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Helping Teachers Thrive
on Diversity and Change

By Hee-Won Kang

Increases in the number of language minority students have resulted in in-
creased numbers of teachers trained to teach them. In California, the number of
qualified teachers increased 31.3 percent from 1994 to 1995 alone (Macias, 1995).
Alongwiththequantity of teachers, thequality of trainingthat they receiveisbeing
addressed in some areas. New standards and systems of training teachersto teach
language minority students are evolving to meet the demand for increased quality
and quantity of teachers.

One example of this is the new system in California for multiple-subject and
single-subject teaching credentials with Crosscultural, Language, and Academic
Development/Bilingual, Crosscultural, Language, and Academic Development
(CLAD/BCLAD) emphases. Teachers gain knowledge and skillsin three domains
for CLAD emphasis (language structure and first/second language devel opment;
methodol ogy of bilingual, English language devel opment, and content instruction;
and culture and cultural diversity) and six domains for BCLAD emphasis (adding

methodology for primary language instruction; the

] culture of emphasis; and the language of emphasis)
Hee-Won Kang isan (Walton & Carlson, 1994). These domains encom-
associate professor inthe  passacomprehensiverange of knowledge and skills
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Rohnert Park, California. However, training in these domains may not be
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enough to prepare teachers to meet the needs of and effectively educate their
language minority students. Needs and problems of language minority studentsin
specificeducational situationsmay vary considerably. Teachersmay oftenneedthe
skillsto analyze needs and devel op unique sol utionsto particul ar problems. Thisis
particularly truein times of increasing reform and restructuring of schools, during
which teachers may be assuming new roles and responsibilities to discover and
develop programs that work for their particular student populations.

Many states are mandating site-based management (Holcomb, 1993) which
may beincreasing opportunitiesfor teachersto assumeincreased decision-making
power in curriculum and other areas. Local districts and schoolsin some areas may
assume greater control and flexibility in programs that were federally and/or state
mandated. For example, in Californiathereisincreasing pressurefor greater control
at thelocal school district level over development and implementation of programs
for language minority students (Macias, 1995). Asschoolsimplement new types of
programs (such as Specially Designed Academic Instruction in English), many
content-areateachers may hold increased accountability for the language devel op-
ment of their language minority students.

Assuming many of these new responsibilities and designing or adapting in-
struction to meet specific needs of language minority students may call for the
development of new skills. There are skills and knowledge outside the domains
discussed above, particularly in areas such as research, program and curriculum
development, staff development, and collaboration, that teachers may need to
develop to meet the challenges of specific educational situationsthey may face. In
proposed CLAD/BCLAD programs in California, research, program and curricu-
lum development, staff development, and other skills are emphasized in domains
of learning for those who are training to be CLAD/BCLAD speciaists (adifferent
program than the ones for multiple-subject and single-subject CLAD or BCLAD
credential seekers). But development of these skills should not be limited to those
training to be specialists. | think that multiple-subject and single-subject teachers
with CLAD/BCLAD emphases al so heed to devel op these skillsso that they can be
in abetter position to collaborate and work with specialists, colleagues, and other
professionalsto collectively analyze and solve problemsinstead of mainly relying
on specialists or outside expertsto do so.

The purpose of this paper isto discusstheimportance for teachersto develop
knowledge and skillsin the areas of curriculum development, action research, staff
development, and collaboration. It makes sense that if we are to hold teachers
accountablefor their students' learning, thenthey should have moreresponsibility
in deciding how to help their students learn. Teachers can use these skillsto find
uniquesol utionsto specific problemsand needsof theirlanguageminority students.
With such knowledge and skills, teachers may be in a better position to function
more effectively in restructured and reformed school environments. In traditional
school cultures, such training may help teachersbecome aforcein pushing for and
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shaping any needed changesin curriculum and other areas. This paper will discuss
specific skillsthat teachers may need and how teacher education programscan help
teachers devel op such skills.

Curriculum Development

Theplanning, design, and devel opment of programsand curriculathat promote
the academi c language devel opment of second language students can occur at dif-
ferent levels. Asthe curriculum planning and construction process involves col-
lective uniformity among teachers, the endeavor of local districts to develop pro-
grams and curricula often involves centralized planning at the district level.
However, meeting specific needs of students requires flexibility and responsive-
nesson the part of teachers (Monson & Monson, 1993). To ensurethat curriculum
meetsthespecific demandsof their oftenvarying educational situations, needs, and
student populations, there is a need for decentralized, school-based planning to
work together with district-wide planning committees (Stewart, 1993).

| believe that teachers can and should take a more active role in designing,
developing, and evaluating programs and curriculum that meet the specific needs
of their students. Aswith F. Michael Connelly and D. Jean Clandinin (1988), | think
weshouldtakeaninterestin® shifting thecurricul ar emphasisfromtheprescriptions
of outside developers, policy makers, academics, and others to the decisions of
teachers’ (p. 147).

There are sound reasons for teachers to take increased roles in not only
implementing but also in adapting and devel oping curriculum. Externally designed
and produced curriculum material s cannot take into account the variety of different
educational contexts, demands, and needs of the classes in which they are used.
Rather than just implement “teacher-proof” curriculum materials in specific ways
for specific intentions as prescribed by its devel opers, teachers need to know how
to discover the potential of curriculum material through inquiry, action research,
adaptation, and development of curriculum to meet their own intentions and
students’ needs:

[curriculum implementations] are thought to be failures because the intentions of
devel opersand implementors do not show up unambiguously in classrooms.... As
teacherswe must trust our own personal practical knowledge...and decidewhat is
needed in the particular mix of our classrooms. We do not want these matters
decided by others. Good curriculum materials have many different potentials for
different people in different circumstances. As teachers, we must realize this
potential. (Connelly & Clandinin, 1988, p. 152)

Recognizing the potential of content-areacurriculumfor second language students
is critical, particularly when materials and instructional activities may not have
originally been designed with language minority studentsin mind. Teachers need
the abilities and decision-making power to utilize the curriculum to its fullest
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potential for language minority aswell asmainstream students. Teachersneedto be
ableto select, organize, adapt, and create curriculum material sto meet the academic
language, literacy, and learning needs of students, which may vary from class to
classand school to school. Different classes may contain relatively different mixes
of linguistic and cultural backgrounds aswell as different mixes of native and non-
native speaking students, and curriculum must take these factors into account
(Fillmore, 1989).

Sel ection of multicultural content and emphases may vary depending uponthe
composition of the class. The organization of language content in the class may
differ accordingtoimmediateneedsof theclassor other classeswithwhichtheclass
content is coordinated. Certain curriculum materials may be less comprehensible
than othersand require considerabl e adaptation and supplementation to makethem
comprehensibleto second language students. Someinstructional activitiesmay not
provide opportunitiesfor the kinds of language comprehension, use, and negotia-
tion of meaning conducive to language acquisition. Well known instructional
approaches and strategiesthat areimplemented with successin someinstructional
situationswith some student popul ations may not alwayswork sowell in others. In
fact, they may sometimes produce negative results when they are implemented
uncritically (Bartolome, 1994). In short, teachers need to be ableto select, organize,
adapt, and devel opinstructional activities, techniques, and materialstofill incertain
voids between what is commercially available and what is needed. Approaches,
methods, techniques, and material sfor hel ping language minority studentsdevel op
second languageand literacy skillsasthey arelearning content areamaterial arestill
evolving, and teachers can play avery substantial rolein their evolution.

Increased responsibility for curriculum development among teachers may
mean more preparation than teachers currently receive. Teacher preparation for
curriculum planning receivesrelatively little emphasisin many colleges of teacher
education (Silberstein, 1982; cited in Ben-Peretz, 1990). In general, there are a
variety of skillsand knowledgethat teacherscoul d devel op that woul d preparethem
for increased curricular roles and responsibilities. Teachers could learn tasks,
processesand stepsinvariouscurriculumdevel opment model s. Teachersmay need
to learn certain analytic methods and tools for effective analysis of needs and
existing curriculum, including different methods of information collection, various
methods of needs assessment, and various frames of curriculum analysis, such as
Curriculum Item Repertory, Curriculum Anaysis Matrix, and sets of structured
guestions for analysis of syllabi.

Teachers could also develop discourse and text analysis skills to determine
what academic language and skills their students will need to develop. For curri-
culum planning, teachers could learn different planning frameworks, such asfactor
inventoriesand rating scal es, aswell as principlesand guidelinesto plan and teach
courses. For design, teachers need to learn how to articulate goals, develop and
sequenceobjectives, designlearning activities, and devel op eval uation procedures.
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They couldlearn principlesfor organizing, sequencing and integrating content. For
developing an integrated curriculum, teachers could use planning models for
making curriculum connections (Palmer, 1995) and knowledge of different inte-
grated curriculum approaches (Beane, 1992). They could learn adaptation skillsto
make the curriculum more comprehensible to language minority students without
watering down the content of the curriculum. They could also learn guiding
principles of curriculum implementation. These and other skills would be very
useful for teachers to be able to organize, develop, and create a curriculum that is
accessibleto all of their students.

Action Research

Developing and implementing an effective curriculum involves research and
evaluation of what student needs are, what the language and | earning demands of
different educational situations may be, and what instructional activities and
materials work best in the classroom. Action research can be an important part of
both curriculum development and professional development among teachers.
Changes and innovations in educational programs and curriculum are basically
dependent onchangesinindividual classroomsandteachers(Fullan & Stiegelbauer,
1991). Research, particularly action research, givesteachersthetoolsto make such
change for themselves and other teachers:

...action research transfers ownership of the change processto the teachers. They
aretheresearchers, thedevel opers, theinnovators, and theeval uators....who better
to analyze teaching and learning than the teachers themsel ves through the agency
of action research? (Holly, 1991, p. 135)

Actionresearch can beamatter of doing research and thentaking actiononthebasis
of theresearch (research for action), taking action that is accompanied by research
(researchinaction), or taking actionthat isfollowed by research (research of action)
(Hally, 1991). It is usualy cyclical in nature.

Inwhatever form, actionresearch can beaway for teachersto not only discover
and solve problems in classrooms and schools but also of trying out or creating
methods, techniques, and materials while assessing their affect on the learning of
their students. Curriculum development skills alone may not be enough. With the
diversity of cultural and linguistic backgrounds, learning styles, relative mixes of
students, and other factors, such practitioner research andreflectionisimportant for
teachersto analyzelanguage demands and student needsand to find what worksin
their particular educational situations. Designing and developing curricular solu-
tionsto problems may be more effectiveif such solutionsare evaluated and revised
to meet specific needs as they are being implemented.

Again, though the emphasis is on expanding the role of teachers, it does not
mean lessening the role of specialists or other researchers. Action research is

commonly conducted in collaboration with other teachers, university professors,
. _________________________________________________________________________________________]
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specialists, etc. Teachers need the research skills to define problems, collect and
analyze data, and plan, implement, and eval uate action programs on a more equal
basisin collaborative action research and to avoid being simply coopted by other
professionals. Teacher education programs can provide information concerning
models and stages of action research, data collection methods, dataanalysis skills
of datareduction, display, and conclusion drawing-verification, problem analysis
and formulation, planning, implementation, and evaluation of action programs
(Holly, 1991).

Staff Development

For effective staff development that is concerned with the specific problems
and needs of students in specific educational situations, teachers may need to
become moreinvolved in their own staff development. Traditional methods of staff
development, often one-shot workshops given by outside experts, frequently have
problems associated with lack of focus onimmediate problems, concerns, or needs
of schools, teachers, or students (McLaughlin, 1991; Fullan, 1982; Lieberman,
1995). Today’ steachers should be exposed to more of avariety of methods of staff
devel opment workshops, including some that give teachers more of arolein their
professional devel opment. Also, asteachersthemsel vesgrow professionally through
inquiry and action research, they may want to share their knowledge with other
teachersand conduct workshopsthemselves.

Staff development that is conducted within the context of teachers own
classroom settings, according to the RAND Change Agent Study, is one of the
factors that enable and sustain teachers' professional growth and vitality
(McLaughlin, 1991). Professional development can occur when teachers inquire
into their own values and practices, and from this perspective, staff development
“ dependslesson expert workshopsand moreonteacher-ledactivities, suchasstudy
groups, curriculum writing, action research, peer observation, case conferences,
program evaluation, trying out new practices, teacher centers, and participationin
outside events and organizations’ (Lieberman & Miller, 1991, p. 107).

Thisisnot to exclude the role of experts and specialistsin staff development,
asthey canbring val uableknowledgeand expertiseininnovative practi cesthat may
work in different situation. But teachers should not rely solely on them for profes-
sional development. Peer-oriented types of staff development can be doneevenin
conjunction with expert workshops. An additional problem with traditional work-
shops given by outside experts is a lack of follow-up or support by either staff
developers or schools (McLaughlin, 1991; Fullan, 1982; Lieberman, 1995). Peer
coaching is one peer-oriented devel opment activity that can provide such follow-
up. Programs that incorporate peer-coaching as follow-up to staff development
workshops have been found to be more effective than traditional workshops and
supervision (Munro & Elliott, 1987).
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To help present and future teachers assume these responsibilities and work
collaboratively for professional devel opment, teacher education programscan a so
include training in skills of critical inquiry and reflection. They can also help
teachersacquireknowledge of models, strategies, steps, and guidelinesconcerning
peer observation, peer or team coaching, teacher support team building, and other
types of programs for collaborative staff development. Observation skills as well
asskillsinusing and creating coding sheetsare useful. For peer coaching and other
collegia types of staff development, leadership, communication, trust-building,
decision-making, and conflict management skills are also necessary (Johnson &
Johnson, 1987). Knowledge of effectivetraining design isimportant for teachersto
help other teachers devel op skillstaught in staff development and transfer them to
the classroom. For example, findings of some studies support the incorporation of
four componentsin staff development: theory, demonstration, practice, feedback,
and continued support such as peer coaching (Showers, 1985). These skills and
knowledge would help teachers assume more of arolein the professional develop-
ment of themselves and their colleagues.

Collaboration Skills

Underlying the discussion of curriculum development and coordination,
action research, and staff development is not only the idea that teachers can take
responsibility for these activities, but also that they can do so in collaboration with
teachers, specialists, administrators, and other professionals. To encourage teach-
ers to choose to collaborate in these areas as well as take individual action when
necessary, teachersneedtheorgani zational frameworksand cultureswithinschools
inwhich to work collaboratively with others. Teachers may also need certain skills
and strategies to be able to work effectively in collaborative types of activities.

Teacher education programs can help teachers devel op knowledge and skills
in communication, teaching analysis skills, conferring skills, group process and
management of personal relationsin agroup, task allocation, peer group feedback,
problem solving approaches, consensusbuilding, introspection, eff ectivequestion-
ing strategies, conflict resolution and management, and other human relations,
communication, and collaboration skills (Alvarez, 1992; Ben-Peretz, 1990; Murphy,
1990; Smith & Scott, 1990). Other useful knowledge that can help teachers work
collaboratively in restructured schools, according to Joseph Murphy (1990), is
knowledge of organizational sociology (knowledge of how schools function,
school cultures, obstacles against and leverage pointsfor change, etc.) and knowl-
edge concerning the politics of education (nonrational aspectsof political process,
various models of influence, significance of conflict, etc.).

Training in Teacher Education Programs
Experiences in teacher education programs may contribute to professional
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isolation and dependence on outside experts for curriculum and training among
someteachers. Conversely, teacher skill and confidenceinfinding, devel oping, and
testing their own solutions to educational problems, taking more charge of their
professional development, and working collaboratively with others can also have
their beginningsin teacher education. Training in these skills can be incorporated
into existing coursework in teacher education programs. Some programs, such as
those at Sonoma State University and California State University, Fresno, are
integrating field experiences throughout much of their program rather than have
one semester of student teaching at the end. Courses that have practicum compo-
nentstaken concurrently areideal for including training and practice on the type of
curriculum, staff development, and action research skills mentioned above.

Observationassignmentsthat studentsaregenerally giveninteacher education
coursework canincludepeer observationand coaching of classmatesasthey try out
materials and instructional activities they have learned in methods or materials
development classesin their field experiences. Other activities and assignmentsto
help students gain experience in curriculum development, staff development, and
action research skills can replace previous course assignments that may be similar
but areoriented toward specificinstructional goal sorincludesuchemphasisonskill
development.

For exampl e, coursesthat have studentsgivegroup or individual presentations
canincorporate classtraining in effective workshop design and staff devel opment
skills to change such assignments into mini-workshops. Curriculum units and
lesson plans that are assigned can be oriented toward a particular educational
situation such as the students’ field experience. Instead of creating static, general
lesson plans for hypothetical classes, students could create lessons for specific
needs and situations. They could then evaluate and revise such lessons as they
implement them in their field experience. In formal, extended periods of student
teaching, student teachers can collaborate with master teachers and university
faculty to conduct action research, using research skills they have developed in
preceding or accompanying courses that include training in action research skills.

One example of how development of these skills can beintegrated into regular
teacher education courseworkisacoursetheauthor taught onreading/languagearts
instruction in the elementary school that was coordinated with initial teaching
assignments for the students. Normally, assignments included observations of
elementary school classes, development of two lesson plans, two assessments of
reading skills, and reports on articles in practical journals to introduce future
teachers to professional resources. All of the assignments were individual. The
author decided to give studentsthe option of doing acollaborative action research
project in their student teaching assignments that would still incorporate elements
of the individual assignments but that would address a particular educational
problem or need that the students would identify. Instead of reporting on journal
articles, the students could include information from the articlesin their rationales
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for certain activities or techniquesthey planned to try out in their field experiences
for the project. One of the lesson plan assignments could be done collaboratively
to design the action plan for the project. Students could use observations and one
of the assessment assignments to collect data on either a problem to address,
evaluation of the activity or “action” they had implemented, or both.

As well, courses can also help students develop collaborative skills by
encouraging collaborative as well asindividual work. Courses that assign curricu-
lum and material development projects can provide a framework for students to
collaborate on these projects. Elements of peer teaching and coaching can be
incorporated into classroom activities and assignments. Participation in such
collaborative groups and activitiesitself can help lead to devel opment of coopera-
tive skills.

Concluding Remarks

Theseareafew of thewaystrainingin such skillscan bedirectly andindirectly
incorporated into teacher education for K-12 teachers of language minority stu-
dents. Themainpointisthat teachers, inpreserviceandinserviceteacher education,
should have the opportunities to develop skills in individual and collaborative
research, curriculum development and coordination, and staff development. This
will allow teachers to take increasing roles in discovering, developing, critically
implementing, and eval uating what works most effectively in their classrooms and
schoolsaswell asadd to thedatabase of general information on educatinglanguage
minority students. Change and innovation in teaching language minority students
can and should comefrom thebottom up (teachersand students) aswell asfromthe
top down (administrators, government agencies, outside experts, etc.). Helping
teachersdevel op thetoolsto participatein the evol ution of programsand curricula
for K-12 language minority students will benefit students and teachers alike.
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