

have insights, experiences, and skills that are dif-WhICh is a fundamental f:a_use of (_Zallfpr’nlas
ficult to replicate in the short space of time that teacher shortages. The majority of Cahfor.nlassf[u-
teacher preparation programs have to train nerents are students of color; the majority of its

teachers. Certainly, the acquisition of a second |an_teachgr force is not. Diversifying the .teachlng
guage will rarely occur in that time frame. force is a strategy that can attack multiple prob-
lems simultaneously.

Moreover, these individuals may be the “right”
teachers because they tend to come from the same

THE CENTER FOR THE FUTURE OF TEACHING AND LEARNING [k}
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RECOMMENDATIONS

There is no shortage of recommendations to in-
crease the effectiveness of the existing teaching
force and to augment that group with more teach-
ers who bring the skills, experience, and language
competencies that are so critical to better prepar-
ing California’s diverse student body. In fact, the

challenge is not to simply provide recommenda-

students of color in the community colleges
and significantly augment the teacher pool. As
a part of this program, a specialized associate
of arts degree awarded to these students at the
completion of the community college course
work could prepare them to work as class-
room aides, serving dual objectives of helping

tions, but to weigh carefully which of the many
recommendations that one might make would
likely have the greatest impact on the problem.

students to acquire needed experience to and
supplement their incomes while they continue
their studies.

For maximum effectiveness, policy recommenda- =
tions should be coordinated and synergistic. There-
fore, we look toThe Status of the Teaching Pro-
fession(Shields, et al., 1999) as a baseline of rec-
ommendations to improve both the quality and
guantity of California’s teacher workforce. We
then build on this foundation, recommendations
that are aligned but more explicitly focused on

A system of signh-up bonuses to encourage the
selection of teaching as a profession. The
armed services (as well as some school
districts) pay substantial sign-up bonuses, as
well as funding the education of promising
recruits, to enhance their pool of candidates.
Surely the need for qualified teachers is as
great as the need for military recruits. Sign-up

the specific need to address the needs of
California’s diverse students. We have attempted

to select those recommendations we think are most
key and to organize them by category: Pipeline/

Recruitment, Preservice, Professional Develop-

ment, and Research.

PIPELINE/
RECRUITMENT STRATEGIES

To diversify the teaching force, it makes sense tom
concentrate efforts where the target population is
found in greatest numbers. In California, most
Latino high school graduates who go on to col-
lege and a high percentage of African American
and other first-time college-goers from
underrepresented groups attend community col-
leges. Currently, we lose most of these students
before they complete a bachelor’s degree. Among
the reasons that figure most prominently into this
loss are financial pressures, inadequate career
counseling, and lack of focus in their studies. Thus,
we recommend that the state consider:

m Ateacher preparation program that begins at
the community college, with focused
coursework and counseling, and forgivable
loans to support both the student and the
student’s education. Such an initiative could
help stem the drop-out problem among

bonuses should be paid to qualified teacher
candidates who have the skills, background,
and experience that are needed to teach
diverse students. Thus, individuals with
multiple language competencies and experi-
ence living and working among culturally
diverse populations should be eligible for a
sign-up bonus large enough to attract people
who clearly have other, often more compel-
ling occupational options.

The expansion of forgivable loans to allow
teacher candidates to focus solely on obtain-
ing their credential. Students who are already
in the college pipeline who have special
knowledge of minority communities and
languages and who have demonstrated an
interest in teaching should be eligible for
forgivable loans sufficient to ensure that they
complete their undergraduate degrees and
credentials in a timely manner and quickly
enter the teaching force. This recommenda-
tion involves increasing resources to existing
efforts rather than devising new ones. Forgiv-
able loan opportunities already exist but it is
our suggestion that students receive sufficient
funding from these loans to allow them to
forgo other work and focus solely on their
teacher preparation studies.

The University of California (as well as other bac-
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calaureate-granting institutions in California) ers who are people of color, and print ads (includ-
graduates thousands of students each year witling billboards, bus placards and posters) placed
bachelor’s degrees, many of whom could be suc-in channels of communication likely to reach eth-
cessful teachers but who have never even considnic audiences. We recommend:

ered this career, in part because the university does _ _

not encourage this option. A recent review of the ™ A 9réater emphasis on and expansion of the
postgraduate occupational status of psychology ‘%59 of images of diverse teaf:hefrg in promo-
degree-holders from one of the UC campuses tlgnal efforts and appeals to individuals with
yielded the finding that many worked in relatively ~ diverse backgrounds.

low-paying, non-professional positions outside

their field of preparation, but very few had pur- PRE-SERVICE TRAINING

sued teaching. Students reported never havmgCLAD and BCLAD

been encouraged by their department counselors . .
g y P The State of California currently offers two cre-

dentials aimed at preparing teachers to teach di-
m An active campaign within the university to verse populations — the CLAD and the BCLAD.
direct its graduates, and especially those who On the books, the state is very near to having suf-
would help to diversify the teacher corps, into ficient numbers of CLAD-credentialed teachers to
careers in teaching. This would include easing meet the targeted needs of the state. In part, this is
the way for direct entry into the credential because many already-credentialed teachers have
program on the university campus. been able to earn a CLAD-type authorization un-
_ der a grandfather clause that requires an excep-
Many teachers leave the profession every year a”‘iionally low level of preparation — 45 hours of
thus there is a large pool of qualified, credentialed .o rsework that is sometimes compressed into a
teachers who are not currently in the teachingcoup|e of weekends. Many teachers who have
force. Often they leave teaching due to family situ- experienced CLAD training note that it is a place
ations that are temporary in nature. Some leaveyq start, but that it does little more than heighten
because they are attracted by more lucrative ofyheir awareness that they must increase their
fers outside the classroom. Publicity surrounding knowledge and skills of how to effectively work
the need for teachers as a result of the class-sizg;ih these students. Thus immediate attention is
reduction initiative drew some of these teachersrequired to strengthen the CLAD credential and
back into the classroom, but many more might beencourage more teachers to pursue the BCLAD.

to consider teaching. Therefore, we recommend:

induced to re-enter. We recommend: We recommend that the state of California:

= Signing bonuses and guarantees of preserving, sirengthen the CLAD credential and integrate
all seniority accrued before leaving teaching. it with the regular credential. The CLAD
These benefits should be portable to any credential must be seen as a floor and not a
district to which the teacher applies. In ceiling in the preparation of teachers for
addition, teachers should receive credit for diverse classrooms. Measures such as AB
relevant experiences acquired in the interim. 1969, which included a grandfather clause for
A particular priority should be placed on  gyisting teachers and allowed them to earn an
attracting those teachers who help to diversify  gthorization to teach EL students with very
the teaching force, and/or who can demon- little training, should be reconsidered.

strate skills in working with diverse students.
m Initiate a high-profile campaign to recruit
An impressive recruitment campaign, CalTeach, more teachers for the BCLAD credential,
is currently underway in California to attract more  sending the message that the credential is still
teachers. This outreach effort includes Spanish lan- an important valuable tool for California’s
guage advertising, television ads portraying people teachers. To motivate more individuals to seek
of diverse ethnicity as teachers, celebrity endors- the BCLAD credential, pursuit of the creden-
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tial should be subsidized by the state and the  programs with faculty who are experts in
state should provide funding to local districts training teachers for cultural and linguistic
to augment the salaries of its holders. diversity.

= Require experience with diverse communities. Professional Development

The research is consistent in finding that im- The li is ol q ) h &
mersion experiences for teachers are the most e literature Is clear and consistent that effec-

............. effective means of learning how to work with tive practices for preparing teachers to teach di-

The literature is diverse students. Therefore, teacher prepara-verse students must be infused into the entire

""""""" tion should include opportunities for future preparation program, and possibly prior to that
d through the undergraduate program. Nonetheless,

the literature is equally clear that although there
are some admirable examples of programs that

............. teachers to work and experience life first-han
that effective in diverse communities for some period of time
............. as a part of the credentialing requirement.

practices for take the infusion'approach recommended in the
...... IR research, the majority do not, and many pay only
preparing teachers Four-Year Degree cursory attention to issues of linguistic and cul-

~~~~~~~~~~ - -+ While California’s fifth-year, post-baccalaureate tyral diversity.
to teach diverse credential has often been touted as a model for
""""""" the nation, it is also a fact that it places an addi- This neglect in preservice programs makes the
............. tional burden on students in terms of foregone in- importance of focusing on the skills and knowl-
infused into the come and additional educational costs. This can€dge teachers need to work effectively with these
............. be most daunting for low-income students of color. students essential in professional development
entire preparation Many potential bilingual teachers fall within this activities. In order to enhance student achieve-

""""""" category. Therefore, we recommend that: ment, such skill development needs to go beyond

program. a human relations approach. Furthermore, these
""""""" m The state continue to develop and offer skills and knowledge should be an integral part of
integrated Bachelor of Arts/credentialing the planning of all professional development rather

programs that operate on a 12-month calendarthan an add-on or afterthought. Therefore we rec-
and provide sufficient support for students to ommend that:

pursue their degree and credential full time
and year round. This allows students to enter
the classroom, fully credentialed and with the
same degree of preparation they would attain
from a five-year program, within four years,
but without the burden of debt associated with
programs of longer duration. However, it is
also important to rigorously monitor and
evaluate this program to ensure that it does
not trade quality for efficiency.

m Professional development should focus
specifically on the instructional strategies,
skills, and knowledge shown in the literature
to be present in successful programs for
diverse learners, including an infusion of
content related to issues of teaching culturally
and linguistically diverse students into all
aspects of the program.

Research
Implemented on a large scale, this initiative would Although there is a growing body of research on
require that more resources be redirected intoeffective strategies for increasing the quantity and

teacher preparation at the institutions of higher quality of teachers for California’s diverse stu-
education (lHES) Therefore, we recommend that: dentS, there is much we still need to know. For

) ) example:
m The state work with the IHEs to provide
incentive funds in the form of additional = To what extent are the CBEST (California
resources matched to existing campus re- Basic Education Skills Test) and RICA
sources that are redirected to this task, and (Reading Instruction Competence Assess-
that a priority be placed on staffing these ment) exams preventing potential teachers



from diverse backgrounds from pursuing a
teaching job?

Why do we lose 40 percent to 60 percent of
those who earn credentials from the field
before they ever take a teaching job? To what
extent is this related to the feelings expressed
by some teacher education students that they
did not feel prepared by their programs to be
effective teachers for culturally and linguisti-
cally diverse students?

What are the sources of the high rates of
attrition from the ranks of teachers, particu-
larly among those working with diverse
students?

What kinds of institutions, both public and
particularly private, are attracting the most
minority teacher candidates? What are these
institutions doing in order to attract these
students?

How successful in preparing teachers who are
more effective with diverse learners are the
alternative routes to teacher credentials,
including internships and district credential-
ing programs? How successful are these
programs at increasing the diversity of the
teacher corps?

How can we most effectively increase the
status of the teaching profession in order to
attract more qualified candidates, particularly
from underrepresented communities?

A DILEMMA OF QUALITY AND QUANTITY
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