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ethnic groups in and outside of school can be attributed to
breakdowns in communication? How often have we conveyed feelings and meaning that differed from our intent ?
Whenever this occurs it is not just a problem for ourselves;
it often has direct consequences for others. Good communicatiim is perhaps more crucial ia some situations than
others but nowhere more crucial than in our schools.
Cross-cultural communication and understanding is more than what one says to or about one cultural gnnip or another; it alsii encompasses a wide range of
educat ional interactions, verbal and nonverbal, that convey our total meaning to our students. It we tend to COMmunicate not only what we intend to say but what we feel
and think as well, then we must also expand our efforts to

OUR schools are responsible for the growth :Ind devel-

opment of our natiot.'s ,'Iddren. To promote this
growth and development, we must build a school environment, a school culture, that is caring, sate, and secure.
We hear a great deal today about curriculums that are
multicultural and gender fair, hut to be truly equitable for
a diverse population, a school environtnent must begin
with good cross-cultural communication, understanding,
and respect between groups.
Communicat kin on a one-to-one basis with
close associates whose background is like our own is often
a difficult task, where meaning and intent are often misunderstood. This problem inci eases tenfold when communication and learning must cross Lult mai boundaries.
How many of our problems between races, genders, and

Continued on page 2
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Problems in cross-cultural comnuinication
may be caused by our lack of knowledge about other cultures and the subtleties of cultural issues. Problems may
also be caused by our inability or unwillingness to apply
what we know about intergroup relations. The articles in
this issue of Equity Coalition are intended to encourage us
all to broaden our horizons and improve our knowledge
about the wide range of cultures that maLe up our diverse
school communities. They are also intended to
strengthen our resolve to be more successful with diverse
school populations than we have been in the past.
We will certainly live in a more diverse
society in the future, so it absolutely necessary to increase our knowledge about cultures other than our own
and to improve our ability to communicate cross-culturally. Our future is inextricably bound to improving our
ability to communicate with each other across cultures.

An Equitable School Culture
Continued from page 1

change what we feel and think about other cultures. To
achieve this change of heart, we must understand our own
culture and the culture of others and the impact of these
cultures on our life-space.
Most importantly, children from different
cultures may learn in different ways. To be effective educationally with all children, we must understand their
les and vary our instructional techniques to
learning
accommodate these differences. Effective cross-cultural
communication must also take into account the nature
and process of discipline and the overall context of
schooling. Acceptable social 5ehavior often differs from
one group to another. This must he considered when
intervention is deemed necessary.
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The Social Context of Schooling:
What Research and Theory Can Tell Us
hv Bob Croninger, Associate Director for Race Equity

WHO succeeds in school? Who fails? Years and
years of research have given us clear answers to

these questions. We know, for example, that children
from poor families are more likely to fail than children
from economically advantaged homes. We also know that
non-white students, especially African-Americans, Hispanics,
American Indians, are more likely to fail in
the classroom and that girls are more likely to become disinterested in critical subjects, like math and science, during adolescence. What we know with less certainty is

Q

why.

What makes this question especially troublesome is that malty of these students are quite capable and
intelligent. They start school with high expectations and
a strong desire to do well. But something happens along
the way to dampen their interests. Some become withdrawn and detached; some become rebellious and defiar t.
Outside of the classroom, in a different context, these
sainc students tit-, t.e bright, active, even precocious, but
in the classroi,in they fail to learn or keep up with the

other students. Why!
One possible answer deals with the social
context that schools construct for learning. The social
context, in the sense that I am using it here, refers to the
understandings and expectations that teachers and students use to make sense of each other's behavior. That

Outside of the classroom . .. these
same students may be bright, active,
even precocious, but in the classroom
they fail to learn or keep up with the
other students. Why?
context is formed over t ime

t,:achers and students interau with each othericctimulate experiences, attribute
meaning, and develiip expectatkins about future behaviors. Some students kul, in other words, het. use learning,
at least learning as it is presented by some teill her., lust
doesn't make sense to them. In a ditterent Lontext, a
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context that makes more sense, the same students may be
exceptional learners.
In this article I describe some of what research and theory can tell us about the social context in
which public schooling takes place and how that context
affects learning. I use current research and educational
theory to support five propositions about the importance
of the social context in which instruction occurs, emphasizing especially the effects of that context on the achievement of female students and students of color. Although I
emphasize student and teacher interactions, much of what
I say can be applied to interactions between other groups
of people in the school community as well.

1. The social context in which
instruction takes place dramatically
affects individual learning.
Robert McDermott refers to the social context of schooling as working agreements about who teachers and students are and what is going on between them. They are
agreements that teachers and students form from theii
accumulated experiences in schools. "In the classri)oni,"
McDermott writes (1977, p. I 9 9 ) , "thew isties tflun,lite
into how the teacher and children can understand each
other's behavior as directed to the best interests of What
thl'y are trying to do u Te t her and how they can hold each

Iqiirs Guilitum, Winter 1991

4
other accountable for any breach of the formulated consensus." It is precisely this social context that makes classroom learning and management intelligible.
McDermott also argues that the agreements
formed by teachers and students are of a special nature.
They are not simply utilitarian agreements based on mutual interest; they are cooperative agreements based on
trust. Students in particular must trust their teachers,
trust that what they are doing with them is meaningful,
desirable, and beneficial. If a teacher's instructional style
is alien to students or the content of instruction is incompatible with norms and values that students learn elsewhere, misunderstandings are more likely and trust is more
difficult to establish. Without trust, teachers are forced to
rely on coercion to justify their authority in the classroom.
What McDermott and others emphasi:e is
that classroom loarning is essentially a social process,
something that is done together and that requires considerable communication, coordination, and understanding.
When students don't learn, the harriers may not reside in
the student or even the teacher; the problem may actually
reside in their understandings of each other and what they
are to accomplish in the classrooni. McDermott (1974)
argues that even minor differences in how students and
teachers construct this context can have disastrous effects
on classroom learning, even when students are bright and
capable and teachers are skilled and well-intentioned.

2. Teachers and students from different
ethnic groups bring to the classroom
diverse cultural expectations about
school, what is to be accomplished,
and how it is to be done.
Most children come to school with high expectations for
learning. There is even some evidence suggesting that
students of color come to school with higher expectations
than average. But these expectations can become damp.
ened by misunderstanding and confusion when teachers
and students fail to arrive at workable agreements in the
classroom. Sometimes this failure .1CCUrs because teachers
are unaware of their own expectations and how they may

conflict with those of their students. These conflicts, is
Ted Wilson and Judith Greenbaum argue in their article,
often occur when teachers are locked into their own cultural expectations and tail to reLogni:e alternative wars of
understanding student behavior.
Shirley Brice I leath (191, p. 2S0), tor example, notes that white middle-class teachers ,gten u
indirect Lommands to manage student behavior. Th .av
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things like, "Is this where your scissors belong!" or "It's
time to put our paints away now." These statements obscure the source of the command and tend to confuse children who come from homes in which direct commands are
used, such as "Put those scissors in the drawer now" or
"Put the paints back where you got them." Heath argues
that indirect commands are used to communicate a wide
range of important rules to students, including expectations for appropriate behaviors at given times of the day,
in specific areas of the school, when interacting with
adults, and when disagreements occur. Many students,
however, never grasp these expectations because of the
form in which they are pzesented.
A similar argument is made by Carlos Dia:
(1989) in a review article about Hispanic cultures and
cognitive styles. He notes that most teachers use teaching
styles that emphasi:e competitive itN1rning and the intrinsic appeal that they presume learning has for students.
Hispanic students, however, learn better in settings that
encourage cooperative learning, and they are strongly
motivated by extrinsic values, especially those associated
with family. Dia: points out that teachers and students
who share a similar cognitive style tend to see each other
more positively; those who are mismatched see each other
more negatively. Given what we know about the social
context for learning, it is easy to understand why.
These difficulties are likely to increase if
teachers are not better prepared to deal with cultural differences. The number of immigrants who entered this
country during the last decade was as great as the number
who entered during the height of immigration during the
early 1900s. Moreover, this new wave of immigrants tends
to come from non-European countries in which English is
not the native language. As many as four-fifths of these
immigrants came from Mexico or ct.untries in Asia (First
et ii., 1988). Educating these children will require a
much greater sensitivity to cultures that are dramatically
different from those that currently dominate (Mr CI;ook.

3. Class and gender also create cultural
expectations that vary within
and across ethnic groups.
Most of what I have said thus tar has emphasized misunderstandings that reflect ethnic differences. Misunderstandings also ocL or, however, betause tit class and gender
differences. These factors affect learning in and of them-

selves, but they also tfe:t learning between and within
eihnic groups. As James Banks (1988, p. 45 i) pi iints out,
"t here Are Cm 'multi,

gn o up llitteretIces caused by

factors sikh as rego,n, gender, and soc iii (.1.iss." Dater-

Equit (

V.'inter 1991

5
ences in class and gender, both between and within ethnic
groups, also need to he examined when considering the
social context in which schooling takes place.
Understanding those differences is made
complicated by the paucity of research that deals with the
relationships between ethnicity, gender, and class. Nonetheless, some studies suggest a number of interesting hypotheses. Class, for example, may have a less powerful
effect in shaping the educational expectations and behaviors of non-white groups than it does the expectations of
whites. Banks argues that the non-white middle class is
still a relatively new phenomenon, particularly among African Americans and Mexican Americans. He also suggests that the effects of class on cognitive style and motivation are counter-balanced by ethnic values that underscore the importance of extended families, families that
most often have their roots in poor communities. These
factors may explain why several research studies have
failed to document class effects on cognitive styles and
motivation within specific ethnic groups (Banks. 1988).
Some studies also suggest that female students may he more responsive to non-competitive learning that is positively associated with group goals, regardless of the student's ethnicity (Banks, 1988). One study of
urban and suburban students, for example, found that
white students and African-American students differ significantly on this dimension, the former being inure likely
to respond positively to a competitive setting, the latter a
cooperative setting. The study also found, however, that
much of this difference was directly attributable to the
learning preferences of the African-American girls in the
study compared to the white boys. Overall, girls were
more similar to each other in this regard, whatever their
ethnicity.
Finally, some studies suggest that attitudes
about gender may be tnore difficult to change th.in attitudes about race or class. Christine Sleeter and (:arl
Cirant (1985) did an ethnographic study of a relatively
mtegrated junior high sclutol located in an urban areil in
the Midwest. They found that most of the students in the
school rejected racial prejudices and class biases, that the
students were tolelant of racial and class differences, and
that many students had close friendships that crossed
racial and class lines. Nonetheless, most of the students
alstt had tradititmal expectations about gender, espectally
in their ititeractions with each other, and few
the gender roles that they displa(ed at home of ,L11001.
Attitudes about gender were relatively rigid and traditional, regardless (If the students' race or class.

from "A Dialogue with Society"
For while you are smiling and living well,
black children, brown children, red children,
yellow children, white children, multi-colored
children, children, children, because of your hypocrisy,
are dying, physically, mentally, spiritually, and secretly
in broad daylight.
I speak for myself as my mind rushes

back into time when I held in my hands
a beauty that was truly mine.
I was a child

running through dark ghetto streets
I let the seas of hate wash over me.
I was too young to know.
Momma had filled my eyes with the wondro...s
city and its pearly gates.

If I could have the power. I'd wipe out all had
memories.

But, since I don't, I'll give you a piece of advice,
cool-breeze, cut like a piece of ice.

Share! Let our children share.
Stop teaching them the petty stinking hates.
Children know love from the git-go.
And ytm who are w.tnout love have taught
them hate up to the very ending.
We are tired of demi-gtids and tyrants
bred by a mother and father who leave
their marks on earth, a death-chant,
mountain of sufferings, a dirge.
It

is 1 ilne for new bells to toll.

It is time for new trumpet, to blare.
It is time tor a new language to be heard.
From the very beginning of time to
this time, we slniuld have learned by now,
we should have learned how,
We should have learned to love.
"

Mt tinasiuthor of

1)tmn I hist! NIL'all titreet

( Hntinued on page 6
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4. Power and status outside of school
affect the social context for learning,
often with disastrous results for students.
Teachers and students do not construct the social context
of schooling on a blank slate; they construct it from their
experiences and expectations, many of which are defined
by power and status relationships that exist outside of the
school. Many theorists and researchers believe, in other
words, that the behavior of students and teachers are profoundly influenced by lessons that they learn outside of
school. These lessons, which portray certain groups as
more successful than others, are often acted out inside
classrooms and the school.
John Ogbu (1986), for example, argues that
this principle can be clearly understood by looking at the
educational performance of caste-like groups in this countryAfrican Americans, American Indians, and Mexican
Americans. He believes that these children do not do as
well as other children in school because years of discrimination and oppression teach them that working hard in
school is futile. Instead, they develop survival strategies to
help them-cope with the cultural demands and expectations that dominate most schools. These strategies, as
Jonathan Buffalo notes (McDonald, 1989), are profound
compromises between economic realities, spiritual needs,
and cultural values.
Minimally, these strategies insulate students
from the demands of the classroom, hut they may also
overtly protest expectations that students find discriminatory or unfairly demeaning. Some strategies, for example,
emphasize a semblance of compliance while nurturing an
alternative value structure. Mary Field Belenky and her
colleagues (1986) argue that many girls adopt this strategy
toward the male value structure that dominates formal
education in this country. Other strategies, however,
accentuate cultural differences as a form of resistance and
protest (Erickson, 1987). Students who openly display
their lack of interest in school, who seem to take pride in
their "failures," or behave in ways that are considered
inappropriate by teachers may actually he protesting cultural expectations fostered by the school that they feel are
arbitrary and discriminatory.
Members of dominant groups, of course, are
also influenced by experiences and expectations that are
formed outside of schools. Elizabeth Cohen (1988) notes
that white students tend to dominatt cl,usn a un interactions with African-American students, even when both
groups have similar abilities, family characteristics, and
are placed in an instructional setting that formally att rib-
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utes to them equal status. She believes that white students read the status expectations of the broader culture
into classroom situations. This leads them to "dominate"
interactions that they have with students of color. Similar
explanations have been offered about the manner in
which adolescent boys dominate in-school interactions
with girls.

So far I have emphasized the manner in
which power and status relationships affect the interactions between students and teachers. Lisa Delpit (1988),
however, suggests that these relationships also become
embedded in instructional phikisophies that dominate
teacher training and values. African-American teachers,
for example, are often criticized for being overly directive
and authoritarian in the classroom. Their behavior is
sometimes criticized as unprofessional or unskilled, largely
because authoritarian approaches to instruction run
counter to mainstream pedagogical values that emphasize
creativity, imagination, internal motivation, and independent thinking. Yet these values do not accurately
reflect beliefs about authority that are held by many African-American students and their parents.
According to Delpit (1988), African-Americans believe that authority must be earned, and their
children respond more positively to teachers that exhibit
characteristics that African-American culture associates
with personal power and ability. Many African-American
students, for example, describe unassertive teachers as
boring, weak, and ineffectual, in pm because these teachers do not act with authority. Teachers whom they describe positively, on the other hand, tend to he more assertive and forceful. One young African-American man
described a favorite teacher this way: "We had fun in her
class, but she was mean. She pushed, she used to get on
me and push me to know. She made me learn" (Delpit.
1988, p. 290). Like this young man, many AfricanAmerican teachers fondly remember adults who persistently and forcefully demanded that they learn and succeed in school. Their intuitive sense of what worked for
them may run counter to the instructional values that

dominated th?ir teacher training.

5. Teachers can shape the social context
of their classrooms in six ways.
First, and perhaps most importantly, teachers can acknowledge the effects of cultural expectations on learning.
They can become more aware of how their own behavior
is strongly influenced by ethnicity, gender, class, and professional training, and they can consider more fully how
those expectations may be different from those held by
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specific groups of students in their classrooms.
Second, as Martha Adler suggests in her
article, teachers can use cooperative learning techniques
that give female students and students of color an opportunity to be instructional leaders in the classroom. One
way of doing this is to develop lesson plans that require
students to cooperate, employ multiple abilities, and share

information with each other (Cohen, 1986). Teachers
can help students develop a greater awareness of their own
abilities and those of their peers if they carefully consider
how to share those resources in the classroom.
Third, teachers can work more cooperatively
with adults who share the cultural heritage of their students (Delpit, 1988). That means that teachers must
listen carefully to what adults think is educationally appropriate for their children, and it means that teachers
must incorporate these ideas into their own instructional
goals and strategies. They may need to rely on parents
and colleagues who share the culture of their students to
establish a level of trust and mutual understanding that
will allow them to do so. They, like their students, will
have to learn how to rely on the resources of others to
succeed in culturally diverse classrooms.
Fourth, teachers can explicitly teach students the cultural rules that define success and the basis
for those rules. Lisa Delpit (1988) refers to these rules as
the "culture of power." By teaching students that these
rules exist, as well as that they are based on power and
status relationships within and outside of school, teachers
can help girls and students of color better understand the
values by which they are likely to be judged. They can
also better prepare students to challenge the culture of
power and the way in which it imposes limits that are
arbitrary, discriminatory, or oppressive.
Fifth, teachers can insist that all of their
students, not just those who are female or non-white,
become bicultural or multicultural. This means teaching
students the cultural rules of other gnaws ; nd helping
them to undersu.nd the cultural logic and w,sdom behind
them. One obvic, is example is to advocate bl'ingualism
for all students. Othcr possibilities are helping qudents
recognize alternative ways :if resolving conflict, laking
decisions, expressing personal ...alues or bc lids, ; nd interacting with others.
it Inhumation
Finally, tcachers can
about ultural expectations from becoming yet ; nother set

of stereotwes by WI to label student

Then is

1981). Some boys may do extremely well in cooperative
settings. Some Hispanic students may be highly motivated by the intrinsic appeal of a particular task. Some
African-American students may be "turned off ' by an
assertive and authoritarian teacher. Some students from
poor households may respond without question to indirect
commands or instructions. Not everyone in a group is the
same. Teachers need to recognize this and use the kind of
information that we present in this issue not to catalogue
students but to develop strategies for teaching them more
effectively.

References
Banks, James A. 'Ethnicity, Class, Cognitive, and Motivational Styles:
ResearLh and Teaching Implications." Journal of Negro Education 57
(Fall 1988): 452-466.
Belenkv, Mary Field, et al. Women's Wys of Knowing: The Development
of Self, 1'owe, and Mind. New York: Basic Books, 1986.

Cohen, Eli:mbeth (3. "On the Sociology of the Classroom." In Jane
Ilannaway and M. E. Lockheed, eds., The Contribution of the Social
Sciences to Educational Policy and Prac(ice: 1065-1985. Berkeley, CA:
McCuichan, 1986, pp. 127-162.
Cox, B. G. and Ramirez, A. "Cognitive Styles: Implications hfr Multiethnic Education." In James A. Banks, ed., Education In the 8C.'s. Multiethnic Education. Washington. DC: National Education Association,

MI, pp. 61-71.
Delpit, Lisa 1). "The Silenced Dialogue: Pc,wer and Pedagogy ii) Educatmg Other People's Children." I larturd Educational Reuteu 58 (August
1988): 280-298.

Diaz, Carlos. "Hispanic Cultures and Cognitive Styles: huplicat ions for
Teachers." Multicultural Leader 2 (Fall 1989): 1-4.
Erickson. F. "onrept um. of (.1.1Iture: An Overviess." Educatumal
Admoustratum Quarterly 23 (Nos ember 1987): 11-24.

First, J,,an NI. et al. Neu Voices Imtnigrant student, in I -.8. Public
Scluuds Boston: National (C,mlinon of Advocates tor Students, 1988.
I leat h, Shirley Buse. W'ays with 1\1'ords. Language. Life, and Vi'ork in

'onnninilnes and (losroom% Cambridge. UK: (.:ambridge University
Press,

1 OS 3.

Mel \Ilium. Robert P. "Achieving School Failure. An Anthropological
Approash 1 , 1 I Ihtvracs and Social Stratification." In 0e,)rge D. Spindler,

Educatom and ( 'Antral Pnwess. Touanl cm .Anthno,logy tuf

Ethic atton. Ness York: I hilt, Rinehart. and Winston. 1974, pp. 82-118.

NIsDernu,t t. Robert P "Sostal Relations as ( 'mem. tor Learning in
Sch,,,,I." I fart:curd Educational Rei wu: 47 (Nlav 1977): 198-213.

51c1Vnald, Penni. "Stus lc in the I lorizon. A SpeL 1,11 Report on tlw
Lulur at ion of Native Amei is ans." Ediu anon Week, Specud Report 8,
Aiigust 2. 1 9SQ, pp. 1.16.

uIui U "The (1,1nsequens es of the Arne] um) I.
System." In
Iris Neisser. ed., The School Achievement ol MinoraY ( luldren Neu
Pccspc, m cs I Id Male, NJ: Lawrense Erlb,uiiin Ass,,s Imes, I °so.

( 521,0,

.

1 g,reai

diversity within groups, a diversity that ovci;\ simplified
by generaltzat ions and research findings hat rept int mean
differences between gotups of people ((:ox and Ramirez,

:5 "Rae. (
',ender itt .111
'iban SI ,,,,,I..'\t,',is Studs." ()ban Education 20 (April 1985):

sleetei. 11)11.111w I:. and (

Equity ( (anon, Winter 199 1

Pri Trams for Educ at ional ( 'lpportunity

8
BEST COPY AVAILABLE

8

Changing the Culture of American Schools:
Creating A New Social Paradigm
by Norma I3arquet, .Associate Director for National Origin Eqtat

M

ANY of the recent attempts to improve, reform. or
restructure schools are failing because little attention is being given to the culture of the schools. The intricate nature of culture and its usefulness in explaining
human and organi:ational behaviors has made it a subject
of much interest, discussion, and debate, especially
amongst reformers and advocates for change.
Human culture has been described as "a sc ,
of ideals, values, and standards of behavior; ... the common denominator that makes the actions of individuals

intelligible to the group" (Haviland, p. 17). Similarly, organ:ational culture "consists of many elements, but the
stanprimary element is the unique pattern of norms
to which members conform"
dards or rules of conduct
(Burke, p. 9).
We also know that culture, and the values
and patterns of behaviors that it promotes, is passed on
from generation to generation primarily by the parents
and the educational systems of a given society (Haviland,
p. 17). This process, often referred to as "enculturat ion,"
is a necessary means by which societies transmit the values, norms, standards of behaviors, rituals, and legacies

that make it unique.
Enculturation, however, can also result in
the suppression and devaluation of the individual, particlilady if he or sbg comes from a cultural background different from that of the main cultural group. For a country
such as ours, rich in cultural diversity, this issile has sig
nificant implications.
The culture of American schools, in general,
continues to both reflect and transmit the values, power
reLlions, and behavioral norms of the groups tor whom
schools were originally intended: middle class Europeans.
As il result, students whose cultures do not match that of
the school often feel alienated and devalued as they go
through the educational system.
Writing about the historical role of si hook
in Western societies, Jame, Banks notes that assimilation
was their major goal: "The students were expected to
acquire the dominant culture of the school and society,
but the school neither legitimized not ssimulated p.m, iit
the student's culture" (1986, p. 14).
This reluctance or inability ot school, to

Programs tot Educational Opportunity

valUe and incorporate elements of the non-Anglo students' cultures in the process and content of education is
at the heart of their failure to educate the racially and
culturally different children of this country. At the same
time there is the growing ethnocentrism, racism, prejudice, and discrimination among our citi:vnry that pose a
real threat to our society.
Learning and teaching are processes that
entail the social, physical, emotional, and psychological
involvement of human beings. This is why the role of
schools as mediators of culture between the individual, the
gjoup. and the larger society has critical implications for
us as educators.

If our aim as educator, is to improve the
quality of life of children in particular, and society in
general, then we must radically change the culture of our
schools. We must alter the way educators see, understand,
and value themselves and the world around them. We
must expand teacher,' knowledge base to include people
and cultures from every continent. We must also humaniz.e the process of education to make it more responsive to
individual needs and more affirming of the intrinsic value
of human diversity.
So, how do we change the culture ot out
schools! 'Meaningful change in schools takes time, and,
just as with individuals, it is not easily accomplished.
Change requires those involved to feel the need to
change, and to have ownership of the process. Real and
lasting change in scluols can only come from within the
school community, through a collective ;rocess involving
all those who have inost to gain or lose from the change,
particularly students, teachers, and parents.
Seymour Sarason (I 9s2 ) see!, community
building as a major strategy f,ir achieving organEational
change in schools. In The Culture of ticlutols tmd the Problem 4C:flange, he notes that "it is in the 4,elf-interests
the prop,ments i)t change, first, to recogni:e the
tam e of constituencies, second, to view power as an opportunity to develop constituencies, and, third, to realistically confront the time demands of constituency building." Iii fii i, lie UPt.'s on n s,ty, die intent of thy, rot es,
1, tor the constituents to "bevonie the implementers a,
inuch as the object, ot v hange" (Samson, p. 29
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The goal of the change of wl'ich I write is to
develop a school culture that truly acknowkdges and
values human diversity, that is not monocultural hut multicultural. In such schools, all children are valued and
experience social recognition and academic success.
Such educational settings, while in the mini wity, do exist. They are characterized by a culture that
promotes: I ) shared goals, 2) shared power, 3) respect for
human dignity, and 4) cooperation. In these schools
teachers, administrators, students, and parent's perceive
themselves as interdependent members of a school community where:
Students are the primary focus. Therefore, teachers and
other school personnel continuously look for ways to
enhance the cognitive-academic and social behaviors of
children. They promote and sustain social, teaching, and
learning structures in which all children experience success regardless of race, ethnicity, gender, socioeconomic
status, or other human Characteristics or conditions.
Cooperation and team building prevail. Students and staff
are encouraged to support each other and work in groups
to improve the educational and professional experiences
and outcomes for all members of the school commi'llity.
These cooperative settings are often deliberately structured to promote cross-cultural communication and
understanding among students, parents, and school staff.
The culture of these schools reflects and value's the students'

culture. The hisniry, contributions, vilitles and perspectives of the cultural groups to which students belong are
legitimized and affirmed by being integrated into the
school curriculum. Teachers try to become aware of their
own learning and teaching styles and try to accommodate
the learning styles of their students by using a variety of
teaching methods and strategies
Parents and community are seen as partners with the school.

Activities that meaningfully and actively involve them
are carefully planned and nurtured as their participation is
perceived to be m the best interest of the students, their
hunilies, and the school community in general.
By thus transforming schools we can empower children through education and our example with
sound, humanistic principles and values. Perhaps then we
will have taught ou: children to differentiate between
those %Ales that impnive the human cimdit km of all
pet wile and values that arc self-centered and materialistic.
In a very powerful and significant way they will have become critical thinkers, and we will have increased their
chances to live in peace and harmony with each other, to
respect and value each other regardless of then human or

Future generations will live in an increasingly pluralistic society, not in isolation hut as a part of a diverse, complex, and interdependent world. By valuing
and promoting a more humanistic, harmonious, multicultural, and therefore more complete view of reality,
schools can prepare children to live in this world.
Schools play a significant role in the education and enculturation of the future citizens of our society.
It follows, then, that by changing the culture of schools to
reflect and legitimize our human and cultural diversity, we
can ultim, 21y achieve meaningful and lasting changes in
the social paradigms of our nation and the world community to which we belong.
Within the context of this new and much
needed social paradigm our children will become adults
who can see themselves not as independent but, as interdependent and equal parts of a complex and diverse world.
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"If we are to achieve a richer culture,
rich in contrasting values, we must
recognize the whole gamut of human
potentialities, and so weave a less
arbitrary social fabric, one in which
each diverse human gift will find, a
fitting place."
Margaret Mead
Sex and Temperament in Three Primitive
Societies' ( 1 93 5 )

social differences.
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Cultural Communication Styles in School Settings
by Ted Wilson. Research Associate. and Judith L. Greenbaum. Ph.D., Research Associate

COMMUNICATION style is an important part of
the distinctive cut' ral identity of every ethnic,
racial, and gender group. Yet in school misunderstanding
b, ween a teacher and student about which
communication style is appropriate, can make a child feel
devalued, deficient, or deviant. Moreover, different
communication styles can cause misunderstandings
between students to such an extent that anger, frustration,
and resentment overflow into disruption and fighting.
A growing body of research by sociolinguists
and language ethnologists shows that if teachers and students become more aware of their distinctive language
and nonverbal communication styles, they can bridge the
cultural boundaries between them (Burling, Gates, Heath,
Cooke, Kochman, Lahov, and Smitherman). It helps this
process if teachers and students can openly discuss the
distinctive styles of communication that they bring to the
classroom as members of particular cultural communities.

Respect for Cultural Identity
The first step toward cross-cultural communication is
establishing mutual trust based on respect for the communication styles of everyone present in the classroom, students as well as teachers. Linguist David Crystal describes
the general process of linguistic accommodation or convergence which reduces the differences between people
and facilitates interaction (p. 51). As people experience
novel vocabulary, pronunciation, facial expressions, postures, and styles of discourse, they unconsciously begin to
borrow from each other. By understanding this process,
teachers and students can appreciate the subtle ways in
which they converge and accommodate to each other
However, Crystal says speech divergence
occurs when people's cultural identity is threatened. They
react by emphasi:ing their own personal, social, religious,
or other identity. These perceived threats result in such
divergent responses a, the deliberate use of minority language or ethnically distinct dialect. The goal of such divergent speech is to express solidarit within one', ,iwn
cultural group and to mystify and ,onfuse non-group
member, (Gate,, p. 240-241). 1-1.ence, refusal to aLcommodate to the language and Nom I context , if the ,Lhooli,
often one of the firq outward signs of cros-ctiltural iension. Teachers should look closely at divergent or challenging behavior and ask whether students ',move a
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threat to their cultural and personal identity.
Cross-cultural misunderstandings are predictable when only one communk ition style is acceptable in
school. Smitherman eloquentiy defends the right of children to use Black English in the classroom. She urges
teachers to ask, "How can I use what the kids already
kntiw to move them to what they need to know r She says
teachers should "genuinely accept as viable the language
and culture the child has acquired by the time he or she
comes to school ... and allow the child to use that language to express himself or herself" (1977, p. 219).
Smitherman's perspective was affirmed by
the courts in the so-called Black English or King case in
1979 in which Black parents sued the Ann Arbor schools
because their children were not learning (Smitherman,
1982, pp. 336-356). The elementary school that was the
setting for the Black English case is located in one of the
more prosperous, mostly white neighborhoods in Ann
Arbor, hut the student body included about 15 Black
children who lived in a low-income housing project.
At the time the suit was filed, the poor Black children
were having a great deal of difficulty in the school. Several of them were considered emotionally disturbed and
some were considered slow, retarded, or learning disabled.
Parents and advocates for the children denied they were
retarded or disturbed and charged that the teachers considere'.1 tht.r., deficient because the children spoke a different dillect of English.
The judge's ruling said, in effect, that their
teachers, by considering Black English an inferior form of
speech, had made the children themselves feel inferior
and turned them off to the learning process. His decision
suggested that if teachers were more aware of differences
in culture. and if teachers viewed Block English as a language in its own right, the resulting change in their attitudes, expectations, and teaching strategies might be more
conducive to learning.

A Multicultural Perspective
The King case is only part of a much larger movement by
educators in the United States to open schools to a multicultural perspective. The changing dem,igraphics of
puHic school enrollment require that we abandon t h e
traditional moni)cultural perspective whit h viewed
schools as a melting pot for sot:tali:mg all -audents into a
dominant white European cultural tradition.

1 .1.

Etimt) (

Winter I 9)

11
In a multicultural sclwol it is clear that one's
own particular cultural heritage is not universal and traditional school customs and observances ma not have the
same meaning for everyorw. For example, Thanksgiving
and Columbus Day have very different meanings for
American Indians and other people of color than they do
for European Americans. A new multicultural awareness
is challenging these traditions (Bigelow).
Nor should only one style of communication
be acceptable when school's cultural communication
styles are diverse. We offer some tentative generalization:: and descriptions of communication problems that
may occur when teachers and students with different cultural identities share a school setting.

Expressiveness
Some cultures are more expressive than others. In Greek,
Italian, and Israeli cultures arguing is a sign of intimacy.
People argue loudly and verbally challenge each other for
the fun of it. On the other hand, some Hispanic and
Asian cultures discourage expressing anger and show disagreement by refusing to speak or smile, by making general comments, or by changing the subject. Such differences in expressiveness can he a source of misunderstanding an ng students, and between teacher and student.
What some students consider fun can be very threatening
to others or may be seen as insubordination by teachers.
On the other hand, shyness and self-effacement seem to be traits valued by American Indians and
Southeast Asians. The child who never volunteers an
answer and refuses to speak in front of the class even when
called upon can make the teacher wonder: Does he know
the answer? Does she have a language problem! Sometimes a private dialogue is a first step toward class participation. Caring teachers can end the silences of immigrant
students by patiently building Misr and encouraging them
to speak privately or write about their experiences. Some
schools have featured the writings of immigrant students
in multicultural publications (First & Carrera, p. 91).
Identifying and understanding such contrasting styles, both of which have their time and place, can be
an oPP"rtunity to increase cross-cultural communication.
Teachers might assign students to engage in a debate in
what sociolinguist Deborah Tannen (p. 196) calls "high
involvement" style, going niise to nose and mai :lung wits
rather than backing off. A teacher might follow this exercise with ,1"high consideration" debate cs oh M. nipuli 1th

turn-taking and no interrupt mg.
Cultural differences in expressiveness c,m
atteci parent involvement as well ;is student behavior.
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The cultural norms of American society today ask parents
to participate in parent-teacher conferences and in setting
educational policy. Many cultures outside the United
States, however, regard teachers and schools with high
esteem, and parents feel that education of their children is
the school's responsibility and that, ,lue to their relative
lack of knowledge, parents should not he involved. Parents holding these cultural values are puzzled when a
school tries to involve them in parent-teacher conferences
and advisory councils. Teachers, on the other hand, may
think the parents are uncaring or unconcerned. If the
parents speak little or no English and the teacher cannot
speak the language of the parents, communication is still
more difficult.
Cultural differences in expressiveness may
illumine conflicts that occur in multicultural neighborhoods. The cultural differences iletween Koreans and
Blacks may have aggravated the conflict at a grocery store

As Our Youth Soar in the Spirit of Life
In Order for Our children to lin! a gmd life.
We must first begin to live as a famiN.
In doing so,
We share our spirit with one another.
In this ntanner, we cam. on the sacred teachings,
That gave so much strength to our grandfathers.
Together we learn: How to listen,
How to feel.
How to see.
Hon, to respect,
How to relate.
1\:'hen We du these timings together, we km/w,
The fire of life still burns, in the cycle of life.
Life is hard, hut the joy is great,
kk'hen we can watch our :viuth soar in the Spirtt ol life!

Sti:n Webster
Wisconsin Indian Resource ( :mint
Stevens Point, WI
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in Brooklyn, New York. A Black resident said, "Koreans
are very rude. They don't realize you have to smile." But
many Koreans don't smile at Koreans in a casual fashion
and instead cultivate what tiray be perceived as lack of expression (Kang, 1990).

Gender Differences
Is there a culture for each gender in school? Deborah
Tannen says the dominance of men in our society stems
from our social norms which encourage boys to be openly
competitive and girls to be openly cooperative. Boys talk
with boys with the goal of increasing their status; girls talk
with girls to increase their connectedness and intimacy. It
is easy to see how this might affect the relative achievement of boys and girls. Gender differences in communication style may determine who speaks out in clvss, who gets
in trouble, and who gets elected class president.
Lee Anne Bell argues that girls ar,' "a gender
at risk" in a "chilly" school culture, hut that this can be
changed. "Girls can be helped to develop some of the
skills and strengths that have been traditionally encouraged in boys. Such skills as self-assertion, risk-taking in
academic realms, taking credit for success, and embracing
failure as a learning opportunity can reduce the internal
barriers to achievement that girls experience. Concurrently, boys can learn to develop skills traditionally encouraged in girls such as other-directedness, cooperation,
and risk-taking in emotional realms" (Bell, p. 21
Awareness of the culture of gender can help
teachers engage both boys and girls in learning. Structured group activities with clearly designated roles may
neutralize the tendency either to dominate or to hold back
in discussion and work groups. For example, teachers
might occasionally announce that, for a particular lesson,
if a girl speaks then a boy must speak next, and so on.
Martha Adler in this issue describes how teachers can engage all students by including experiential and cooperative
learning as well as traditional experiences.

Profanity 'and Challenging Behavior
What about profanity? For some children and adults,
profanity is the common language of neighborhood interaction, the language of cultural identity, of verbal dueling,
of self-protection. Children eventually learn that such
language is not acceptable in school where the social
context requires a degree of self censorship. I lowever,
children may challenge the rules of "school culture out of
a sense of not belonging to the dominant group who made
the rules ar 1 to emphasize their own cultural identity.
Teachers need not assume that a child in-
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tends an insult or challenge to authority when he or she
uses profanity. Perhaps the child has not perfected the expected "code switching" i-rom neighborhood to schiml
context or feels a threat to his or her cultural identity.
Punishing profanity may be more harmful and less effective than simply ignoring it.
Some challenging behavii)r, however, can
become counterproductive and self-defeating. Students
may taunt highly motivated members of their group by
name calling ("brain") or by threatening social exclusion
("Let's not talk to her. She thinks she's too good for us").
If many members a group see achievement as selling out to
a system that has rejected them, perhaps the school should
review the equity of its policies and procedures.

Guided Cross-Cultural (._,...mmunication
An awareness of one's own cultural background and its
place among other cultures is the beginning of cross-cultural communication. The current school environment
challenges everyone's identity. Teachers might begin to
help students cope with these challenge by exploring
cultural differences that are distant from differences in the
classroom. For example, the educational game BaFci BuFd
explores universal feelings about being different and helps
players understand the meaning of the term 'culture' by
simulating the experience of traveling to another culture.
Tasha Lebow describes BaFd I3aFri in this issue.
Students may need more support from the
teacher as they move from the general concept of crosscultural communication and begin to discuss their own
cultural differences. One exercise that both students and
adults enjoy is drawing a map of the neighborhood where
they grew up and describing whether it was urban, suburban, or rural and where their friends and family lived.
They may also be able to describe its social profile in terms
of race, ethnicity, religion, and social class and how neighbors dealt with "outsiders." Another useful exercise is to
havc students trace their family's "migration," whether
that is around the corner or around the world.
Shirley Brice Heath describes techniques for
engaging students as ethnographers of the language used
in their own communities and then reporting their findings. "This helped students learn to see their daily actions
in new terms: as the recording of events, discovering of
patterns and figuring out of options in making decisions."
Teachers then helped students transfer these ways of invest igating and analyzing information to the unfamiliar
content information of the classroom (p, 339).
Elsewhere in this ISS Lle Bob Croainget writes

that teachers ;ind students create the "soi1,11 context" of
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the classroom as they interact with each other and seek to
make sense of each other's behavior. We believe that
understanding different communication styles is an important part of this process. Bridging cultural differences is an
endeavor that engages everyone in learning. By helping
students see the patterns that characterize th-ir different
communication styles, and by helping them idge their
cultural differences, teachers can create a social context
that engages all students in learning.
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Intergroup Relations and School Discipline
by Marta Larson, Field Services Specialist

DISC1PLINARY referral and suspension records in
public schools often display startling disparities by

gender, race, ard national origin. Quite often referrals for
male students and/or racial/ethnic/language minority
group members exceed those for females and whites by
ratios as high as three to one. Studei ts who are bi,:11 male
and members of racial/ethnic/language minority groups encounter the highest disproportionality in the discipline
stream.

There are numerous hypotheses about the
potential causes for these disparities, incl.kling those that
cite the white middle class culture of schools, the gender
culture of schools, sex role socialization, stereotyped expectations, and teacher reinforcement patterns. Many of
the articles in this issue of Equity Coalition deal with ihe
underlying causes of disciplinary disproportioliality. Some
of these issues are examined here to determine how IL
disciplinary disproportiiinality might be alleviated.
Furtwengler and Konnert (1982, p. 38), in
examining the aims of discipline, conclude that "historiPrograms for Educational Opportunit,
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cally, the aim school discipline was the control of the
behaviiir til Audents thnuigh the use of force." They go
on to qui lie Wi I k iwer p. 38) who says that "tb re will
Cinuinu,a cfli Paw 16
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The Checklist:

How Equitable Is Your School Culture?
by Eleanor Linn Associate Director for Gender Equity

Directions: Record YES or NO responses to each of the
questions. Where possible, collect information to substantiate your answers. Work with a multicultural, gender representative team of people that includes administrators, teach-

ers, parents and students. Pay special attention to areas in
wh:ch the team does not reach consensus. The section on
.,coring the checklist contains advice about next steps.
Before you begin, decide which cultural or
status groups are rnost important for your school to include.

For example, you may need to look at urban/rural distinctions and people with disabilities as well as differences of
race, gender, and national origin.
Complete the last section by yourself.

Staff Attitudes
YES NO
I. Do staff members use language that is free
from racial, ethnic, and sexual slurs at all times?
2. Is it acceptable for staff to talk about the
use of inclusive language, stereotypic attitudes, or
ethnocentric assumptions?

3. Do staff members communicate
frequently with colleagues and community members who
are of different genders and racial and ethnic backgrounds? Can these contacts be initiated by either person?
Are these contacts mutually comfortable?

4. Can staff accurately name the major
demographic groups in the school and identify traditional
triodes of learning that are valued within each of these
groups?

Policy
5. Does your school or district have a policy
that explicitly condemns racially, sexually, and ethnically
biased behavior?

6. Does that policy have clear complaint
reporting, fact finding, and appeal procedures?
7. Are consequences c learly stated ;Ind
regularly publicized?
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8. Is the policy enforced consistently!

Organizational Framework
YES NO
9. Does an ombudsperson hear complaints
and respond to problems b.!fore they get out of hand?
10. Is the student government integrated?
Do a range of clubs include the active participation of
students from all racial, gender, and ethnic groups?
11. Does the parent/community advisory
board represent the diversity of the entire community? Is
it used as a forum for creating dialogue and consensus?

12. Has student tracking and in-class
hornogeneous grouping been replaced with heterogeneous
placement and instruction? Is there a long-range plan for
alternative assessment?

Data Collection and Monitoring
13. Does the school routinely collect data
on incidents of cross-cultural friction such as graffiti,
harassment, and slurs?
14. Is this data analyzed by race, gender,
ethnicity in order to identify specific cultural tensions
and to develop equitable school strategies to help resok e
them!

15. Have special programs or policies been
put in place as a result of such data analysis?

16. Does the school routinely collect
achievement data by race, gender, and ethnicity?
17. Is this data analyzed with the purpose of
identifying needs and successful learning strategies?

18. Have curriculum objectives and
instructional strategies been modified as a result of this
achievement data analysis?
19. Have parents and community members
from all groups been involved in the development and
implementat ion of corrective plans?
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School Events and Symbols
YES NO

32. Is there a multiracial, multi-ethnic,
gender-representative advisory committee to oversee this

plan?

20. Does the planning for all school events,
awards, and programs reflect the diversity of people in the
school by race, gender, and ethnicity?
21. Does attendance at school events also
reflect the diversity of the school community?
22. Are mascots, emblems, team names, and
trophies free from racial, gender and ethnic bias? Do all
people feel those symbols belong to them?

23. Are there important events and celebrations in the school that emphasize human unity and
diversity? Some examples are Earth Day, World Peace
Day, United Nations Day.
24. Do important events and celebrations
reflect the heritage of people other than male European
Americans? Some examples arc Martin Luther King Day,
Women's History Month, Hispanic Heritage Month,
Asian Pacific Heritage Month, and Indian Law Day.
25. Do pictures, decorations, and ornaments
in the school reflect the diversity of its population and
emphasize the message of unity and divers :?

Skills and Information
26. Do all students and staff understand the
meaning of the term culuce? Do they know that all people
are unique individuals and members of cultural groups?
27. Can all students and staff identify key
elements of the school culture?

28. Has therc been culturally sensitive and
inclusively planned staff development about diverse
cultural norms, communications and learning styles?
29. Does the curriculum include specific
objectives on cultural diversity, cross cultural
communication, and conflict resolution at all grades, and
in all types of programs?

30. Have staff and students been taught
specific strategies for conflict resolution, violence
prevention and crisis intim vent ion?

School Plan
3
31. Does your school have a plan for
impniving intergroup relations?

J

3
33. Do they have clearly stated goals and
realistic timetables?
34. Is there adequate funding and
administrative support to carry out a successful plan?

35. Does the plan include provisions for
both long-term change and short-term crisis management?

36. Has there been recognition and support
for the formal and informal leaders of the school
community who promote positive intergroup relations?

Self Awareness (to do by yourself)
YES NO
37. Have you thought about your own
gender, racial, ethnic and social class identity and the
various ways in which you are similar to, yet different
from, the demographic groups to which you belong?
38. Have you thought about how your own
gender, race, ethnicity and social class have influenced
how you learn and how you teach?
39. Have you talked about cultural
influences on teaching and learning with colleagues who
are of a different race, gender,and/or ethnicity?
40. Have any people who are different from
you by race, gender, and/or ethnicity shared with you how
they think these factors influenced how they learn and
teach?

41. Have you thought about how your own
culturally influenced teaching and learning styles are
perceived hy colleagues and peers who are of a different
gender, racial or ethnic group?
42. Do you honestly believe that all students
are capable of succeeding, regardless of their racial or
ethnic group, and gender?
43. Are you honestly willing to change your
behavior from ways that are comfortable to you, to ways
that may bc more helpful to students who are different
from you?

Li

Directions for scoring the ( :hecklist appear on page 23
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harassment. However,
Alschuler (1980, P. 27)
few discipline codes go
refers to the struggle to
so far as to prohibit both racial and sexual harassment, and
maintain school and classroom discipline as "war games,"
fewer yet identify rac,al/ethnic/sexist slurs as unacceptable
referring to the tension between teachers and administrabehavior. In m-liy cases, harassment and slurs are a begintors trying to oppress the studetzs, while the students try
ning point to a s..mflict that eventually becomes physical.
to resist the oppression This battle becomes particularly
Since fighting, in most districts, results in suspension, root
highly pitched in desegregated environments, where there
causes and precursors of fighting should be prohibited,
is a larger variety of behavior and interactional styles.
particularly as the result can be disproportionality in referAcceptable Behavior
rals and suspensions.
For most schools, rules reflect the expectation that chilDisproportional Impact of Student Codes
dren will stay in their seats, work quietly and alone, not
Vergon (1989, p. IV-B-16) says enforcing student codes can
touch other children, and do what the teacher tells them
result in disproportional minority referrals because "codes
to do. Discipline programs often set out to teach (force)
commonly fail to recognize the contemporary cultural,
students to submit to authority, falsely equating obedience
communication, and behavioral patterns of minority stuwith self motivation or self discipline.
dents which, while different from those of whites, do not
According to Sahatino, Sabatino and Mann
interfere with the normal educational functioning of the
(1983, P. 4), punishable behaviors in the 1800s were "tarschool. Codes with such provisions are quite common, oot
diness, hyperactivity, short attention span, proffinit), and
as a result of intentionally discriminatory motives, but
immorality." This has not changed much in the intervenlargely because responsibility for code development has
ing years, as schools still seek to overcome these disciplihistorically fallen on secondary building administrators,
nary roblems.
who ... are predominantly white land match"
In many schools, there is a great deal of room
He also discusses differential enforcement of
for interpretation when it comes to prohibited behaviors
student
codes,
and teacher indecision about the level of
in the discipline code. For example, many schools proresponse to disruptive conduct: "Failurc to respond consishibit "insubordination" which is open to a great variety in
tently and uniformly to disruptive behavior, irrespective of
teacher and student interpretation, as the definition of
the race of the students involved, may contribute to the
insubordination is not the same in all cultures.
perception that dual standards of discipline are operating
Even apparently more specific terms for
in the building and give rise to students seeing their school
prohibited behaviors (i.e. "fighting") open the door for
ON unjust and a hostile environment for their racial group.
variety of interpretation, as was seen in one district where
This in turn may lead to actual negative and inappnipriate
fighting was a suspendable offense. These definitions
behavior on their part" (p.
ranged from "must have body contact" to "blows must be
In scl-ulols with uninigrain or refugee p(pulathrown by both participants" to "blo(h.1 must be drawn,
t it ins, "tensions among groups naturally increase....Eacli
otherwise it's only a scuffle since this is just an elementary

Discipline

school." This lack of clarit m definition not only confuses students, but opens die di for to mote lros',-t. tiltur.ci
misunderstandings, and, therefore, disproport ionalit v in
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cultural group has its own standards and rites of page.
Different actions challenge pride and dignit( lot each
group" ((:tirwin and Mendler, r. 196). What may be
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ceptable rules or methods for discipline with one group
may be outrageously culturally insensitive for another
group. This is also true for inner city schools, where "the
culture of the students is very different from the culture of
the teachers and administrators. Even city schools with a
high percentage of minority teachers suffer from cultural
clashes" (Curwin and Mend ler, p. 197).
Many teachers hold inaccurate stereotypes
regarding inner-city children. They wrongly believe that,
"the inner-city child ... reacts to that environment by becoming psychologically tough and resilient. He [she] is
unlikely to admit to fears and concerns about his daily
existence, indeed he is unlikely to have such concerns.
He doesn't care as much as his middle class peer does
about getting ahead in life or school, his parents haven't
trained him to care or be concerned about doing well in
school, he doesn't mind being scolded by his teachers, he
is not as likely as his middle class peer to worry, and he is
unlikely to manifest symptoms 01 anxiety" (Hawkes and
Furst, 1973). These inaccurate stereotypes are thoroughly
debunked by the research done by Hawkes and Furst, who
found, among other things, that "teachers significantly
underestimate the anxiety levels of inner-city students and
exaggerate the anxiety of upper middle class students."
In regard to disciplinary disproportionality,
Gardner (1989) proposes a theory entitled "The Desegregated School Response Gap: A Teacher Response Typology" (see graphic). This typology is derived from Freedom
and Beyond (Holt, 1972), but it adds a number of responses to negative behaviors that are typically experienced in desegregated schools. Gardner cites examples of
differential teacher response along the continuum, such as
assuming that "minority students need time to adjust to
their school routines" (p. 37) and allowing their negative
behaviors to either slide, or not acting on them at all. He
indicates that "when teacher discretion is highest the
degree of negative consequences for minority students
increases proportionate to the latitude of discretion."(p.
38) He also discusses the "savior complex' of some minority teachers...a significant number of minority teachers
say that they 'come down harder on minority students' because they want them to do well."(p. 39) Finally, Gardner
lists a number of findings that are related to this theory,
stating that "the response gap can be reduced or eliminated only as administrators and teachers act consistently
and decisively on all negative behaviors" (p. 40).
From early childhood, males in our society
are primarily taught physical methods of solving problems
(building and wrecking things, moving about, playing
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with trucks, etc.). This tends to limit their problem-solving options primarily to the physical realm when they
respond to aggression from other students and results in
many more male entries into the discipline stream than
might otherwise he the case.
Proponents of theories about the gender
culture of schools argue that schools are mainly staffed by
[white] women (at least in the teacher ranks), and tend to
reflect female work ethics, values, work styles, and norms.
Boys must choose between being "masculine," and pleasing their peers, or being "feminine," which causes problems with their peers but pleases their teachers.
Kent (1972) describes a study by Levitin and
Chananie showing that teachers react negatively to male
students who behave too "femininely." They found that
teachers "reported less approval for the dependent male
than the dependent female, evaluated aggression as typical
for males and dependency as typical for females, and indicated greater liking for achieving boys and dependent girls
than for dependent boys." This teacher reaction to outof-role behavior by gender extends to all coeducational
schools, and constitutes as much if not more of an encouragement to disciplinary disproportionality than race or
national origin. However, there is an equal or stronger
reaction to in-role behavior of male students, also resulting in many more male referrals than female referrals.
Indeed, in schools where the majority or ;Ill of the students are Black or Hispanic, disproportionality by gender
still flourishes.

Remediating Disproportionality
Educators may find it difficult to discuss causes or remedies
for disproportionality in discipline if they do not recognize
cultural differences or perceive the extent of the dispari-

ties in their school. Documentation of the number of
disciplinary referrals and suspensions by race, gender, and
national origin is a necessary first step.
A discipline information system is the backbone of this documentation effort. The school should
have a written format for documenting discipline cases,
particularly in the event of referral from the classroom for
discipline problems, suspension or expulsion. The referral
forms should, at the minimum, contain information regarding student demographics (name, grade, race, sex,
national origin, etc.), name of referring adult, behavioral
description of offense, and disposition of the case.
A system should be maintained for recording
data from the referral forms. Minimally, the system should
be capable of generating data regarding number of referrals
and suspensions by national origin, race and gender, and

18
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number of referrals and suspensions by type of offense by

race and gender. The extent of disparity in disciplinary
referrals should be calculated by comparing the number of
suspensions or referrals for each group, divided by the
number of students' comprising that group.
Once the data have been collected, it is
instructive to graph that data. The graphs should show
the actual population of the school or district, and the
referrals or suspensions for each population group. These
graphs should he prepared, disseminated, and discussed

within the school staff at regular intervals. Reviewing the
data tends to eliminate discussions that begin with "We
don't have this problem here," and focus the discussion in
a more proactive direction.
Currently. most school districts collect data
on their student suspensions by race, gender, and national
origin. However, once a student has reached the level of
suspension, the administrator is often facing a rather cut
and dried situation, where suspension is virtually the only
option. It is imperative that school districts examine their
data on student referrals, as well as for suspensions, because the person making a referral has a wider number of

alternatives, and disproportionality is more likely to occur
at this point. In districts and schools where there is a
concerted effort to study referral data and develop remedies for patterns discovered, disproportionality has often
been reduced by that effort alone.
Following a study of the Iscipline statistics,
the school staff may want to examine their policies and
procedures to determine whether there are ways in which
specific population groups are being differentially affected.
Differential impact is more likely to be found in application of policy rather than in policy itself. The staff should
work together to identify ways in which different staff
members are applying policies and to examine ways in
which those policy applications may affect inch idual
population groups differently.
An examination of policy enforcement may
turn up such differential practices as closer supervision of
boy's bathrooms and locker rooms than girl's bathrooms
and locker rooms, harsher rules or consequences for minority group members as opposed to whites, treating overt
rule-breaking behavior or open defiance more seriously
than covert rule-breaking behaviiir or passive defiance.
pressing all students to behave in the same (compluint)
way, failing to allow for different styles of learning, affirming rigid stereotypical expectations tor behavior (sellfulfilling prophesies), and varying the type and intensity if
feedback to students based on their race, nat tonal origin
oi gender. An actlim plan should be prepared to remedi-
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ate areas of concern. A strong staff development program
should be an integral part of this plan, with areas for training closely tied to areas of concern uncovered by the discipline data and policy analyses.
Closely allied with the above process of
institutional self-examination should be the further study
of issues in intergroup relations as brought forth in this
publication. These issues should be examined at the personal level as well as at the institutional level. Staff members can assist each other with increasing their self-awareness regarding their own behavior and expectations and

their interpretation of their students' behavior.
Finally, as we advocate throughout this publication, we need to approach equity in school discipline
by creating a climate that is conducive to the intellectual
and psychological growth of all children, and creates an
environment in which both children and adults can excel.
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A Note on Equitable Crisis Intervention
By bath L. Greenbaum, Ph.D., Research Associate
MANY school crises have their roots in cultural dissonance. Any school disruption involving culturally identifiable groups of students should be investigated
for possible underlying race, gender, or national origin
issues. In addition, things that appear to be individual
student problems such as fighting, carrying weapons to
school, low achievement and absenteeism may have
underlying causes: teaching methods and activities which
are not sensitive to cultural differences, a curriculum
which is foreign to the life experiences of some students,
or language and cultural differences in the community
exacerbated by poverty and unemployment. lf, despite
our best efforts, crises do occur, we must he ready to meet
the challenge in an equitable manner.
I would define a crisis as an immediate and
serious threat to the health or safety of students or staff or an

immediate and serious threat to property. Situations which

do not have these elements should not be considered
crises. When a problem situation escalates into a crisis,
the initial intervention by school staff must be focused on
defusing the threat of violence. Since a crisis situation is
extremely unstable, any action by the schools must be
immediate, appropriate, and fair.

Planning
Every school should have a clear definition of what cons:itures a crisis and criteria for differentiating a crisis from a
non-crisis squation. Schools should have clear policies
and procedures for crisis intervention, and all school personnel should be trained in equitable crisis management.
Resources needed for crisis intervention should be identified and located in advance. Equitable crisis intervention
is dependent on advance planning.

Community Involvement
Different cultural groups in the community should he
contacted for their help and support in both crisis prevention and crisis intervention activities. Community groups
can furnish advocates or spokespersons, if needed, for their
members who are involved in school conflicts, and community leaders can help defuse crisis situations by counseling those who are involved to de-escalate their behavior.
A list of-community leaders whO have vithinteered to help
in a crisis situation, should he maintained by the school.
Representatives of the schooi should meet at

the beginning of each year with representatives of the
police to discuss equitable crisis intervention strategies
and come to an agreement about the role of the police, if
any, in the schools during crises. Local media should he
asked to cooperate in reporting disturbances responsibly.

Mediation
Although mediation begins after the acute phase of a crisis
is over, mediators should be selected and trained, in advance, to negotiate equitable solutions. An effective
mediator must he trusted and respected by all members of
the school community. He or she must listen, ask questions, investigate, help clarify problems, and negotiate
soiutions and must be willing to deal with the oia.iions,
feelings, and perceptions of both sides, as well as the facts.
After the mediator has negotiated a resolution to the
problem that precipitated the crisis, the mediator should
write a report of the incident, describing the problem,
enumerating the solutions, and suggesting any changes in
the current operations of the school which could prevent
a recurrence of the problem.

Crisis Intervention Tips:
determine if the situation is a crisis
he prepared to act immediately, appropriately, and fairly
follow a crisis intervention plan
call for appropriate help from other staff, police, community leaders and coordinate efforts
stop the threat to persons and property
physically separate antagonists within the school setting
isolate the incident and remove onlookers
maintain self-control at all times
don't he distracted by less important issues, e.g. cursing
or shout ing

don't punish or threaten on the spot
listen without comment; this is not a time for argument
plan meetings for the following day with the groups
involved and their community leaders and
arrange for mediation.
The immediate goal of crisis intervention is
defusing and de-escalating the threat of violence. However, the ultimate goal of equitable crisis intervention is to
translate what is learned during the crisis into a schtiol
climate that encourages positive intergroup relations and
in which each student feels valued and successful.
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Matching Effective Instructional Techniques to
Culturally Appropriate Teaching/Learning Styles
Manha A. Adler, Field Sat L rp

WHEN it comes to teacher-student interactions in
the classroom, culturally appropriate instructional
techniques can have a significant impact on who is successful in school and who is not. Given the diversity
within the student population in our public schools, it is
appropriate to expect that we would find a variety of
learning style: among our children and teachers. If our
purpose as educators is only to have children learn a body
of knowledge, such as the parts of a plant or the dates of
specific events in the second world war, then we can stop
the discussion right b,ere. With such a narrow view of
learning, there would he very little need to consider how
students/teachers vary in their learning/teaching styles.
However, if we accept the challenge not only to teach
children content, but also to help all children become
better problem solver: in order to be productive members
in a diver:e society, then we need to take a serious look at
instructional practices within the classroom.
In spite of the fact that we all function in
similar fashions biologically and cognitively (we digest
foth.1 and learn to walk ;Ind talk), we clo come to school
with different personal, cultural, gender, racial, socioeconomic, linguistic, and psychological backgrounds, which
affect who we are and how we learn. Studies ha% e shown
that changing instructional techniques can have a positive
impact on pitpulations who historically have been at edu
cat ional risk. Kathryn Au's work in the Kameha-meha
Early Education Program (KEEM has demonstrated how
changing reading instruction to he compatible with the
talk story style of discourse that I lawmian children are
familiar with can have a positive effect on the achievement of the students. Met hodologles designed in response
to research on the uses iit language outside sChool are gottd
examples of how we can improve learnuie for students
who do not resptind to tradit ilmal methods ot inst Met 1011.

We are fortunate to be involved with cdueat ion ,u a tune
when there is such .1 rich body of informat it m ,11,ulahle on
diverse learnin!, styles ( Be,111C, I OSS; Best , 1 QS 1: I )elpit ,

1; Ileath, 1981, Sadker ,md Sadker, I q52).
Not only are there differences across groups
ot people, but also ranges within groups. In fac t. this phenomenon can he v101t.'cl within ,mv nuc lear faintly. I 1 t '1%
often have we said to ourselves or heard parents s,ly t 1111112s
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like, he s :ny talker; she's my athlete: I don't know where
he gets it fro,n; she's not like anyone else in the family,
and so on. If :ach diversity can exist within one family,
then how mud, more so with the children in our classroom.

-owever, we must he careful not to label
children because they claim membership in a particular
group. It would be a terrible disservice to OUT students if
we were to attribute learning characteristics to an individual child because of characteristics of a larger group.

Learning Styles
One of the most important distinctions in learning style
seems to be that of the field dependent learner and the
field independent learner (Ramire: and Castenada, 1974).
These two categories are like the color spectrum. There is
not only one shade of blue but rather a range going from
one extreme to another.
Field dependent mildents are best described as

people who need to learn in a context that is connected to
their lives in .t real way. Learning is facilitated k cooperative groups and helping others learn. They are affected by the feelings and opinions of others, in general,
and by the teacher, in particular. Thus, for this learner,

changing instructional
techniques can have a ppsitive
impact on populations who
historically have been
at educational risk.
. .

concepts are best presented when the oblect ives are
clearly expLuned and ,ITe related to personal Interests and
experiences. These learners need to know the why 01
something and what the results ot iii iii ion will be.
At the idler end ot the spee t rum is the field
CitIltext to Make
independent itudcnt who does flit P.1
the learning meaningful. Thu field independent person
prefeis to i mirk aloiw, is energLed k m.t 'wet mon, and is
task oriented. The\ are rit it concerned about their social
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environment during the learning process. These students
do not seek the attention of the teacher; their interaction
with the teacher is "on-task."

Teaching Styles
As the field dependent learner is concerned with the
social and connected aspects of learning, so too is the field
dependent teacher. Consequently, a field dependent
teacher reaches out to the child as a person, by displays of
approval and warmth in an attempt to strengthen relationships. This teacher runes in to the child's confidence
or lack there of and adjusts teaching methods to meet the
student's need. He/she gives guidance to students, making
the purposes of the lesson clear, encouraging children to
imitate their actions. This teacher encourages children to
develop a group feeling by working together in solving a
problem. Before launching into a new topic they will set
the stage for their students, and personalize the lesson,
seeking out the students' prior knowledge on the topic to
be taught. The human aspects of the curriculuM are emphasized, and he/she uses teaching materials that will
elicit expressions of feelings and opinions.
The field independent teacher, on the other
hand, uses a lecture style, starting with abstractions and
moving to examples. This teacher is task oriented, preferring a trial and error approach to learning, while centering
attention on instructional objectives, making social concerns secondary. He/she encourages independence and

competition while being a consultant/informantencouraging children to solve problems on their own. Learning
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[have found] that teachers tend to teach
in the same style in which they prefer to learn, and that
.

not all children can easily accommodate themselves to learn

well in a teacher's preferred style. Consequently in many
classrooms there is a serious discrepancy between vi hat is
being taught and what is being learned" (Beane, p. 11).

The child who needs to feel connected to his/her teacher
and have the subject personalized in order to learn, is
going to he frustrated by the teacher who instructs the
child to "figure it out yourself."
Recognizing the influence of assessment and
curriculum guides on instructional techniques, the following is written for the teacher who tends to teach in a singular mode in which traditional, independent learning is
the expected style. Most classrooms today still rely on the
teacher and the book as the sole source of learning. We
know that many girls and ethnic and racial minorities do
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not learn well in such traditional settings. It, therefore,
becomes essential that teachers learn to recognize their
teaching styles and the diverse learning styles of their
students in order to adapt and vary lessons so that each
Lhild has an equal chance to learn and be successful in
se hot.A.

Remedies for Classroom Instruction
Step One: Learning About the Learner
Getting to know our students heymd their school
records takes more time and effort, hut the payoff is worth it.

We should be curious about each child as a person who is
formed by his/her socioeconomic, racial, ethnic, linguistic,
family, gender, psychological background and environment. For example: How is the child perceived by his/her
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peers! Does religion play an important role in the child's
family? If foreign born, why did the family come here? If
they are from the U.S., where and what does that mean!
Are you familiar with that community and their patterns
of socializing, of story telling, of problem solving? What
interests does the child have outside of school that can be
tapped? What makes the child feel comfortable or anxious?

Step Two: Adjusting Classroom Materials and Instruction
Once a teacher recognizes that the students
represent a wide range of learning styles, he/she is presented with ihe seemingly impossible challenge of managing to reach everyone. Therefore, without giving up on
the curricula or the textbooks, teachers should find ways
to vary their instructive techniques in order to assure that
all children have the best opportunities for learning. As
educators, we need to get away from the classroom, be
reflective, and willing.to try new techniques.
This implies, therefore, that there is no one
perfect method in which to teach. We must rely on the
diversity of our students to guide us, h.v acknowledging each

student's way of knowing the world as valid. The following is
a brief summary of some instructive techniques in order to

balance out the textbook/curricular bound side of class.
tinun instruct km.

Activity Based/Experiential
The concept of activity-centered classrooms is one in
which the physical involv ment of the child is an integral
part of the learning proces.. It is characterized by concrete objects and real situations, for example, using beans
to learn place value in mathematics, visiting a local open
market in skIcial studies, (kr using an aquarium and plants
for an experiment on acid rain. Not only does this kind of
instruction benefit the child who is by nature a field dependent learner, but it has also been shown to benefit all
children.
Sh:.!er (1985) described a junior high school
math teacher frustrated because his students had "forgotten everything they had learned over the summer" (p.
115). When manip datives were suggested, the teacher
cringed saying that his students were too sophisticated for
such ;t "baby" approach. I lowever, knowing that something had to be done, the tea her was willing to allow the
researcher to reteach place value with the use of concrete
objects. Within a week of working with manipulatives,
the students not k mly knew what place value was, but they
actually undershnd it and were able to teach it to others.
"Students who see and manipulate a variety of objects
have clear mental images and can represent abstract ideas
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More completely than those whose experiences are meager" (Kennedy, 1986, p.6).

Cooperative Learning
Much has been written with regard to cooperative learning (Erickson, 1989; Johnson and Johnson, 1987; Kagan,
1989; Slavin, 1983). It is another way to break the traditional set of the ways things get done in the classroom.
Cooperative learning when carefully structured by the
teacher can become a vital means of helping children
learn from one another, build a positive social context,
and build self-confidence in field dependent learners.
However, cooperative learning must he carefully monitored for individual personalities within groups, different
abilities, different language backgrounds and so on, making sure that each contributes to the group. By working in
groups, children who might otherwise not be able to demonstrate their ability to understand a problem because of
their reliance on the teacher to always give input, are
given the chance to develop and demonstrate their own
thinking skills. Cooperative learning opens the door to
less teacher directed and more student directed activities.

Stations
Class7:mm activities that are focused on specific learning
outcom s but witholit time constraints can he set out at
stations, which are nlaced strategically in a classroom.
These activities m:.y be done by an individual student or
small groups of stt dents and are intended for students to
work independently of the teacher. Stations could be left
up and modified over IOng perik,ds of time "in order to
introduce or reinforce a concept, to foster discussion of
different problem solving strategies, to help build student
vkwabulary and to build intrinsic motivatikm in ... 'other!
related activities" (Linn, 1986). Such open-ended activities not only allow students to explore i topic in depth,
but also allow for variations in work habits. Many students need more time to learn and explore.

Career Awareness Activities
For the student who needs to see the relevance of school
work, it is essential that connections be made to the real
world. This can be accomplished by bringing role Mt dels
IO the classroom fkg students to learn for themselves first
luuid, not only abkmt careers but ;t1so about the usefulness
of what they learn in school. The parents and ol r relatives of the students themselves and recent high scb ol
graduates, or young adults are the best models for young
adolescents. Children need to see people who Iklok like
them, speak like them, and are of their same culture in
order for connections to the real world to be in: de.
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Conclusion

Scoring the Checklist

We as educators need to become learners. We need to be
reflective about our teaching and become observers of
what is around us. We need to know about the cultures of
the children in our classrooms and avoid making assumptions about a child's way of knowing just because of his/
her skin color, gender, ethnicity, or socioeconomic class.
Thus, I encourage every one who is responsible for teaching children to make it your responsibility to
be aware that despite basic similarities many of the children in your classroom will be different from you and
from each other in how they come to know their world;
get to know as much as possible about the chilL'a-en in

(See pages 12-13)

Record ONE POINT for each YES answer that you
have recorded. Then calculate your Self Awareness
Score and your School Culture Score.

School Culture Score: Count one point for each YES
answer on questions 1 through 36.
30-35 points. Adelante! Your district has many of the
components that contribute to a positive pluralistic
culture. Recognize your successes and identify those
areas that still need work. It's likely that you need
better coordination and institutionalization of your

your class;

most important, be flexible and incorporate a variety of
techniques into your classroom instruction.
It's not enough to recognize the diversity of
learning styles our children have; it is essential that we act
upon that knowledge.
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Model Programs for Intergroup Communications
lry Tasha Lebow, Field Services Specialist

THE pool of available resources Co improve intergroup
relations in schools has become as wide and varied as

the. social context of the school experience. Whether
through the curriculum content or through programs that
directly address the processes of student interactions,
many resources are available to promote positive intergroup attitudes and behaviors.
This list of resources is by no means comprehensive, but it represents the materials with which the
staff at Programs for Educational Opportunity are most familiar. Many of the models or materials described are
widely adaptable for a variety of audiences or formats, so
the categories should not be considered rigid or exclusive.
If you know of comparable models, please let US know

about them.

I. Prejudice Reduction Programs
A. It is often assumed that early childhood should be free
of the stress and discomf\irt that comes from openly confronting issues of racism, sexkm, physical disability, prejudice and bias. But in a sensitive and effective model, AntiI3uts Curriculum: Tools for Empowering Voimg

Louise Derman-Spark- makes a powerful case for confronting these issues directly with very young children. Even
two-year olds notice individual and group differences and
often make inappropriate evaluative categories based on
extraneous cha:acteristics. The anti-bias apProach confronts the reality of differences related to race, gender,
Culture, or ability in4idc velopmentalk appropriate manner that will facilitate positive identity and attitude formation. It affirms that we are united in our common human experience and share many more similarities than
differences. It empowers children by providing information to replace assumptions and by teat hing t twin ti, rec,_ini:e and confront ideas and behii v It rs that are biased.
While specific developmental information
and activities are detailed for children aged 2-5, many of
the activities, strategies, and approaches are very apprk
ate tor older t hildren who have not 1141d the chance to
investigate the nature of different us between peiiple. The

hook contains many insightful quotes, necdote, nd
snmll vignettes to illustrate points made by the aut hor,

with parents around the anti-bias approach and general
curriculum development. An extensive resource list includes recommended children's books on diversity issues
related to race, disability, gender, culture, family structure,
stereotypes, and prejudice.
B. The Anti-Defamation League has been
active in human relations program development to increase racial, cultural, and ecumenical understanding
since the early years of this century. They have developed
many models worthy of review, but perhaps the most
promising is their comprehensive prejudice reduction
training model for schoolsA W'or/t1 of Difference. A
successful collaboration between corporations, educators
and the media produced the initial work in Boston in
1985. ICS major components are extensive teacher training and curriculum resources, television documentaries
about specific ethnic groups, and a variety of projects
designed to increase public involvement and awareness.
The curriculum materials cover historical
overviews, aspects of prejudice, stereot \ ping, discritninat ion, rac ism and scapegoating. The activities involve
readings, discussions, and problem-solving activities that
assist students' understanding of how we have tainted our
history with misconceptions and misunderstandings about
people we perceive to be different.
One major strength is the local focus of kith
the content and the process of the inodel. It has briiught
together collaborative teams of local corporate and civic
leaders, educators, and media to build a foundation for

It
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only a few children are of different bat kgn mods.
ft includes a chapter devoted to working
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making the appreciation of diversity a community
strength. This allows the model to take on the personality
of the locality in which it is implemented. The model has
been adapted in other urban centers, each involving local
planners and developing content specific to the geographical region.
In the past 5 years, over 50,000 educators
have been trained in the model nationally.Within the
Great Lakes Region Detroit, Flint, Dayton, Cleveland,
Minneapolis-St. Paul, and Chicago have participated,
producing components that include, for example, local
historical information on the settlement and growth of
ethnic neighborhoods and the contributions of people of
color to the area's development. Coupled with the powerful component of local media commitment, A World of
Difference is a significant tool in bridging historic harriers
between ethnic, racial or culturA factions within our
communities.
C. The link between attitudes and behavior
has long been re:ognized as a "chicken-and-egg" relationship. It is easieF.i to affect change in one by first causing
change in the other. The simulation game, BuFd BaFá
gives participants an experient ially-hased opportunity to
explore their own feelings and reactions to being a
stranger in a new culture, and to meeting visitors who are
"different" from their own culture. BaFci BaFd assists
people examine subtle and overt asPects of culture and
issues of tolerance to differences between cultures. A
modified and adapted version called RaFá RaF6 is also
available for young children, kindergarten through eighth
,

grade.

To play BaFci I3aEri a group of 20-40 people
would he divided in two gr nips and moved to separate
rooms. Each group is taught its own artificial culture,
complete with language, values, and conduct. The cultures then exchange visitors repeatedly. Without asking
direct questions about the new culture's values and behaviors, each group tries to discover the underlying operations
of the other culture.
The critical part of the experience is the
debriefing discussion after the visitations. Led by a facilitator, many critical issues surface as players reflect on their
reactions to being immersed in a foreign culture and to
interact ing with those perceived as different. Aspects of
culture that can interfere with interpersonal or institutional relationships also arise. The direct experience of
13aFir elicits stri mg reactions and sensitive insights,
as the experience strikes deeply and relates to many aspects of human interaction.

Programs for Educatitinal Opportunity

II. Conflict Resolution Models
A. Once differences of opinion create divisions within
any community, techniques for creating dialogue are nec
essary to move towards resolution. Luvern L. Cunningham of the Mershon Center at Ohio State University has
developed a model based on American Indian processes
and structures for conflict resolution. His KIVA Model
provicles a structure for constructive interaction between
grouj.s who hold conflicting positions. It is a group process technique that moves participants towards resolution
of the conflict.
A "kiva" is the circular structure that Hopi,
Navajo, and Pueblo Indians traditionally use for religious,
political and social ceremonies. In Dr. Cunningham's
approach, the speaker's podium occupies the middle of the
kiva, with participants organized in homogeneous role (,r
interest groups that sit in an octagonal pattern around the
podium. Each role group receives its turn at the podium
to present its rerspective on the issue and to respond to
the same questions posed by the facilitators, whel also
record the discussio,1 on flip chart paper. Members of the
other groups cannot interrupt or speak out of turn. Often
for the first time members of each group really listen and
understand the other groups' point of view. Comtnonalities between different groups' commitment and positions
also become apparent. The entire group can then move
on to the brainstorming and development of action steps.
Dr. Cunningham describes the process as
"remarkable in its ability to condense political and social
space." This direct and elegant approach to intergroup
communications has wide implications for educators. It
could be adapted for classroom discussiom or debates, as
well as assist in community-based problem-solving efforts
on very complex issues.

B. On the bus, on the playground, or in the
hall disagreements between students occur and sometimes
erupt into situations that require formal intervention from
school personnel. In a school with a Conflict Managers
Program in place, the disagreeing students could ask (or he
referred to) a peer conflict manager to help them resolve
their disagreement before there is an escalation. The
widely recognized Conflict Ma agers Model t,ains students
to act as mediators in student-to-student disputes. It has
produced broad based success from upper elementary to
secondary students. Empowering students not only adds a
resource to maintaining a peaceful and safe climate on the
school grounds. It also emphasizes leadership sk ilk and
students' abilities and responsibilities for settling their
own disagreements non-violently.
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When a school undertakes the program,
students nominate peers from each class who possess good
interpersonal skills, leadership potential, and a commitment to peaceful resolution of conflict. The most effective programs include nontradtional, as well as traditional

...e peer mediators :eceiee training in
student leaders. Th
communication skills and the mediation process and continued support funn a faculty advisor. Role-playing, simulations, and vignettes are used to practice the techniques
and familiarize students with the subtle aspects of their
role. In addition to affecting the school climate, teachers
and parents of student mediators report the experience
clearly improves the communication and problem solving
skills of these students.

Through the curriculum components (with
appropriate content for upper elementary, middle, or high
school), all students improve their skills in listening, expressing themselves, reading nonverbal cues, and other
fundamental communication skills that often go untaught
or unnamed. The curriculum also covers theories about
conflict and resolution techniques that help all students
become more effective communicators.
C. Upset by the high incidence of teen-onteen violence being treated in the emergency room of
Boston City Hospital, Dr. Deborah Prothrow-Stith developed the Violence Prevention Curriculum for Adolescents.

The model's intent is to change students' attitudes and
behaviors relative to violence by studying aspects of interpersonal conflict that often escalate into violence, and by
providing conflict resolution alternatives. The ten-session
curriculum can be infused into school health, sociology, or
psychology courses at the middle or high school level.
Students are often shocked to learn they are
at high risk of becoming victims or perpetrators of violence, as homicide is the leading cause of death for adolescents. Role-playing and trigger videotapes help students
become expert analysts of behavior and developers of
strategies to de-escalate explosive situations. The model
has also included strategies and resources to reinforce the
curriculum throughout the community. In Boston local
businesses, media, and institutions (like the YMCA) have
sponsored workshops, mass media campaigns, poster contests, and other strategies to emphasize the Violence Prevention message and technique. The designers have also
begun developing components for peer leadership and
parent support groups. The program has also been
adopted by community mental health programs in Chicago, and through criminal justice prtnzrams in Dayton,
Ohio.

III. Curriculum Components
A. Reducing Adolescent Prejudice, one of the earliest mirk:,
of its kind, remains one of the most effective tools for
helping secondary students understand and break the
historical pattern of bias and discrimination. This model's
strength is its instructional focus on critical thinking and
moral reasoning. Students analyze primary resource material and historical or sociological documents. The teaching strategy for each moves through the analytical processes of recall, inference, interpretation, and hypothesis to
synthesis and evaluation. Helping students become critical, independent thinkers makes them less likely to accept
status quo stereotypes and biases. They become more
effective at analysis and evaluation of attitudes and behavior. Organized in a lesson-plan format, with instructional
strategies, handouts, and structured discussior. questions
the model is a fundamental resource for teachers of history, sociology, psychology, economics and those concented with critical thinking skills.
B. Fair Phry: Developing Self-Concept and
Decision-Making Skills in the Middle School is an effective

tool for helping students unravel some of the external
forces that shape our self-cocept, such as cultural values,
historical stereotypes, and group pressure It examines
the sophisticated mysteries behind role stereotypes, exclusionary lapguage, gender-based differences in communication styles, and the power of group norms. The model
focuses primarily on aspects of gender role identity but the
content also pertains to cultural and historical norms.
Developed through the Women's Educational Equity Act
Program, it is a diverse middle school curriculum resource
appropriate for guidance programs, language arts, social
studies, math or science classrooms.
Three of the six components are of special interest to
people working on issues of group dynamics and personal
empowerment. The preliminary manual, Decision.s and
You, is a 12-lesson unit that explores and helps develop
personal and group decision-making skills. The manual
Decisions about Roles helps students understand that roles
arc not static and cart change over time or in various situations. It emphasizes that we can choose and define our
own roles and that we can actively avoid the limitations
of historical stereotypes and peer pressure if we learn to
recognize them. The Decisions about Language unit has
students compare and analyze spoken and written Ian4uage for bias, and examines the subtle ways in which
stereotypes and historical biases are communicated. The
other manuals, ent itled Decisions about Physical Ability,
Decishms about Math, and Decisions ahout Science, give

Equity Coolitum, Winter 1991

Programs for Educational Opportunity

2?

27
specific skill-building activities while building students'
self-copfidence in each of the areas.
C. Open Minds to Equality: A Sourcebook of
Learning Activities to Promote Race, Sex, Class, and Age

Equity contains many useful lesson plans and activities for
elementary and middle school classes that are learning
about equality. The lessons include role plays, case studies, dilemma stories, creative, and expository writing to
examine aspects of communication and social process.
They provide effective definitions and examinations of
the "isms" in both historical and interpersonal contexts.
The book provides experiences in cooperative groups and
alternative problem-solving techniques. The final chapter, "We Can Make Changes," gives students skills in
evaluating and strategizing for positive change in their

own worldthe popular media, textbooks, their schools,
etc. Easily integrated into the standard curriculum, the
lessons are keyed to various content areas. An comprehensive annotated bibliography extends the usefulness of
this excellent resource.
D. When done effectively cooperative instructional techniques can have a profound effect school
climate and group dynamics. There are now many excellent resources to help teachers successfully implement
cooperative learning strategies. While space does not
permit describing all these ressources, Martha Adler cites
several good ones in her article in this issue. TRIBES: A
Process for Social Development and Cooperative Learning is

especially valuable for those organizing groups for instructional or other purposes. TRIBES offers some of the hest
activities for introducing the approach to a group. It aids
formation of cohesive groups with activities and exercises

Do we have your correct address?

that help students understand the advantages and processes of cooperative group dynamics. These activities
promote inclusion, good communication skills, and selfawareness and a healthy interdependence of group members.
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