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A Note from the Authors

The Bridging Cultures Project has used a framework for understanding
cultural differences based on the constructs of individualism and collectiv-
ism. These constructs represent clusters of values that tend to favor either
individual or group needs—"independence” versus“interdependence.” The
reader is cautioned to remember that these two cultural values orientations
can be used to describe rel ative tendencies of groups, but no group is abso-
lutely individualistic or collectivistic. Nor isany single human being. More-
over, variation within any given culture is as great as variations among
cultures. Nevertheless, certain cultures are overall clearly moreindividual-
istic or collectivistic than others.

The United States has been judged to be considerably more individualistic
than the majority of cultures in the world, while culturesin Asia, Africa,
Mexico, Central America, and South Americaon thewholetend to be quite
collectivistic. Many of the kinds of conflictsimmigrant students and fami-
liesfrom these parts of the world (and others) encounter with U.S. schools
can be understood with reference to these two constructs. However, the
framework is best thought of as a starting point for getting below the sur-
face of culture to what some have called “deep culture.” It can be used to
hel p teachersthink about what might be going on and prompt questionsfor
further investigation, asthey get to know students and families personaly.

Of course, other factors influence values: level of formal education, eco-
nomic status, exposure to other cultures, and the like. People may become
bicultural through necessity or choice. In general, cultureis explored very
little in schools as a source of conflict between home and school, though
sometimes it isinvoked as a reason for students’ failure to achieve. Itis
the hope of the members of the Bridging Cultures Project that what read-
ers of any of our materials take away is the notion that learning about
students’ cultures while becoming aware of the cultural values underlying
usual school practices is not only worthwhile but extremely important.
Schools operate on the basis of an implicit value system that reflects the
values of the dominant culture, which are undeniably quiteindividualistic;
and large numbers of students (immigrantsaswell as native-born students)
havevery different implicit value systems. Usual practicesin U.S. schools
may not only be uncomfortable and unfamiliar, they may set students at
odds with the values they have been taught at home. We believe this kind
of negative outcome can be minimized when teachers learn to recognize
and tap students’ culture-based strengths as a result of conscious learning
about school culture and home culture.
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What is Bridging Cultures?

The Bridging Cultures Project is a collaborative action research and de-
velopment project involving WestEd;* the University of California, Los
Angeles (UCLA); California State University, Northridge (CSUN); and a
group of seven experienced bilingual teachers (four L atino and three Euro-
pean-American) from the greater Los Angeles area (Table 1). The pur-
pose of the Project has beento improve professional development for teach-
ersin order to make education for diverse populations more successful—
and for immigrant Latino students, in particul ar. The Project respondsto an
increasing need for teachersto understand culture beyond the surfacelevel
and to develop meaningful practices and materials that are harmonious
with students' home cultures rather than in conflict with them. In the fol-
lowing pages we show how the Project has addressed this need through
pre-service and in-service education, classroom-based research, and arange
of publications for teachers, teacher-educators, and researchers.

TABLE 1. Bridging Cultures partners*

Institution Partner(s)
WestEd Elise Trumbull

University of California, Los Angeles

California State University, Northridge

Los Angeles Unified School District

Los Nietos School District
(Whittier, CA)

Ocean View School District
(Oxnard, CA)

*some affiliations have changed

Language and Cultural Diversity Program

Patricia Greenfield
Department of Psychology

Blanca Quiroz
Department of Latin American Studies,
Department of Psychology

Carrie Rothstein-Fisch
Department of Educational Psychology
and Counseling

Marie Altchech
Stoner Ave. School

Catherine Daley
Magnolia Elementary School

Kathryn Eyler
Hoover Elementary School

Pearl Saitzyk
Westminster Ave. School

Giancarlo Mercado
Westminster Ave. School

Elvia Hernandez
Ada S. Nelson Elementary School

Amada Pérez
Mar Vista Elementary School

1 Bridging Cultures was part of the Language and Cultural Diversity Program (now Culture and
Language in Education) at WestEd. It was funded primarily by the Office for Educational Research
and Improvement (OERI) of the federal Department of Education between 12/95 and 12/00.
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PROJECT RATIONALE

The need to improveteachers' education about culture iswidely acknowl-
edged (e.g., Banks, 1995; Hollins, 1996; Irvine, 1992; Lucas, Henze, &
Donato, 1990), particularly in light of theincreased diversity of the student
population and lack of diversity within theteacher population. While 34.4%
of students are “non-White,”? only 13.5% of teachersin U.S. schools are
“non-White" (U.S. Department of Commerce, U.S. Bureau of the Census,
1999). With current trends, the imbalance of representation of “minorities’
in the teaching popul ation will not be addressed in the foreseeabl e future.
But even when teachersfrom “minority” communities do join theteaching
profession, they are often denied the opportunity to usetheir intuitive, cul-
ture-based knowledge in teaching because of pressuresto conform to domi-
nant culture norms (Nelson-Barber & Mitchell, 1992). Thefollowing quo-
tation from a new teacher who participated in a Bridging Cultures session
as part of a course for intern teachers in the Los Angeles Unified School
District illustrates this fact poignantly. This exploration must address the
value systems of teachers and schools as well as those of students' com-
munities.

As a first-year educator a major cause of frustration has been parents’

lack of involvement in their students’ education. | attributed this phenom-

enon to the school’s poor effort in reaching out to the community and the

parents’ lack of education. Reviewing this pamphlet 3 has helped me rec-

ognize my own culturally biased attitude. This is particularly important

because | am Latina and a first generation American. The university

system’s impact on my expectations and perspective is amazing to me
because | identify so much with my home culture.

In this case, ateacher who isworking in adistrict that is heavily Latino—
who was perhaps hired partly on the basis of her cultural and linguistic
knowledge—has been influenced by her education in ways that prevent
her from actually using her own cultural knowledge effectively with her
students and their families. It is clear that professional development that
supports conscious exploration of cultural valuesthat influence child-rear-
ing and education is a much-needed resource for all teachers.

Latino* students (called “Hispanic” inthe censusliterature) constitute 14.3%
of the total student population nationally—and vastly greater percentages
in several states (U.S. Department of Commerce, U.S. Bureau of the Cen-
sus, 1999). “Hispanic” students (immigrant and non-immigrant) are not
well-served in schools. Thisfact isreflected by their level of achievement
as a group and the numbers in which they drop out of school. In 1998,

2 This term is used by the Bureau of the Census. We might quarrel with it since it defines all
groups with reference to the dominant group (White).

3 Bridging Cultures in Our Schools: New Approaches that Work (Knowledge Brief). San
Francisco: WestEd.

4 We use “Latino” instead of “Hispanic” because it is a broader term for peoples from Latin
America (some of whose first language is not Spanish, as “Hispanic” denotes) and because it
appears to be preferred by Bridging Cultures participants, other colleagues, and families with
whom we have worked.
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90.2% of “White non-Hispanic” youth aged 18-24 had graduated from high
school, but the rate for “Hispanic” students was only 62.8% (U.S. Depart-
ment of Commerce, Bureau of the Census, 1998).

In California, where the Bridging Cultures Project has been concentrated,
“Hispanic” students constitute nearly 40% of studentsin the public schools
(U.S. Department of Commerce, Bureau of the Census, 1998), and many
of those students are from immigrant families. As a group, they perform
well below average on statewide achievement tests (Gandara & Merino,
1993)° and drop out of high school at higher rates than their European-
American and African-American peers (California Department of Educa-
tion Web site, www.ca.gov, 2001). It is clear that something needs to be
done, and research pointsto teacher education asthe most important source
of potential change (Darling-Hammond, 1999; Darling-Hammond & Sykes,
1999; Ferguson, 1991; Shulman & Sykes, 1983)—hence the focus of the
Bridging Cultures Project.

STRANDS OF THE BRIDGING CULTURES PROJECT

There are several strands to the Bridging Cultures Project:

Developing workshops for a core group of teachers on the cultural
value dimensions of individualism and collectivism and their implica-
tionsfor child-rearing and schooling

Documenting changesin thinking and instructional practice of these
teachers

- Supporting coreteachersin devel oping their own skills as researchers,
including teaching them how to use ethnography to learn about cul-
tures

- Coallaborating with core teachersto design and provide professional
development for other educators at conferences and meetings

- Teaching pre-service teachers, new teachers, and school counselors
about the Bridging Cultures framework

Publishing materials on the theory and teacher-devel oped practice of
Bridging Cultures and disseminating them through workshops and
other means

5 Of course, a substantial number of these students are still mastering English and probably
should not be compared to their English-speaking peers.
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Table 2 shows these strands and activities within them.

TABLE 2. Major activities of the Bridging Cultures Project

Workshops
7 Core Teachers

Three half-day workshops, Fall 1996

Meetings
7 Core Teachers

Ongoing meetings every 2-3 months,
beginning January 1997

Documenting
Teacher Change and

- Teachers document their own changes in practice

- Staff researchers document teachers’ changes in

| ti S .
nnovations thinking and practice
« Two UCLA seniors conduct ethnographic studies
for their psychology theses
Pre-Service | « Bridging Cultures 3-hour instructional Module

Teacher Preparation

incorporated in courses at CSUN
» Module presented at other CSU campuses

» Module used nationally at other colleges and universities

Development of
Materials and
Publications

(listed in Appendix C)

« Knowledge Brief

» Bridging Cultures: A Guide for Teachers (book)

» 2 Educational Leadership articles

- Bridging Cultures Teacher Education Module (book)

» 4 papers presented at the Annual Meeting of the
American Educational Research Association

« Connections article

« 2 books in preparation

Presentations/
Networking/
Dissemination

« Presentations at national conferences

« Presentations at California conferences

« Workshops for Head Start staff

- Presentations to networks of professional developers

- Dissemination Round Table (for college faculty and
professional developers)

THE COURSE OF THE PROJECT IN BRIEF

Staff researchers designed and carried out three intensive workshops with
the seven participating teachers during the fall of 1996. Teachers were
introduced to a theoretical framework that describes cultures in terms of
the degree to which they are individualistic or collectivistic (Hofstede,
1980, 1983; Triandis, 1989) and to classroom research based on thisframe-
work. In brief, individualism represents a value system in which greater
emphasisisplaced on thewell-being and rights of theindividual versusthe
group (family, community, society). Collectivism places relatively more
emphasis on the well-being and rights or needs of the group. The majority
of culturesin theworld, including most of the cultures of recent immigrants
tothe U.S., could be described as collectivistic. In contrast, the U.S., West-
ern European countries, and Australia, among others, could be described as
individualistic. Of course, no cultureiscompletely individualistic or collec-
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tivistic, but differencesin strong tendencies of groups toward one orienta-
tion or the other prevail and cause conflicts when members of these differ-
ent groups come together in common endeavors such as the schooling of
children.

The staff researchers were hopeful that the framework would help teach-
ersunderstand theimmigrant Latino studentsin their classrooms and their
students’ families' waysof interacting with their children and with the schoal.
I deally, these teacherswould make shiftsin their understanding that would
lead to innovative classroom practicesthat could be shared with other teach-
ersin similar situations. Theteacherswould, in effect, become researchers
themselves (“teacher researchers’), as they explored applicability of the
theory and past research to their own teaching. Staff researchers, teacher
researchers, and others® who became involved with the Project met fiveto
six times per year for the next four and a half yearsto continue the profes-
sional development process and share what was being learned. In the pro-
cess, teachers expanded their roles not only as researchers but as profes-
sional developers and writers. We present amuch fuller description of the
Project’s participants and teachers as researchers, its theoretical perspec-
tive on professional development, and its processesin Appendix A.

Purpose and Scope of the Report

The primary purposes of thisfive-year report are to:

Provide accountability. This report documents all of the major activi-
ties of the Bridging Cultures Project and reports the outcomes of the
research, devel opment, and dissemination efforts. In addition, we
evaluate the quality and impact of these efforts on the basis of avail-
able data.

- Target further research, development, and dissemination. We point
to new applications and future directions for the Bridging Cultures
Project, using all dataavailable to identify important research ques-
tions, new devel opment activities, and promising dissemination strate-
gies related to teacher professional development. In the process, we
reflect on how what has been learned could improve future work.

The report addresses the two purposes stated above, which could be re-
framed as two broad questions:

- What are the outcomes of the Bridging Cultures Project?

- What have we learned that pointsto and could inform future efforts?

6 As the project has grown, not only the core teachers but graduate students have contributed
to professional development.
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Thesetop-level questions can bedivided into several sub-questionsrelated
to the different strands of the Project:

1. What was effectivelineffective about @) theinitial professional develop-
ment workshops and b) the ongoing group meetings for core teachers?

2. What impact has Bridging Cultures had on teachers and other in-ser-
vice workshop participants? Specifically, @) What impact has Bridging
Cultures had on core teachers’ thinking and practice? b) How have
coreteachers’ professional livesand roles changed during the course of
the Project? and ¢) What impact has Bridging Cultures had on partici-
pants at presentations and workshops (other than the core group of
teachers)?

3. What impact has Bridging Cultures had on students of the core
teachers?’

4. How has Bridging Cultures affected pre-service educators, new
teachers, and counselors enrolled in graduate programs?

5. What is the nature and extent of the dissemination of the Bridging
Cultures Project? Specifically, @ Who has been served/reached by the
Bridging Cultures Project? and b) What resources has the Project de-
veloped, and what isthe status of their dissemination?

After areview of our sources of data and data collection procedures, we
take each question in turn and answer it on the basis of the data we have
collected. Following that, we discusswhat has been learned from the Project,
challenges faced, and reflections on what could be done differently “next
time.” Finally, welist possible future research and devel opment effortsthat
seem to build on what has been accomplished.

Sources of Data and Methods of Collection

Throughout the Project, both formal and informal methods have been used
to document all aspects of the Project and its impact. Table 3 shows the
toolsused.

Theteam also relied on telephone calls, faxed messages, e-mails, and let-
ters/notices between meetings to keep threads of connection going and to
plan meetings, classroom visits, and the like. Table 4 maps each source of
data to the appropriate strands.

7 While the project did not set out to study effects on students, because teachers report such
effects, we have documented and reported on them.




Final Report

TABLE 3. Tools used to document the Project and its impact

teachers’ journals (for their own use)

teacher questionnaire (to obtain background information on each teacher, e.g.,
country of origin, languages used, length of time teaching, etc.) given to
teachers at the first workshop

pre- and post-assessments of awareness of individualism and collectivism
given to all seven teachers (before and after the first three workshops)

videotapes of the three workshops and first follow-up meeting
exit survey (completed by teachers after the three workshops)

classroom observations of all seven teachers (minimum of two hours two to
four times, depending on teacher, beginning Winter 1998 and continuing
through Spring 2000)

written reflections by all seven teachers on a question posed by staff
researchers (periodically gathered at meetings)

two sets of extended, semi-structured interviews with all seven teachers
(ranging from 1%-4 hours; one set completed in association with classroom
Vvisits, one via telephone)*

field notes taken at each of the 24 meetings between Fall 1996 and
Fall 2000 (notes were reviewed and edited by all participants for accuracy)

periodic interest surveys completed by the core teachers (for planning
meetings, readings, etc.)

videotapes of a Bridging Cultures classroom and a non-Bridging Cultures
classroom (documenting peer relations and teacher-student relations in the
two classrooms)

evaluation forms distributed at most external presentations (to ascertain
perceptions of quality and utility)

questionnaires for reviewers of the Bridging Cultures Guide and Knowledge
Brief (including teachers and research colleagues: professional developers’
questionnaires completed by pre-service educators during and after courses
that included the Bridging Cultures Module)

e-mail questionnaires completed by graduate students after courses that
included the Bridging Cultures Module

e-mail questionnaires to selected core teachers to clarify their professional
development experience during their careers before they were involved with the
Project

The first classroom observations and interviews were coordinated, i.e.,
interview followed observation. Observations were guided by teachers’
discourse at meetings and in other conversations about changes in their
classrooms. For example, because the teacher had spoken at length about
parent volunteers, staff researchers focused on learning about volunteers
during a half-day visit and follow-up interview.



TABLE 4. Bridging Cultures strands and sources of data.

CHANGES IN PRESENTATIONS/
TEACHER PRE-SERVICE MATERIALS, NETWORKING/
SOURCE WORKSHOPS | MEETINGS PRACTICE PREPARATION PUBLICATIONS* DISSEMINATION
teacher X
guestionnaire
pre-, post- X X
assessments
videotapes X X
exit survey X
teacher X
journals
classroom X
observations
written X X X X
reflections
interviews X X X X X X
field notes X X X
interest X X
surveys
evaluations, X X X X
surveys

*All publications went through an editorial process that involved outside reviewers (e.g., the Knowledge Brief and Guide were
reviewed by teachers, professional developers, and professional editors; the Module by teacher educators and teachers).

salnyny buibplg
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QUESTION 1
What was effective/ineffective about the initial professional devel-
opment workshops and ongoing group meetings for core teachers?

Here we discuss the professional devel opment processes of Bridging Cul-
tures and their impact on the core teachers. The most intensive profes-
sional development took placein thethreeinitial workshops, but the ongo-
ing meetings served the purpose of professional development (through
teacher-teacher and teacher-researcher interactions as well as informal
presentations and participation by colleaguesfrom beyond the core group).
Of course, the meetings were also an opportunity for the staff researchers
tolearn about changesin teachers’ thinking and practice. What came up at
one meeting led to new topics and questions for the next.

Question la
What was effectivel/ineffective about the initial three workshops?

The ongoing participation of teacherswas judged to depend on the success
of the three professional development workshops. If these workshops did
not have the impact of drawing them into a long-term collaborative re-
search venture, there would be no Bridging Cultures Project. Here we
address the immediate impact of the workshops, as documented by video-
tapes, teachers pre- and post-assessment performance, the exit survey,
andteachers' oral reflectionsat the end of the third workshop (documented
in the field notes). This analysisisdistinct from analysis of the long-term
impact onteachers’ involvement in the Project throughout the four years of
their participation.

In order to establish a baseline regarding teachers awareness of the indi-
vidualism/collectivism framework, teachers were given a set of four sce-
narios: two posed ahome-based dilemmaand two a school-based dilemma
that could be solved in different ways (the pre-assessment). These sce-
narios had been used in past research (reported in Raeff, Greenfield, &
Quiroz, 2000) and were shown to be useful in distinguishing individualistic
and collectivistic value orientationsin fifth-graders, parents, and teachers.
A similar set of four scenarios was used as a post-assessment. Responses
were scored by Ms. Quiroz according to aprotocol developed for the origi-
nal research.

The results of the post-assessment revealed a fairly dramatic shift from
teachers' generally individualistic orientation toward the pre-assessment
scenariosto an orientation that reflected an understanding of both individu-
alism and collectivism in the post-assessment scenarios. For example, five
of the teachers responded to the pre-test scenarios with a consistently
individualistic perspective. All three changed their responses to reflect a
more collectivistic perspective, indicating that they better understood ways
to solve problems from the perspective of another set of cultural values.
Another interesting finding was that three teachers moved from consider-
ing asingle, individualistic perspectivein the pre-test to including both an



10

Bridging Cultures

individualistic and collectivistic solution to scenariosin the post-test. Table
5 showsthe number of teacher responsesthat were from either acollectiv-
istic or individualistic point of view, reflected both perspectives, or reflected
neither perspective (Rothstein-Fisch, Trumbull, Quiroz , & Greenfield, 1997).
Thetotal of 14 in each column represents responses to two scenarios from
seven teachers for the pre-assessment and for the post-assessment. Al-
though teachers answered questions about four scenarios on each assess-
ment, only two of each (atotal of four) scenarios had inter-rater reliability
already established from the original research, so we chose to formally
analyze responses to those four scenarios only.

TABLE 5. Changes in teachers’ orientation to problem solving
based on individualism and collectivism

VALUE ORIENTATION PRE-ASSESSMENT POST-ASSESSMENT
individualistic 12 3
collectivistic 1 8
both individualistic and collectivistic 0 3
neither individualistic nor collectivistic 1 0

Early on, several members of the group (specifically, the Latino teachers)
had strong personal reactions to what they were learning about the con-
flictsbetween individualism and collectivism. In Workshop Three, they talked
about the degree to which they had forsaken their own early value orienta-
tion asthey unconscioudly stroveto fit into American society and American
schoolsin particular. One teacher said,

As an immigrant from Mexico myself | can see how | have had to fight my

own collectivistic upbringing to be successful in U.S. schools. Those of

us who jumped from one orientation to another made the leap without

even knowing it! Now we need to tap our own cultural knowledge for the
sake of our students.

Other teachers echoed her comment in various ways. Some teachers spoke
of personal strugglesbetween loyalty to family and their family’s needsand
dedication to their own effortsto get through college and graduate school,
which required neglecting family needs at times. So, it was not only in
terms of potentia classroom practice that teachers interpreted the frame-
work. More than half of the teachers could reach back into personal expe-
rience to confirm its meaning. It is striking that even though many of the
teachers had collectivistic roots (and were effectively bicultural), without
an explicit framework for understanding the differences between collectiv-
ism and individualism, they were unableto fully resolve certain conflicts—
both personal and professional. Oneteacher said in discussion,
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For me it's just being aware of the differences, of what we’re doing. It
gives a name to what we're doing. | don't think | would have known how
to talk about this before.

As they completed the three-part workshop series, the core teachers had
set goals asto how they would implement the individualism and collectiv-
ism framework in their practice. On the exit survey administered at theend
of the third workshop, teacherswere asked, “Will you use your knowledge
of individualism and collectivism?’ Table 6 summarizes their responses.
Theresponses not only describe how teachers anticipated using the frame-
work, but are also indicative of how useful the teachers perceived it to be.

TABLE 6. Applying the principles of individualism and collectivism
to the classroom

I will use [knowledge of collectivism] in classroom management
decisions and in my view and understanding of the parents’ actions
and views...not to view parents as ignorant because they do not
look at things my way.

I will modify certain things such as: conferences, helpers, collabo-
rative work, relationships between teachers, parents, aides and
administrators...examining individualistic classroom policies or
reexamining them.

Everyday | will be much more understanding and tolerant of my
students’ need to help each other and their families.

| plan on reforming my class so that it can be more collectively
friendly with the freedom of expressing individuality. My reading and
math journal groups are going to be much more group oriented.

| want to use this knowledge in my classroom. | need further
training in how. | do try to meet situations with openness and heart,
but putting that desire into practice in the school setting is a
challenge that needs support.

I will think before | act or speak when dealing with conflict that may
occur between students and also participate more from this
perspective on a professional level at faculty meetings or just at
lunch.

During discussion at the end of the third workshop, teachers talked about
what had affected them most. One specific element they agreed had brought
home the effects of different cultural orientations on students was a set of
bar graphstaken from the research of Greenfield, Quiroz, and Raeff (2000).
These graphs (Figures 2 and 3) show great discrepancies in how Euro-
pean-American teachers, immigrant L atino students, and immigrant L atino
mothers would solve acommon dilemma (the “ Jobs Scenario,” Figure 1).

What is shocking is that one can see how even elementary-age students
have moved away from their parents’ values toward the values of their
teachers/school. The graphs symbolically show how the acculturation of
children isalienating them from their parents.
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FIGURE 1. The Jobs Scenario

It is the end of the school day, and the class is cleaning up. Salvador isn’t
feeling well, and he asks Emanuel to help him with his job for the day, which is
cleaning the blackboard. Emanuel isn’t sure that he will have time to do both
jobs. What do you think the teacher should do?

An Individualistic Response A Collectivistic Response
Find a third person to do the job. Emanuel should help Salvador.

FIGURE 2. School 1 (European-American)
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Teachers rated the value of the workshops highly. The exit survey shows
that all of theteachersrated their overall experienceas*great.” Oneteacher
stated,

The awareness | have experienced in three meetings is amazing! How is
it possible that one chapter, one article, and fourteen hours can make so
much impact?! Dialogue was a key component. A “comfort zone” was es-
tablished early on...and barriers were taken down allowing for meaning-
ful conversations to take place.

Some aspects of the workshops that the teachers perceived to be particu-
larly useful included the readings and presentations by Patricia Greenfield
and Blanca Quiroz, sharing personally and in small groups, scenariosfrom
Workshop One, and planning future steps after Workshop Three.

The teachers also provided valuable feedback regarding the design of the
professional devel opment workshops, suggesting which elements ought to
be kept in future presentations to teachers and which might be changed.
For example, one of the teachers suggested that involving administrators
and teachers of different cultures might improve the format. A universal
suggestion of the teacherswasto allow moretime for sharing and discuss-
ing so asto further their knowledge about the model and itsapplicability in
their classrooms and schools. They knew they would need more interac-
tion and reflection in order to deepen their understanding and put what they
were learning to use. As the workshop series came to an end, the teachers
asked to continue meeting on amonthly or semi-monthly basis. One said,

Meeting three times sets the fire, but nothing’s been cooked yet. The
risks are that people will go back and close the door on their classrooms.
We should keep this core group alive.

Thus, the staff researchers and the core group of teachers began meeting
regularly.

Teachers' responses to the initial three workshops via the pre- and post-
assessments and the exit survey show that they were effective as a pro-
fessional development model. In addition, through discussion and written
reflections, the teachers described the manner in which the framework
touched not only their professional but their personal lives. Perhaps the
strongest indicator of the effectiveness of the workshops was the teach-
ers willingnessand desireto “take action.” Thethreeworkshopsledtothe
development of a collaborative effort of researchers and teacher research-
ers who continued to meet and develop strategies for disseminating the
Bridging Cultures Project for four-and-a-half years.

Question 1b
How successful were the ongoing meetings from
the teachers’ perspectives?

As mentioned in the introduction, the teacher researchers and staff re-
searchers have met regularly over the course of the last four-and-a-half
years. Teachers' perceptionsregarding the usefulness or value of the meet-
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ings have been documented primarily through the use of field notes, inter-
views, and written evaluations. These sources providerich information con-
cerning what the teacher-researchers consider that they have gained from
the meetings, as well as how they have contributed to them.

The majority of the core teachers attended the professional devel opment
meetings regularly. The attendance of two teachers was diminished by
family needs related to the care of children and elderly parents. When
asked about his attendance at the meetings in an interview, one teacher
stated,

| have been to every single meeting. | don’t want to let it go. | feel
strongly about continuing, because it was so mind-awakening and
thought-provoking. It really distances itself from common professional
development because it wasn't a one-shot deal.

The consistency of the meetings over an extended period of time has en-
abled communi cation within the group to grow increasingly open and fluid.
Indeed, an essential component of the Project’s methodol ogy for achieving
understanding acrossroletypes of teacher-researcher and outside researcher
(and, morerecently, graduate student) has been dial ogue. Conversations at
the semi-monthly meetings have allowed the group to learn about each
other’sthinking, ways of working, and requirementsfor professional growth
and success. It has not been simply through the direct work of gathering
and analyzing observational data and planning publications and presenta-
tions that members of the group have related to each other. Informal time
at the meetings (often over lunch or breakfast) that was not scheduled for
discussion of particular topics has also allowed for dial ogue between indi-
vidualsor within small groups. Teachersfound the meetingsinvaluablefor
sharing classroom innovations, as did the staff researchers for learning
about teachers' growing understanding and application of the framework.
Teachers had considerable input into shaping the content and format of
meetings, particularly after thefirst two or three, and this ensured the mean-
ingfulness of topics.

TheProject isnot only collaborative acrossinstitutional linesbut also colle-
gial. That is, participants have strong interpersonal relationships and many
opportunitiesto talk and reflect on professional concernsand support each
other. Teachers and researchers critique each other’s ideas, a process that
often leadsto the crafting of modified activities on the spot. For example,
when one teacher decided on student-led conferences as asolution to com-
munication problems with parents, a researcher questioned whether that
practice would be harmonious with the collectivistic parents’ view of par-
ents, not children, as the leaders of the family. It wasn’t long before that
teacher was turning to small-group conferences, which made sense cultur-
ally and weretremendously successful (see Quiroz, Greenfield, & Altchech,
1999).
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Beginning in January 2000, all seven teacherswereinterviewed in depth by
Carrie Rothstein-Fisch. They were asked several questions about the on-
going meetings. Table 7 shows a sample of teachers' responses to these

guestions.

TABLE 7. Comments from core teachers about meetings

What are the best aspects of meetings?

It is always nice to have your professional work and opinion valued and
deemed important by other colleagues. This is one of the changes of [going]
from subject to collaborator. Others listen and hear what you are doing, and
that is a good thing.

The connections and the dialogue and the opportunity to share successes...
I've gone to lots and lots of meetings in my professional life—often going off
on tangents of negativity. But in our meetings, we share successes—Iots of
excitement and only a little negativity, in spite of the difficult times for the state
and big changes over testing...all the anti-immigrant laws and hysteria in the
media. We have touched on those things, but it is in the spirit of sharing and
moving on with our business. It is different from what | have seen in other
places...the meetings over a meal, friendly and community, less formal.

The sense of gaining new territory. Covering new ground with people’s new
stories. | had never thought about it in that way. And moving forward...[Once] |
have learned it in the meeting, and | see [it] in my practice, then it is easier for
me to tell other people about it.

What are your three most potent memories that have come from the meetings?
Why do these things remain in your mind?

Unbelievable passion of those people involved. Passion of people with
regards to understand and to have the framework make a positive effect in
their classes. It was very altruistic and like a haven. Power of the message
itself because it gave me images and definitions; words that define how I've
felt in my life going to school that didn’t back up my home culture and how to
assimilate...Now | have a new goal: | can help them bridge their sense of
adequacy in wherever they happen to be.

...the exhilaration and motivation that came across at every meeting from
everyone. This is an overarching memory that continues to be very powerful...
[E]veryone seems to be truly motivated. Nice to know that you as a teacher are
working with other teachers who have the same mind-set about teaching and
their children.

| recall the professionalism of group leaders and the comradeship of the
group and the willingness to work to continue the project and the relevance
the model has had on our teaching. | like being part of a group that takes this
work seriously. | am proud to contribute to the group because we respect each
other and have done the best that we could for the project considering we all
have other important commitments. |, like other teachers in the group,
continue to consider many things and have reflected on the model before
saying or doing many things on my job as | relate to the staff, my students,
and their parents.

There are so many. People’s honesty and willingness to continue to share
stories, and to actually admit changes. | remember [teacher's name] said,
“Whoa!” She made a discovery that she had been so patronizing to the
parents of her children. She hadn’t known that and thought that was how she
was supposed to be treating them. She didn't realize so many things about
the culture that were so different.
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What have you learned from the meetings that you have used with your own
teaching or professional life at school?

It has made me acutely conscious of my communication skills with students
and families and of my teaching. How | set up the classroom—the rules, the
routines and how | let the children express themselves. And through that
consciousness, lots of good stuff has come out of it...Why is the student
looking uncomfortable and what can | do? My first thinking is “culturally, what
did 1 do?” Did | learn from the meetings? It gave me the allowance to do it. |
am a lot stricter in the classroom than | used to be.

[1] introduced the framework to people at school who want to listen. They have
to be ready to listen. The framework’s been very helpful. [Second], | continued
to use it because it validated learning as a group and in circles, partner
groups. [In] projects where they [students] could be independent, | allow
them to choose either a partner or alone, the requirements are a little
different, but they can choose. [Third,] a good lesson I've learned is
ethnography. Taking time in learning about parents’ cultures and that it is
hard to get an education in Mexico, the informal cultural chitchat, in passing
and on the phone. They will feel more comfortable working with you. [Fourth,]
| kinda knew, but solidified why parents bring all their children to school
during conferences. Telling them to leave children at home during
conferences is not very cool. | create a play area in my room with older
children watching them and then the parents feel comfortable to talk. When |
have my group conferences, | definitely do it. If | have a planned individual
conference, | will ask some of my older children to plan to stay late. It doesn’t
always work out. [Fifth,] the importance of children’s stories. [It is] Important
to teaching them about what they already know.

| have learned how to better conduct my parent-teacher conferences and
have implemented a parent-volunteer program where | feel parents of any
educational level can feel welcomed and encouraged to participate.

...Understanding the whole lunch area...parent involvement...and how to
deal with it successfully was helpful. It was especially true when | was
teaching kindergarten and | had to be in the lunch area with the children and
parents. There were benches outside the area for parents...they had to sit on
the sides and it was very hard for the parents to sit on the sidelines while
their children were struggling with their little milk containers. | was able to
explain it to them in a way that they didn’t feel offended. Then they were pretty
good about sitting there.

One way the Bridging Cultures teachers have contributed to the devel op-
ment of the Project is by providing feedback as to how to improveit. One
of the most common suggestions voiced by the teachers has been to extend
the application of the framework to more cultural groups. At the onset of
the Project, the model was specifically focused onimmigrant Latino fami-
lies. One teacher stated:

I will continue to say this—to continue to extend it to other cultures. Not

just through discussion—to do the surveys, African American and

Asian—we have helped so many Latino American students and families,

but we have alienated some people (the minute they know it is Latin
American).

| don’t want to pay attention to just one culture since | have many cul-
tures. | don't think our studies are complete until we look at all American
cultures.
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Another teacher said that she not only wanted to understand how the frame-
work applied to other cultural groups, but also suggested,

...recruiting other teachers with different experiences and cultural back-
grounds [who] work with children that are not in bilingual classrooms.

As aresult of the teachers' feedback, educators and speakers of various
backgrounds were invited to participate in the meetings so as to diversify
perspectives on the framework.

Another issue that has been raised by teachers hasto do with the diversity
of communication styles employed by the various members of the Bridg-
ing Cultures Project. While the teachers predominantly describe the meet-
ings as promoting openness and freedom of expression, some also
acknowledgethat some of the dial ogue and feedback may be unconstructive.
Table 8 presents some comments bearing on thisissue.

TABLE 8. Teachers’ comments about communication at meetings

Many times when people will come in with ideas or have experiences that they
would like to share, collectivism, and | am one of those people, | am reticent to
share. Others are much more ready to share ... we are not as conscious about
hearing form everyone. | think we should [hear] from everyone ... almost all the
things that | have done have come from Marie. Some people do have ... ideas
[but] not everyone is systematically heard from. They have to be given the floor
[or] they won't take it....

We must reemphasize our comfort zone rules so that everyone feels free to
express him- or herself without any non-constructive feedback.

[Finding ways to ]express positive feedback and be more open to listen to each
other’'s experiences.

| stopped coming because either it “had to be what had to be done or get off the

project.” [This]... made me uncomfortable....l wasn't at a point where | could get

into it like the other people. | felt bad about it. | knew that | didn’t have it to give
at that point and it was uncomfortable for me. | couldn’t do what everyone else
was going to do.

The dynamics of communication in a group where members come from
such arange of institutions are almost inevitably influenced by status dif-
ferences despite all best intentions. Likeit or not, thereisanimplicit status
hierarchy in education that places“pure,” university-based research at the
pinnacle, applied research somewhat lower, and practice at the bottom
(Pagano, 1991). Even though the premise of acollaborative action research
project isthat this hierarchy doesn’t make sense and that everyone's con-
tributions are critically important, participants may still feel the effects of
such commonly accepted implicit values. A constant risk isthat those with
higher statuswill feel more comfortable asserting their knowledge and those
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with traditionally lower status (the teachers) will draw back and fail to
assert their own. Even in this confident and capabl e group of teachers, that
phenomenon occurred at times—and it is something that such collabora-
tions, including our own, need to address consciously if all participantsare
to contribute as much as they might. The teacher whose comment comes
last in Table 8 exhibited sometrepidation at taking on therole of researcher
in the group, as staff researchers were encouraging teachers to do after
the first few months of the Project. This was in spite of the fact that she
had already engaged in serious, insightful thought about how the frame-
work applied to her and her practice and had begun to experiment with
innovations that proved to be quite beneficia to her students.

On the whole, meetings were judged to be valuable and successful by the
core teachers. As one said,
We all have a common purpose. We all wanted it to go on, to continue.
And we have continued. It is fabulous that everyone is willing to come to-
gether to improve teaching and learning through a common understand-
ing of that framework. Every time we come together to share our stories
and progress, it strengthens the “high” or solidifies the common purpose.

Asdescribed in Appendix A, several of the meetings have been devoted to
specific topics. The March 11, 2000, meeting addressed the “Implications
of the Bridging Cultures Framework for African-American Students’ al-
luded to above. It was attended by eleven people; including three of the
coreteachers; an African-American professor (acolleague of Carrie Roth-
stein-Fisch) from CaliforniaState University, Northridge; an African-Ameri-
can educator (who formerly taught with two of the Bridging Cultures
teachers); two of the staff researchers; three Northridge graduate stu-
dents; and avisiting professor at Northridge from the University of New
Mexico, aL atino-American. Participants prepared for the meeting by read-
ing severa articles on African-American culture by authors such as Lisa
Delpit, GloriaLadson-Billings, and Joyce King. The group explored paral -
lels and differences between Latino- and African-American cultures. At
the end of the meeting, eight participants (some had to leave early) com-
pleted an evaluation that asked how useful the meeting was, what ques-
tions remained, and what personal experience each person had had that
might be elucidated by theindividualism/collectivism framework.

Respondentswere uniformly positive about the value of exploring thetopic.
All eight marked the session as 5 on ascale where 1 was “ not informative”
and 5 was “very informative.” Several said how important it would be to
continue learning about African-American culture and applications of the
framework to understanding it; some suggested expanding our professional
devel opment to include African-Americans more.

A Latinateacher wrote;

There are so many commonalities between Senta's [an African-Ameri-
can professor] experience and mine! African-Americans and Latinos
have to learn very early in life that in order to be successful in this soci-
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ety, we had to learn to BE individualistic...Fortunately, because of strong
family support we learned to keep our cultural integrity and go back and
forth between cultures. | loved learning more from Senta and Emily®!
They're a great addition! We need to continue with anti-racist, anti-bias
education. More, more, more! Thank you so very, very, much!!!

Three other participants specifically mentioned the need to merge Bridg-
ing Cultures efforts with anti-racist education efforts or to embed racial
identity development asatopic for our professional development. Two Ko-
rean-American graduate students mentioned parallels between African-
American and Asian cultures or Asian and Latino cultures. One said,

I went to the Title VII conference on 3/4/00....1 brought the book on indi-
vidualism and collectivism | borrowed from Carrie [draft Guide]. The Viet-
namese teacher who works at our office saw the book and immediately
said “day and night.” She said that she is individualism during the day
and collectivism at night. | did not explain to her anything, but she auto-
matically knew what this means just by looking at the title of the book.

Participants agreed in discussion that Project members could benefit greatly
from deepening their knowledge about African-American/Black culture.
Onesaid,

Our guests, “new members”...gave me such a great, but only a begin-

ning, insight into Black culture....[We need to] continue expanding our

dialogue about the framework and African-American children. How do |

keep up learning about all my children's cultures so | can best teach
them?

QUESTION 2
What impact has Bridging Cultures had on teachers and
other in-service workshop participants?

To address the various dimensions of the Bridging Cultures Project and
its impact on the seven core teachers, who have been involved since the
fall of 1996, we posethefollowing questions:

2a. What impact has Bridging Cultures had on core teachers' thinking
and practice?

2b. What impact has Bridging Cultures had on core teachers’ practice?

2c. How havetheteachers' professional livesand roleschanged during the
course of the Project?

2d. What impact has Bridging Cultures had on participants at presenta-
tions and workshops (other than the core group of teachers)?

8Senta Green is an African American instructor of special education at California State Univer-
sity, Northridge, who attended a Bridging Cultures meeting with Emily Williams, also an
African-American teacher, who taught with two of the Bridging Cultures teachers for several
years.
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Question 2a
What impact has Bridging Cultures had on
coreteachers’ thinking?

Here we explore how, as aresult of participation in the Bridging Cultures
Project, teachers’ thinking about the meaning of culture for them person-
aly and in terms of their teaching changed. We also discuss the process
and outcomes of teachers’ making changesin their classroomsandin their
overall practice. Several of the sources of data mentioned above were
examined.

Teachers’ ways of thinking about culture and their teaching changed even
during the first few months of the Project, apparently as a result of the
initial workshops and meetings. These changes were evident in the ways
they talked about culture, which were captured on the videotapes of the
workshops and first post-workshop meeting, and in their written reflec-
tions. Here we present afew examples, but afuller account is documented
in a paper presented at the 1999 meeting of the American Educational
Research Association (Trumbull, Greenfield, Rothstein-Fisch, & Maynard,
1999).

At the first workshop, a European-American kindergarten teacher com-
mented on her frustration with trying to be culturally appropriate in her
classroom:

| wanted to understand my students better, so | started studying Mexican
culture. Then | realized that the children in my class came from so many
distinct regions of Mexico, Central and South America, each with differing
histories and traditions, | just knew that | would never know enough. |
had to give up trying.

Later in the same session, she said:

I do nothing cultural now because | don’t know how. | finally realized |
don’t know how. So | don’t do holidays because I've messed them up. |
mean—I used to talk about Indigenous people, and | felt that | didn't do it
right. So now | just don’t know what to do. | don’t know what to do...

The change in her discourse by Workshop Three was pronounced:

I know I've probably read things that had that title [multicultural educa-
tion], and | had a really superficial understanding of what they meant. But
it did not alter my way of being in the classroom—and this did. Every-
thing I've ever gone to about culture was about their culture, and this is
exactly [the] point: | have a culture, too, and it dictates what | do. It's not
just, “Oh, well, the Latino parents do this and that because that is their
culture.” | do what | do because of my culture. And this is the first time
that | really had an understanding of that. And not, you know, just think-
ing,” Well, yes, you read to your children, and that's a universal right
idea.” No, that's from my culture.

Perhaps the most powerful point here is that this teacher came to recog-
nize that her own actions and beliefswere rooted in acultural perspective.
It isnot only her students who “have culture.” Her altered perspective has
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trandated into a different stance toward parents and an openness to differ-
entinstructional strategies.

Another teacher, a Latino fourth-fifth grade teacher, spoke of how the
Bridging Cultures workshops helped him think more analytically about
histeaching:

For me | think it was just being aware of the differences. You know so

many times where we’re doing things in the classroom already, and sud-

denly it's been given a name. And you're like “Oh, well, | was doing that,
but now it has a name.”

At another time, he said,

What is different [since Bridging Cultures]? In some ways, it's a matter of
degree of commitment to certain ways of teaching. | have a stronger ra-
tionale for what | do, a new way of thinking about things. | do these things
[like cooperative groups] more purposefully, and | am better at assessing
what is working. | feel | analyze outcomes better as a result of these new
ways of thinking about how the students relate and behave.

A third teacher, a European-American who teachesfirst grade, said of her
own shiftsin understanding:
Although | had a basic connection with the culture of my students in that |
majored in Spanish, and | too come from a family of immigrants, it was
the Bridging Cultures focus that made me aware of where and how | was
holding back and holding on to my views, even without wanting to. It was
this awareness and willingness to open to another view that made last
year my most successful school year academically and interpersonally
(parent involvement-wise).

The four Latino teachers became conscious of the sources of conflicts
they had experienced as children in the U.S. school system and reflected
on the consequences of these conflicts. A third-grade teacher noted:
...I remember going through it [the conflict] as a child—as an immigrant
child—and trying to become... to understand this system. And in my fam-
ily it ended up where the school was right and the teachers were right,
and their value became more important... and because of that many of
my brothers just stopped communicating completely with my father, be-
cause he represented the bad, the wrong way, and that was hard.

One teacher thought that the Project had hel ped teachers focus on a com-
mon purpose. She described theintent of her teaching and the environment
she triesto create in her classroom as one of equity:

One common purpose is equity. If you understand the culture of the chil-
dren you are working with, your practices will give them more equal ac-
cess to what you are teaching. You take into account where they are
coming from, because if | use [one strategy] it will be more productive
than if | use [another strategy].

In short, all of the teachers acquired new ways of conceptualizing culture
and how itsinfluences arefelt in the classroom. They began to use explicit
language related to cultural values to describe their observations and use
cultural constructs to understand their students and themselves.
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Question 2b
What impact has Bridging Cultures had on
coreteachers’ practice?

Changes in teachers’ practice fal into the following categories: 1) inter-
personal relationships in the classroom and classroom management,
2) instructional strategies, and 3) home-school relations. It is important
to notethat these categories are not necessarily mutually exclusive. Infact,
many of the practices could be assigned to more than one category with
equal justification. For example, classroom management strategies may
intersect with instructional strategieswhen they haveto do with organizing
students. Changes in these three areas have been documented largely
through classroom observations, teacher interviews, teacher reflections,
and field notes taken from discussions at regular bi-monthly meetings.

Relationships in the Classroom and Classroom Management
Focus on Helping and Sharing within the Group

The ways Bridging Cultures classrooms are organized tend to reflect an
emphasis on group orientation. Students' seats are typically arranged in
clusters, making it easy for themto learn and work collaboratively. Materi-
als such as writing utensils, paper, and books—often located in central
areas—are considered the joint property of al students. In the following
example about Lego blocks, one teacher recalls her previous approach to
student use of community property in the classroom and how she has
sincemodifiedit.

There is one propeller in the Legos. | used to say, “He had it first,” and
then tell them to take turns. Now | say, “You need to find a way to
share it.”

Parents, family members, and students from neighboring classes are often
visible and active participantsin the classroom, and it is not unusual to see
studentsliterally cheering one another’s academic achievements. Students
in Bridging Cultures classrooms al so share roles, responsibilities, and rec-
ognition. Teachers have revised many classroom management practicesto
be more group-oriented. For example, rather than having a single room
monitor in charge of attendance, they will have a pair of monitors. One
teacher has no monitorsat al. All children simply take care of what needs
to be done—without assignments for individual responsibilities. Another
teacher says that he is now using the word “village” a lot more in the
classroom. He describes how the monitorsin his class actively participate
in keeping the classroom organized. He goes on to say that other students
arewelcometo help out aswell: “ That's okay, ' cause in the village you' re
allowedto help.”

Another teacher now selects two or three “students of the week,” rather
thanisolating only one student for special recognition. Since children from
collectivistic culturesmay not like to be singled out for praise or attention,
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sharing thistype of privilege with afriend seemsto make the children feel
much more comfortable with the special attention they are given.

In another variation on thistheme, afirst-grade teacher began having “ co-
presidents’ of the class, one male and one female, instead of one president
(arotating leadership position). Perhaps because of culture-based notions
of female and male roles, boys always seemed to be chosen by the group;
neverthel ess, the selection process wastime-consuming and frequently re-
sulted in hurt feelings. This practice of selecting co-presidents created a
more balanced distribution of power in her classroom and more harmony
among students. In general, teachers report that they are letting children
help more in the classroom. This helping takes the form not only of more
shared jobs but of more shared learning activities (see below).

One teacher saw her classroom become an environment of “better rela-
tionshipswith each other, more caring, morewillingnessto help anybody.”
She notes that as a group they were “gravitating to activities that were
based on cooperative and collaborative work much more than the indi-
vidual competition thing.” Teachersreport that thereis more of a“family”
feeling in the classroom. One kindergarten teacher said, “ In my classroom,
| started being really conscious of the helpersi] not just allowing them to
help, but encouragingit. It isamuch different atmosphere...| cantell by the
looks on their faces.”

Isaac (1999), in a study using observations, interviews, and videotaping,
compared therelations between Latino childrenina“typical” U.S. second-
grade classroom and the relations between Latino children in a Bridging
Cultures second-grade classroom. Her videotapesillustrate how the Bridg-
ing Cultures classroom reflected more harmonious relations among stu-
dents and between students and teacher than the non-Bridging Cultures
classroom. It is not surprising that she found important differencesin the
ways teachers orchestrated relationships in the classroom and in students
behaviors. The teacher in the non-Bridging Cultures classroom more of -
ten discouraged children from helping one another and utilized individualis-
tic ideologies of learning which were dissonant with the children’s home
culture. Moreover, the unwillingnessto allow children to help each other in
the non-Bridging Cultures classroom was correlated with an increased
frequency of competitive behaviors between the children.

In contrast, the Bridging Cultures teacher encouraged helping and social
responsibility, collectivistic values consistent with those of the students
home culture. Bridging Cultures teachers also provided children the op-
portunity to work as a cohesive group by allowing five or more children at
adesk. Behaviors also observed in the Bridging Cultures classroom were
alessformal teacher/student and student/student communication style. The
Bridging Cultures teacher allowed the children to speak out when they
needed to talk to her and spoke to the children using informal language
styles, thusfostering a sense of closeness among the children and between
the children and her.
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The examples cited above illustrate the flexibility that teachers demon-
stratein terms of interpersonal and classroom management strategies. The
classroom observations document that harmony permeatesthese“villages.”
Teachers, students, and volunteers spend more time on teaching and learn-
ing and lesstime on resolving conflicts and managing the classroom (Isaac,
1999). Observation notes of a Bridging Cultures classroom state, “Not
onedisciplinary action in nearly four hours of group time!”

Instructional Strategies

Itisdifficult to draw the line between classroom management and instruc-
tional strategies.® The same cultural values of helping and sharing] agroup
orientationd shape how teachers organizeinstruction. They encourage stu-
dents to take part in collaborative problem-solving and decision-making.
Many of the classroom assignments involve students working in teams
where helping one another has become the norm. Observation notes of
Bridging Cultures studentsin acomputer lab session show that even when
the teacher may not overtly tell studentsto help each other, there seemsto
beanatural inclination for themto do so. The observer stated that although
the teacher offered her assistance by letting the students know to raise
their hand if they needed help, many of the children opted to first turn to
their classmates sitting next to them. Oneteacher explainsthat she encour-
ages students to assist one another and finds that it is perhaps more effec-
tivethan having ateacher hel p with the problem-solving initially:

Helping is prevalent. | really encourage it now...[Ilnstead of me getting up
to help Fabiola, | get the students to do it...“Maybe you can explain it bet-
ter.” Then they help step by step. Instead of my doing it or another
teacher, they can help someone else.

Drawing upon Students’ Lives and Ways of Knowing

Bridging Cultures teachers have modified their instruction in an attempt
to make it more socially meaningful for their students. They have always
used techniques such as speaking Spanish to communicate or clarify as-
pects of the lessons as well as multi- and cross-cultural resources and
materials. A dominant theme now found throughout their classroomsisthe
notion of family and of relating students’ learning to their liveswithin their
families. An underlying premise of theinstructional strategies highlighted
here isthat they build upon many of the interpersonal and classroom man-
agement practices described in the previous section. These approaches
have enabled teachers to relate to their students and, in turn, enabled stu-
dentsto relate to schooling. By tapping into the collectivistic value orienta-
tion of many of their Latino students, teachers say they have found an
improvement in academic performance.

Bridging Cultures teachers say that they are using experiences from stu-
dents' lives more in their teaching. During a discussion of potentia con-

9Many strategies discussed here are explained in Trumbull, Diaz-Meza, & Hasan, 2000.




Final Report

flicts between students’ discourse styles and the expected discourse styles
of the classroom, one teacher talked about how she uses children’s per-
sonal storiesto bridge to curriculum content and classroom discourse. An-
other teacher chimed in, “That's my life [in the classroom].” The second
teacher went on to explain how if the students are learning about the ecol-
ogy of the desert, she starts with their own experiences in the desert (a
realistic starting point for children in Southern California). She wouldn’t
think of beginning with atext or formal lesson and waiting to get to their
stories as an afterthought.

In another exampl e, afourth-fifth grade teacher explained how she applies
the individualism-collectivism framework by describing the experience of
her class as they prepared to take afield trip to the Ballona Wetlands near
LosAngeles. A docent cameto her classroom and asked a series of factual
guestions about plants and animal s, but the students responded with stories
based on family experiencesrather than “ scientific discourse.” The docent
asked the childrento “ stop telling stories.” The childrenimmediately stopped
responding. As a naturalist, he was making a familiar assumption about
what counts as relevant scientific knowledge. However, the Bridging
Cultures teacher did not make this assumption because she understood
that children from collectivistic va ue systemsrel ate objectsand living things
totheir social meaning. Thisdoesnot mean that the children could not learn
to talk about plants and animalsin “accepted” scientific ways. They natu-
rally put their knowledge of plantsand animalsinto a(socially) meaningful
context (Rothstein-Fisch, Greenfield, & Trumbull, 1999; Trumbull, Diaz-
Meza, & Hasan, 2000).

TABLE 9. Example of a T-chart linking student and school discourse

Student Experience Scientific Information

Carolina’s Story Hummingbird

» | was playing in the garden with my ¢ Brownish with bright iridescent
grandmother. | saw a hummingbird green and red coloring around
near the cherry tree. It was really head and neck
pretty. « Wings beat rapidly

» The bird stood in the air. | tried to « Bird can hover and fly in any
go close to the little bird, but it kept direction

CERIII) T e Has to eat frequently because of

using so much energy in its
movements (high metabolism).

The teacher recognized that these stories would be the source of the im-
plicit “scientific” information that her students, children of Latino immi-
grants, brought to school. When she followed up on the docent’s presenta-
tion, she encouraged the children to write and tell their stories about flora
and fauna. From the stories, she helped students extract the “scientific”
knowledge and frame it in “scientific” language. Table 9 shows a T-chart
with examplesfrom the children’s storieson theleft. On theright are state-
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mentsin“scientific” language created in aprocess of questioning, elabora-
tion, and modeling by the teacher. The children had much of the knowl-
edge; what they needed to learn was how to frame it in a way demanded
by the classroom. Of course, this entailed learning some new vocabulary
and concepts, but because she elicited what children already knew, the
teacher was able to target theinstruction appropriatel y—and keep her class
engaged.

“Family” as a Focus

One teacher recalls,

| tried to listen to everybody and not discourage them from relating fam-
ily experiences as they relate to the concepts being taught. | started to
teach time this week and one of the kindergarteners raised her hand and
said, “We bought a clock for my grandmother’'s room and her name is
Magdalena,” and then she became much more interested in the clock
and everything since she could say her grandmother’'s name with pride.

It is easy to see how accepting students' cultural values/ways of thinking
leads to a better classroom climate, something that leads to greater stu-
dent participation.

Teachersal so acknowledge the validity of using family asatopicinreading
and writing activities. They have found that studentswill write morewhen
given atopic that connectswith family experience than when assigned one
that does not. One teacher gets students to focus on family and personal
experience and encourages them to think about their rolesin their family,
how holidays are spent, and other family-oriented topics. A third-grade
teacher observed that on a districtwide writing assessment students wrote
little in response to the prompt, “What is it like to be a good friend?’ In
contrast, they tended to writelengthy responsesto the prompt, “Write about
afamily vacation or unforgettabl e experience you have had with your fam-
ily” (Trumbull, Diaz-Meza, & Hasan, 2000).

Another innovative strategy has been to create classroom and homework
assignments in which students are able to involve family and community
members directly. One teacher has students write letters home to parents
and family to announce upcoming events. She explains,
Instead of me writing the parents a note about a celebration of songs
and poetry, we work on it together. And the children write the letters to the
parents, and they sign it. So it works because it is meaningful. Now the
children know that writing is an important medium for inviting people
together...there is power in their words when they write the invitation...

They use it to bring the families in, and then the families come in and
see the results of this work.

In another example, students wrote a book about the dangers of drugs and
then drew up alist with the names of peopleto whom they would read their
books. The teacher recalls,




Final Report

They came back with so many signatures. They read it to father, sister,

cousins, neighbors, anyone. They kept reading and more people signed

...The more signatures they got, the more practice they got reading.
Another teacher summarizesthe significance of getting studentsto do aca-
demically related tasks with their families as part of the curriculum:

| feel when | send home family homework, when my children’s task is to

read to younger siblings, measure ingredients as their parents cook or

some other family involvement, | am valuing the role the child has as
part of the family.

Capitalizing on Students’ Peer Orientation and Sense of Group

Asmentioned previously, many of theinstructional practices described by
theteachers contain acollaborative element. Using avariety of approaches,
students work with their peers as they participate in classroom activities
and assignments. Some of the activities involve the entire class gathering
for aclasscircle, participating in abilingual show-and-tell, or creating and
reading class books. In some instances, students gather in small groups or
pairs to help each other with vocabulary and homework assignments, as
well as oral English proficiency. Whether the students are working
collaboratively inlarge or small groups, the underlying objectiveisthat they
gain confidence in their ability to help each other and to recognize the
power in co-tutoring.

A third-grade teacher had students at three level s of reading proficiency at
the beginning of one school year (first-, second-, and third-grade levels).
She used classroom plays as a way to capitalize on her students' group
orientation and boost their reading and oral language skills. Students chose
to work together across reading levels to put on plays. The teacher pre-
pared scriptsfor al of the children. Then they were cast inrolesand learned
their parts. When they were ready to perform for other classrooms, no one
knew who was at first-grade or third-grade reading level. According to the
teacher,

The experience empowered the second-grade group to move forward.

They moved to third-grade level. Now students are sharing the third-

grade books because we don’'t have enough to go around. But they don't
mind!

All Bridging Cultures teachers use some form of “process writing” in-
struction, according to which students go through steps of brainstorming,
drafting pieces of writing, and engaging in peer review and editing. Saysa
fifth-grade teacher,
| go one step further. Many students aren’t “there” for writing in English, so
teams are writing stories together (Godzilla stories are popular now). Stu-
dents can choose to write individually and illustrate and type together.
For assessment, | have them alternate so | can see individual perform-

ance...They do not always write in a group. | have done scripted poetry,
journal writing, and other individual writing.
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Supporting Bicultural Competence

It is important to acknowledge at this point that although the Bridging
Cultures classrooms represent a strong collectivistic orientation, teachers
are acutely aware that they need to prepare their students to survive and
thriveinmoreindividualistic settingsor succeed on particular individualistic
tasks such astests. Teachers teach much more collectivistically than indi-
vidualistically, but they do not see collectivismas“all good” andindividual-
ism as “all bad.” One teacher commented in one of the meetings,

I think it's...fair to...respect the collectivism, if that's the background of the

child but also to expose them...wthout negating..without saying to them,

“No, you can’t work on this within a group. You have to do it alone. Work

on it by yourself.” | think you should allow them to experiment and still

expose them to independence. “If you wanna do it by yourself, go

ahead.” We have a right to not negate their culture but also not to negate

the American culture that their parents want them exposed to as well. So
neither should be negated. Both should be accepted and explored.

In California, where bilingual services to students who are still learning
English have been reduced, these culturally appropriate ways to involve
students are all the more important. One teacher says,

The issue of how to engage students now that we can't use their first lan-
guage is even more pressing. The writing prompts, the literature selec-
tions, the core books we select show families and cultural experiences
familiar to the children. Amelia Bedelial®just doesn’t cut it!

Home-School Relations

One of the first areas of change for Bridging Cultures teachers—simul-
taneous with or shortly after classroom organization—was that of home-
school relations. Because of their new perceptions of parents and their
cultures, relationships started to change amost immediately. Exposure to
the individualism/collectivism framework has enhanced the teachers’ un-
derstanding of Latino families and how their value system may differ in
regard to their orientation towards schooling. At least asimportant, it has
made them more aware of their own cultural values and of the values
implicitin schooling. For someteachers, thisincreased awareness has meant
moving away from regarding parents asignorant and in need of education
by the school. In others, it has meant an openness to more involvement
with families and more social and personal interactions. Several teachers
report that they have consciously begun to talk with parents in explicit
terms about home values versus school values and how potential conflicts
can be addressed.

Communication with Parents

At the most basic level, the core teachers have made changes in their
communication efforts with parents. The teachers report that they now

10 Book about a girl from the dominant U.S. culture (Parrish, P. [1986]. New York: Avon
Camelot Books).
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initiate more frequent communication with parents, with the object of
strengthening the bond between home and school. Someteachers cultivate
every possible opportunity for informal conversation with parents during
“bustime,” when parents are picking up and dropping off children. It may
bethat only afew words are exchanged, but over timeit gradually leadsto
getting to know all of the students' parentswho cometo the school. One of
the teachers discussed making more phone calls and sending notes home
simply to stay connected to parents and family. In the following quotation,
this teacher describes her new tactic of also calling to communicate the
positive aspects of a child’'s academic progress:

Before | only made phone calls when it was a problem ... Now | call to

congratulate them when their student gets student of the month; that the

child is really improving; when they do something wonderful; as well as

when there is a problem. But | make a lot more positive phone calls
now...It is all that importance of family.

It is evident from the quotation above that this teacher has changed her
objective from simply transmitting information and reporting problemsto
seeking waysto build trusting relationships with parents.

In addition to impromptu and informal strategies for increasing communi-
cation with parents, one teacher instituted a practice called “ First Wednes-
days’ with the support of ateam-teaching partner. They held meetings on
the first Wednesday of every month right after school and then again at
5:30 for the purpose of sharing with parents. They dealt with information
ranging from routine announcementsto review of upcoming curricular units.
At first, only a few parents showed up, but over the course of several
months, the teachers had seen most of the parents at at |east one meeting.
Says the teacher,

My Open House and parent-teacher conferences are attended by all of
the parents. | think this has a great deal to do with the monthly meetings.
While I've always wanted to hold these meetings, | don't think I'd have
seen the full value in them had it not been for the Bridging Cultures
Project.

Creating Personal Bonds

In cases where parents were unable to visit the school due to transporta-
tion, childcare, and/or work schedule barriers, Bridging Cultures teachers
have made homevisits. Oneteacher’swillingnessto visit astudent’shome
and community is based on his belief that schools should make more ac-
commodationsto bring the two together. In his case, he had many students
bused in from another section of the city. To accommodate their parents,
he arranged to spend aday in a school in their area and meet with them.

Some parents eagerly accept ateacher’s suggestion for ahomevisit, while
others may thank the teacher for offering and state their preference for a
phone conversation. One of the teachers, who is a Latina immigrant her-
self, explains the potentially sensitive nature of requesting or suggesting a
home visit due perhapsto astudent’s or family’sdiscomfort with a*“ school
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official’s’ becoming aware of household or economic conditions. The
teacher reflects upon her own experience as a child as she says,

I know that, because | would have died to have a teacher come to my
home.

The strides that teachers have taken in efforts to establish bonds with stu-
dentsand their families have also included becoming participantsin social
events and activities in the home and community. A first-grade teacher,
who in the past tended to refuse invitations to social events—children’'s
birthday parties or other family occasions—has taken a new tack with
parents. Now she finds herself accepting such invitations and reports a
marked changein her relationshipswith families. During the 1997-98 school
year, shebegan areading program with her studentsthat required parental
participation, and her increased understanding of the meaning of interact-
ing with families (and not just focusing on students asindividual s) allowed
her to engage the parents in the program.

It was the Bridging Cultures focus that made me aware of where and how

I was holding back and holding on to my views, even without wanting to.

It was this awareness and willingness to open to another view that made

last year my most successful school year academically and interperson-
ally (parent involvement-wise).

This teacher’s Spanish-language students scored far above average on
overall reading (in Spanish) at the end of that year, much higher than the
English-speaking children in the other first grades. She attributes this suc-
cess to the home-school collaboration she forged.

Group Parent-Teacher Conferences

One practice used by several of the core teachers that has proven to be
particularly successful is conducting parent-teacher conferencesin groups.
The group setting provides parents and family membersthe opportunity to
get to know other families. Some of the parents had perhaps seen each
other for years in their children’s school and yet had never progressed
beyond awave or “hello.” The following account is one teacher’s written
description of her experimentation with group parent conferences:

| scheduled three group conferences on the “Pupil Free Day,” two Span-
ish-speaking groups and one English-speaking group. | arranged the
Spanish language groups when my paraprofessional aide could attend
and assist in translation...The parents sat in a circle with me and the chil-
dren (including many siblings of the children in the class). The children
presented their parents (mostly mothers) with a folder that contained test
scores, report card, a parent tips list, and a booklet designed to help par-
ents interpret test scores. | explained a simple way of understanding how
the children’s test results showed which academic areas were strong and
which needed improvement...Parents seemed very pleased with the new
approach to conferencing. A friendly, comfortable, and warm feeling
came across during the conferencing. Many parents had questions that
benefited the other parents. Parents’ conferencing together lent a source
of mutual support, like family members all supporting each other. This
familial atmosphere aligns with a collectivistic model. | found the group
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conferencing to be relaxing for the parents. It was a less threatening en-
vironment than the individual conferencing style, with support and com-
pany lent by the other parents. This format elicited a group voice from the
parents rather than an individual voice. It also represented a shift in the
balance of power.

(SeeQuiroz, Greenfield, & Altchech, 1998, for an extended explanation of
this process.)

Individual conferenceswere still conducted if either the parents or teacher
wished to communicate about specific questions or concerns. However,
when theseindividual meetingstook place, they tended to be more produc-
tive from the teacher’s perspective than they had been in the past because
the necessary background information had already been provided in an
atmosphere of shared power. In fact, only three such conferences had to
be scheduled. The teacher is able to analyze why this conference format
was so successful by referring to theindividualism/collectivism framework.
(Note: Not al teachers have found that group conferences work for them
and the parents of their students. It is evident that more than one option
needs to be available to parents.)

Student-Led Conferences

One approach to parent-teacher conferences that the core teachers vehe-
mently oppose is the notion of student-led conferences. In the context of
building rapport with Latino and other immigrant families, teachers must
takeinto consideration the cultural connotations of imposing thisrole upon
students. Through their exposure to the concepts of individualism and col-
lectivism, the core teachers reached a consensus that such an approach
has the potential to add stress to the parent-teacher conference because it
runs counter to collectivistic values by putting the child in a higher status
category than the parents or teacher. As one teacher stated,

| don’t have student-led conferences and now | know why they don’t work.
It makes the parent AND the student very uncomfortable. | feel strongly
[about] establish[ing] a comfort zone especially in conferences.

Parents as Volunteers

The Bridging Cultures teachers have a so fostered parent involvement in
the form of encouraging and organizing parents and family members to
volunteer in their classrooms aswell aswithin the school community. Par-
ents and other family members such as grandparentsvisit the classroom to
participatein celebrations by sharing stories, poems, and songs. Oneteacher
discussed how an invitation to astudent’s father to do a presentation about
hiswork experience turned out to be surprisingly engaging and interactive.
She describes his presentation as follows:

I had one father come and do a presentation about his work. He owns a

used car lot. He brought prizes and asked questions. It was amazing! |

just asked him to tell his story—how he came, and how he progressed.
He had never done it before and he loved it!
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It is evident from the teacher’s account that the experience was satisfying
not only for her and her students but for the parent as well.

In one teacher’s K—1-2 class, volunteers of two generations (parents and
grandparents) come and go fluidly throughout any given day. They take
many different roles, whether it be hel ping students move from one activity
to another seamlessly, supporting anindividual child who hasan emotional
problem, or helping students with story writing. Some parents are taking
the role of “student.” They sit in on literacy lessons and learn reading and
writing skills right along with their children. They are also learning how
their children are taught and what the performance expectations are. In
thisway, they increase their own literacy and can help their children with
homework more effectively if they choose. It is likely that their comfort
with trying out ateaching roleis enhanced by the encouragement and sup-
port the teacher offers them and the fact that it is not demanded of them
(see Trumbull, Rothstein-Fisch, Greenfield, & Quiroz, 2001).

The data show that parents are fulfilling a mentoring role not only for the
students in the class, but also for each another. In one teacher’s class the
parent volunteers supported one another’s development. The teacher ob-
served that,

The parents of the first graders bonded with each other...the older par-

ents now help the newer parents.
Thisexampleillustratesthe collectivistic value of helping asit occursamong
students and among their parents and family members as they carry out
leadership roles in the classroom. By helping one another, the adults are
simultaneously modeling behaviorsfamiliar to the students. Through their
presence in their children’s classrooms, parents and family members are
playing aninstrumental rolein the academic and social development of the
students.

A key to parent involvement isflexibility—in the ways parents may partici-
pate, in who may cometo the classroom (including small children), in sched-
uling, and in how the teacher communicates with the parents.
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Question 2c
How have the core teachers’ professional lives and roles
changed during the course of the Project?

Teachers have expanded their roles as professional developers, presenters,
and writers over the course of the Project. Asthe meetings progressed, the
teachers began to shift their role as subjectsto those of collaborating school -
based researchers and professional developers. In these new roles, they
have contributed to the Bridging Cultures Project in several ways. First,
they have continued to test the validity and usefulness of the theoretical
framework, as they attempt to apply it to daily life in their schools and
classrooms (acting as applied researchers). In the process, they have de-
veloped and documented numerous innovations that bridge cultures for
their students—innovationsthat have gone directly into user-friendly pub-
lications as examples for the field. All teachers have directly or indirectly
contributed to these publications (acting aswriters). Finally, teachers have
actively participated in planning and carrying out dissemination of the
project. They have co-designed workshops and conference presentations
and have developed presentation materials and hand-outs (acting as pro-
fessional developers). Asprofessional devel opers, teachers have been piv-
otal to the process of deciding on the most productive routes of dissemina-
tionwithinthe LosAngeles Unified School District, aparticularly important
“market” because of its size, numbers of new and inexperienced teachers,
and largeimmigrant L atino student popul ation.

Teachers as Researchers

By the spring of 1997, the Bridging Cultures teachers began to move
from being students and subjectsin aresearch project to being researchers
themselves on what has truly been a collaborative action research project.
We have characterized the two components of teacher research as in-
quiry and reflection (Trumbull, Rothstein-Fisch, Greenfield, & Quiroz, 2001).
Staff researchers have supported teachers in their research both through
scaffolding discussionsto frame questions and examine evidence and through
introducing research tools. One tool of inquiry introduced to teachersis
“ethnography,” which entails conscioudly talking with parents (and some-
times students and other community members) about their cultural back-
ground and family history. For some teachers, this meant extending the
efforts they were already engaged in; for others, it gave permission to de-
velop closer relationshipswith familiesthan they had felt comfortablewith
previoudly. A first-grade teacher observed,

As a result of Bridging Cultures, I've found myself making a conscious
effort to be more friendly with parents by writing more letters and thank-
you notes home, letting them know | wanted to learn more from them.

Another teacher, speaking of how she used ethnography as a step in the
process of increasing parent involvement in her classroom, said:

Both the parents and | had difficulty approaching each other for help.
Most parents had little formal education and probably did not know how
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they could actually assist in the classroom; only a few had attended jun-
ior high or high school. | had to conduct my own informal ethnographic
research about my families and began to build relationships with par-
ents in the process. Through simple conversations | had with some of
them after school, | became aware of how much formal schooling they
had. This gave me a good idea as to who could help my students to prac-
tice reading skills and who would rather assist putting materials together
in the classroom or at home. As | became more familiar with my parents,
I built a bridge between school culture, their culture, as well as my own. |
started getting a better response regarding my call for volunteers.

Teachers al so documented their observations about their own cultures and
school culture and how all of these cultures intersected in the classroom.
They jotted down notesin personal journalsthat were used to jog memory
for discussions later in the group meetings. At timesinquiry took the form
of reading articles or book chaptersand learning from “ cultural informants’
from other cultural backgrounds, aswhen the group explored implications
of the framework for Korean-American and African-American students
and families.

Reflection was most often oral, but sometimes teachers engaged in “ quick
writes’ at meetings, responding to a question posed by someone in the
group. Reflecting in agroup or with another teacher seemsto bring insights
to consciousness that may otherwise lie below the surface for some time.
Prior to ameeting in early 1999, the staff researchers asked the teachersto
think about whether Bridging Cultures had affected their language arts
instruction and, if so, how. In the course of group reflection at a Bridging
Cultures meeting, the third-grade teacher realized that she could conduct a
short experiment in her classroom that might demonstrate the importance
of “topic” to students’ motivation to write. She had already observed that
her students produced much more writing when asked to write about “a
family experience” than about “friendship.” The latter had been one of the
topicsfor the districtwide writing assessment and hadn't elicited much ex-
tended writing. She knew that anything about family—asthe content of rug
discussions, thetopic of library books, or the subject of research projects—
drew great interest from her students. But she realized that a more con-
trolled experiment, with the wording of prompts parallel except for the
actual topic, would be more persuasive in the district than her own less
formal observations. “| don’t know why | didn’t think of doing thisbefore!”
she exclaimed.

What this teacher did was a portion of the experiment. She simulated the
conditions of the districtwide assessment by designing a writing prompt
that paralleled the structure of the original prompt and administering itin
the same time block, without opportunities for editing or discussion. The
original prompt said, “Write about a friend you have and what friendship
meansto you. Be sureto include who, what, where, when, why, and how.”
The new prompt said, “Write about an experience you had with your fam-
ily. Be sure to include who, what, where, when, why, and how.” She then
shared the essays at a faculty meeting, where everyone agreed that the
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length and quality of the essays on family were much greater than those on
“friendship.” Now the district is using the “family” prompt instead. Here,
reflection led to further inquiry, which in turn led to a positive change in
school policy. Dinkelman (1997) has described collaborative action re-
search asincluding a“ spiraling, recursive series of at |east these four steps—
plan, act, observe, and reflect” (p. 251). In this case, the order seems to
have been observe, reflect, plan, and act.

Theinnovation of group conferences, described earlier, was also aresult of
theinquiry and reflection process. Infact, frustrated with individual teacher-
led conferences, the fourth-grade teacher had begun to experiment with
student-led conferences. It was through discussion and reflection in the
Bridging Cultures group that she came to realize that such conferences
might not be culturally harmonious for parents who would expect the
teacher as an authority in the classroom to take leadership. Subsequently,
the teacher began experimenting with small-group conferences, which were
noticeably more successful.

Teachers as Writers

Before the Bridging Cultures Project, only one teacher had previously
been published. In addition to disseminating the Bridging Cultures Project
at conferences and in schools, al of the teachers have either contributed to
publicationsor collaborated as co-authors. In the devel opment of Bridging
Cultures Between Home and School: A Guide for Teachers (Trumbull,
Rothstein-Fisch, Greenfield, & Quiroz, 2001), the teachers contributed ex-
tended examples of how they used the framework of individualism-collec-
tivism to inform their work with parents. One of the teachers has collabo-
rated with two core researchers to write two articles on the group confer-
ence concept and her experiences with it. One article appeared in the
UCLA publication, Connections, in the Winter 1998 issue and the other in
the April 1999 issue of Educational Leadership. Two other teachers co-
authored a paper presented at the annual meeting of the American Educa-
tional Research Association (AERA) in Seattle in April 2001 (Rothstein-
Fisch, Trumbull, Isaac, Pérez, & Daley, 2001).

A number of the Bridging Cultures teachers have expressed an interest in
writing. One teacher, who had to write extensively in the process of get-
ting certified by the National Board for Professional Teaching Standards
notes,

Bridging Cultures added a lot to the writing of the National Board'’s pro-
cess. The National Board is a very good assessment point—it is what
makes an accomplished teacher. Not only is it about subject matter such
as math...it is writing, community building, it's professional development.
It is community involvement. In this area you have to demonstrate how
you have made an impact in the community. | really think Bridging Cul-
tures plays a role in that because | am aware of what is needed in order
to bridge school and community.
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This teacher is now interested in writing about the same topics for
other publications.

One of the coauthors of the 2001 AERA paper has also experienced con-
siderable professional growth as a writer. Prior to her involvement in the
Bridging Cultures Project, she had written a chapter for abook on critical
pedagogy (Pérez, 1995). Then early in 2000, she published a children’s
book titled My Veery Own Room (Mi propio cuartito) about her experiences
growing up in aMexican-American family in California. The book, which
was published by Children's Book Press in San Francisco, received an
award from Parent’s Guide to Children’s Media on October 25, 2000, for
its outstanding achievement in children’s literature. Recently, this teacher
has begun working on asecond book with the same publisher that will also
be based on family-oriented situations. She notesthat the publisher is espe-
cialy interested in her underlying theme of collectivism and that “that isthe
idea that really sold them on my first book. That's what really interested
them.”

Teachers as Professional Developers

Dissemination of the Bridging Cultures Project was a priority for the
teacher-researchers aswell asthe staff researchers. Asthe teachers contin-
ued to find more applications of the framework, they were eager to help
others understand how cultural value systems can influence approachesto
learning. The meetings have provided continuing support to the teachers
growth as a professional development cadre. In fact, meetings have been
used as an opportunity to practice presentations, something that all mem-
bers (including staff researchers) have found helpful.

Since 1997, six of the seven teachers have participated in at |east 40 of the
more than 100 Bridging Cultures presentations (see Appendix C). The
range of participation is great: four have presented many times; one has
madetwo formal presentations outside her school and several withinit; one
has presented once; one has not presented. When core teachers have not
been presenters, they have often contributed to planning presentations. All
of the teachers have shared information about the Bridging Culturesframe-
work formally or informally with fellow staff at their elementary schools.
For example, several have described the spread and popularity of parent
group-conferencing at their schools as a result of their having introduced
the notion to other teachers. The two teachers who are least comfortable
presenting have, nonethel ess, contributed to the design of workshops and
materials. one has been an active audience member at certain presenta-
tions, and the other has done a small-group presentation in her school.

In addition to presentations at local schools, the teachers have also been
guest lecturers and presenters at surrounding colleges and universities,
such as Oxnard Community College, California State University at Chan-
nel I1slands, Cdifornia State University at Long Beach, California State
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University at Dominguez Hills, University of California, LosAngeles, and
the University of Southern California. They have been invited to lecturein
courses ranging in discipline from Education to Chicano Studies and Reli-
gious Studies. Outside of the southern Californiaregion, the teachers have
been involved in a number of statewide conferences sponsored by organi-
zations such asthe CaliforniaAssociation for Bilingual Education (CABE),
the California Elementary Education Association, the California Associa-
tion for the Education of Young Children, and the Bay Area School Reform
Collaborative (BASRC). In addition, four of theteachers participatedin a
panel presentation at the Bridging Cultures Dissemination Round Table, a
statewide event sponsored by WestEd that brought together professional
devel opers and teacher education professionals.

Outside California, the teachers have presented at national conferences
sponsored by organi zations such asthe National Institute for Dispute Reso-
[ution, the National Association for Multicultural Education, and the Na-
tional Association for the Education of Young Children. One teacher re-
cently presented at an international conference sponsored by the National
Council for Teachers of English at the University of Utrecht in the Nether-
lands. Audience commentsfrom presentations have supported and extended
the teachers' high-level enthusiasm for the capacity of the framework to
inform educational decision-making.

It isimportant to note that four of the seven core teachers had experience
conducting professiona development prior to the Bridging Cultures Project.
These particular teachers have played arole in teacher education efforts
within their districts and in collaboration with local universities. For ex-
ample, in her position as Language Specialist, one of the teachers did staff
development and training with educators in school districts throughout
her county early on in her teaching career. Two of the teachers have had
long-term relationships with institutions such asthe University of Califor-
nia, LosAngeles, and CaliforniaState University at Dominguez Hills, where
they have been called on as facilitators in projects such as the California
History and Social Science Project. Another taught English as a Second
Language Methods at California Lutheran University for five years.

Despite their “ seasoned” backgrounds, all four teachers who were already
experienced presenters insist that the Bridging Cultures Project has en-
hanced their abilities as professional developers. One of the teachers says
that the framework has enabled him to understand his feelings of discom-
fort when in front of large groups of people as being dueto his collectivis-
tic orientation. The teachers also attribute their personal and professional
growth to the sense of belonging to ateam and the consistent opportunities
to dialogue with others in the Project. The following quote summarizes
this sentiment:

While | was a teacher educator before, I'd never been what I'd call a

“presenter” of any kind prior to Bridging Cultures...Bridging Cultures has

definitely had a positive effect on me as a presenter. | feel honored that
I've been given these opportunities and am always excited about being
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part of a team that has such positive and life changing effect on
educators...| am more inclined to speak publicly because of it.

Currently, two of these four teachers teach in the District Intern program
of the Los Angeles Unified School District, one in Social Science and the
other in Language Arts. This program is sponsored by the District and
prepares intern teachers for certification. In addition, four teachers are
mentor teachersin their schools.* This meansthat they have strong lead-
ership rolesand opportunitiesto bring new ideasinto existing professional
development and norms of practice. Today they are finding ways to inte-
grate key Bridging Cultures concepts and resources into their profes-
sional development with new teachers.

The teacher whose account of group parent conferences was quoted ear-
lier developed a workshop on the topic for the entire staff at her school.
The K—1-2 teacher designed her own parent conference workshop that
draws upon Bridging Cultures principles and Bridging Cultures teach-
ers’ practices. She has also developed a parent workshop on participating
in parent-teacher conferences and training for parents on how to volunteer
in the school. The first-grade teacher, who describes herself as very shy
about presenting, gave a workshop on how to use Bridging Cultures per-
spectivesto improve reading performance through the Reading Recovery
program she and her colleagues are using.

The teacher who has been most overtly influenced by critical pedagogy
continues to explore the links between Bridging Cultures and that philo-
sophical approach. In workshops using poetry to promote student empow-
erment, she has brought to bear Bridging Cultures concepts related to
cultural differencesin ways of expressing oneself and interacting with oth-
ers. In August 2000, she presented at an international conference in the
Netherlands (mentioned previously), where she integrated critical theory
with Bridging Cultures concepts. She says,

The work with Bridging Cultures has enabled me to “put it all together.”
Now my presentations are much more powerful, focused, and reflect a
much deeper understanding of inherent cultural differences. The “aha”
that | experienced when | learned the framework is like none ever before.
I am at my synergy stage of my professional development (my “praxis”)
where the theory informs my practice and my daily work with children and
adults clarifies the theory...I have presented more and in many more
different settings within this state and in other states since Bridging
Cultures.

In short, six of the seven teachers have found endless waysto incorporate
what they have learned in the Bridging Cultures Project into the profes-
sional development opportunitieswith which they areinvolved, afact that
supportsour belief inthe generativity of theindividualism/collectivism frame-
work.

11 See Trumbull, E., Greenfield, PM., Rothstein-Fisch, C., & Maynard, A. (under review).
Forging new discourses in schools.
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Question 2d
What impact has Bridging Cultures had on participants at presenta-
tions and workshops (other than the core group of teachers)?

As mentioned, the Bridging Cultures team (core teachers and staff re-
searchers) have made at least 100 presentations to groups of educators at
conferences, in school districts, through college courses, and in their own
schools since the summer of 1997 (see the section on dissemination for a
full account of these presentationsand Appendix Cfor afull listing). Evalu-
ation data have been collected from participants at the majority of these
events. Whilethis question addressestheimpact of dissemination, we chose
to put it here because it has to do with effects on teachers.

Evaluation of Presentations and Workshops

The mgjority of the Bridging Cultures workshops and presentations have
been evaluated by their participants. In Table 10, we show the average
scores (based on a scale of 1-5, with 1 representing poor and 5 represent-
ing excellent) awarded by participants in response to the prompt, “Please
give an overall rating of the workshop/presentation.” The presentations
were selected for the table on the basis that they represent arangein terms
of a) geographic scope (national, state, county, local), b) target audience
(early childhood teachers, teacher educators, bilingual teachers, multicul-
tural educators, school counselors, and undergraduate and graduate stu-
dents), and c) size of audience. In addition, nearly al Bridging Cultures
team members are represented here, i.e., five of the teachers participated
in one or more of these ten presentations and al four staff researchers
presented at one or more of them. The mean score for this “overall” cat-
egory is4.52, inlinewith the general trend of all evaluation dataof thistype
we have. We do not have as much evaluation data as we would like for
another audience: researchers. We have reached them largely through pre-
sentations at the American Educational Research Association, the Society
for Research on Child Development, and the Jean Piaget Society. We do
have personal observations about the responses of these audiences during
discussions or question periodsthat show astrong interest in both the theo-
retical framework and the applied, longitudinal action research.

Evauationsfor the Bridging Culturesworkshops have a so included open-
ended questions. Participants have been asked to state 1) The most useful
ideagd/insights for them that have been presented, 2) How the Project may
be applied to their own work, and 3) Suggestionsfor the Project and/or for
future presentations of the Project. What follows is a sample of partici-
pants thoughts on the three areas mentioned above. Data was summa-
rized from the above-mentioned presentations and workshops, aswell asa
number of other presentations.

For many of the participants, the presentations brought new ideas and per-
spectives. For some participants, the ideas presented merely reinforced the
importance of what they had aready known. Many participants claimed
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TABLE 10. Sample of Bridging Cultures presentations and their overall ratings.

Workshops/ Number Evaluations | Overall

Presentations Attendees Returned Rating Target Audience
National Association 150 70 4.7 Early childhood
for the Education of educators,
Young Children teacher educators
(NAEYC) Conference
Bal Harbour, FL, 1998
12" Annual CREnet 44 35 4.5 Counselors,
Conference, multicultural
National Institute for educators
Dispute Resolution
Irving, TX, 1997
National Association for 24 17 4.4 Teachers, directors
Multicultural Education of multicultural
(NAME) Conference education
St. Louis, 1998
California Association of 25 15 4.6 Students,
Bilingual Education pre-service
(CABE) educators
Los Angeles, CA 1999
Ventura County 73 71 4.7 Pre-school
Head Start 56 56 4.5 teachers,
Ventura, CA, 2000 22 21 4.9 administrators

(3 sessions)

Southern CA 27 26 4.4 Primary grade
Kindergarten teachers
Conference
Burbank, CA, 1998
Bay Area School 27 23 3.9 Educational
Reform(BASRC) 7 4 4.5 researchers,
Collaborative teachers,
Conference aministrators
Oakland, CA, 1999 (2 sessions)
Oxnard College 15 13 4.9 Early Childhood
Oxnard, CA, 1999 Education course
California State 68 68 4.1 Students seeking
University, 4.6 credential
Northridge, at Channel
Islands
1999
University of Southern 17 17 4.6 Graduate students

California
School of Education

Los Angeles, CA, 1999

in Education
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that the presentation would cause them to have a“ heightened awareness”
of cultural issuesin their everyday work. A large number of participants
expressed an interest in trying new technigques such as group parent con-
ferencesand in finding waysto apply theindividualism/collectivism frame-
work to their daily work with students. Table 11 presents some typical
comments taken from several presentations.

TABLE 11. Responses of presentation participants to “What stands out from
the presentation?”

Knowing the characteristics of the individualistic and collective ap-
proaches of the white-American and minority cultures.

The value of the ethnographic approach—Ilooking carefully at critical
incidents, describing as many details as possible, probing beneath the
surface to find solutions.

How family and community tie together to form a whole individual.

| liked your idea of group conferences, this can help a shy parent to voice
his/her concern.

I never thought of a group conference and | think it's a great idea and am
eager to try it.

Reinforcing the idea that cultural differences are just as important as
learning style differences in developing classroom activities.

That collectivism and individualism would naturally result in conflicts which
could be used to build stronger understandings.

First time | have heard a clear explanation for things and incidents that
didn’t feel right.

| like the idea of preventing conflict by increasing awareness and under-
standing of deep, core cultural values...l want to find out more.

This is one of the only (if not the only) presentation I've attended that
directly addresses helping the student transition back and forth from home
to school...considering collectivistic group-oriented values, etc. Very
helpful framework.

Most presentations were made in the mainland United States or Canada,
but one took placein Kauai, Hawaii, at the annual Pacific Education Con-
ference (PEC), which is attended by more than a thousand educators from
U.S. entities in the Pacific. Teachers and administrators from such places
as Guam, the Commonweal th of the Northern Marianas| s ands, the Marshall
Islands, the Federated States of Micronesia, Palau, and American Samoa
cometogether to shareideas about culturally appropriate pedagogy intheir
settings. The societiesrepresented are much more collectivistic historically
thanthe U.S. education system that has been implanted since U.S. involve-
ment beginning during World War 11.1> Here are a few comments from
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PEC participants at the 1998 conference about the most important thing
they got from the workshop (Table 12).

TABLE 12. Comments of PEC participants at 1998 conference

This workshop is very important in a sense that we might apply some of the
things we learn from the workshop. The Western culture really denunciate[s]
the culture of the islands Pacific. [In] most schools in the Pacific the parents
don’t know what'’s going on in school. They said that school takes care of their
own problem. | do believe that this workshop and the handouts and the book
will really help us in our communication regarding this topic.

The discussion on individualism and collectivism go[es] beyond the class-
room and into society as society wrestles with these same issues. For
students it's shaded by the biases of the teacher.

Involvement [of] all persons (parents, teachers, students and community)
helps. Interaction is important to understand one another.

I'll continue to reflect on the dichotomy that exists in the school[:] western and
family values.

First of all thank you for sharing your experience. We are all faced w/similar
situations. It is very important to have open communication.

How Presentation Participants Expect to Use
Bridging Cultures in Their Work

A number of the participants expressed the intention of informing their
peers and co-workers about the project and framework. Teachers wanted
totell other teachers; and administrators wanted to apply theinformation to
their work with other administrators, teachers, students, and parents. Table
13 (next page) shows atypical set of commentsin response to a question
like “How do you expect to use what you have learned in your work?”’

These comments are representative of those participants at presentations
made acrossalarge range of settings. They show varying degrees of aware-
ness but considerable openness to these new ideas and a desire to explore
how they might be applied. The general impression of all of theteam mem-
bers who have presented (now including some graduate students) is that
most teachers and those involved in providing services to families from
non-dominant communities are eager to learn about strategiesfor reaching
those families more successfully. Of course, most audiences have attended

12 |1n a separate project involving WestEd staff (Sharon Nelson-Barber, Elise Trumbull, Rich-
ard Wenn), the Bridging Cultures framework and teacher examples provided context for a
collaborative project with teachers on aligning local values with instructional practice, docu-
mented in Nelson-Barber, S., Trumbull, E., & Wenn, R. (2000), The coconut wireless project:
Sharing culturally responsive pedagogy through the World Wide Web. Honolulu: Pacific Re-
sources for Education and Learning.
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the presentations voluntarily and are not necessarily representative of our

educators.

TABLE 13. Responses of participants regarding applicability of
Bridging Cultures to their work

Love the group conferences and the children’s stories with their families.
I'll probably try both of them.

I will try to engage parents more and bridge the difference between school
and family cultures.

We are working to build an in-service training workshop through safe and
drug-free schools for teachers and administrators. With our huge popula-
tion growth and great diversity, this learning and training is crucial .

This will deepen work already in our school. As a reform coordinator, |
would like to repeat some of what you did today with the staff.

Will share with other staff...Include in proposal for school ELL plan.

I will meet with the high school ESL teacher to discuss your findings. | will
apply the findings to any work | do with parents and students.

In working with teachers/school leaders to define best practices and to
develop useful assessments to guide teaching and program development,
I will ask questions that might draw colleagues’ attentions to the way that

culture affects student performance.

Suggestions for Improving Presentations

Many of the evaluationsincluded comments about wanting more exampl es
and tools to use in their classrooms. A great majority of the evaluations
indicated the need for more handouts and more visuals, with avideo being
the most requested. Some participants wanted information on how to apply
Bridging Culturesto other populations—older children and/or other racia
or ethnic populations. Table 14 (next page) offers a sampling of
such comments.

According to the reports of Bridging Cultures team members, all audi-
ences, from teachers to administrators and researchers, express the need
for time to reflect and bring personal experience to bear, to discuss, to
exchange ideas, and to explore implications for groups beyond the one
studied (immigrant Latinos). Criticisms of workshops center around getting
more: more examples of how to apply the theory; more opportunities to
discuss and interact; applications to more ethnic groups; examples that
move beyond elementary school to high school. Of course, with regard to
time, presentations are constrained by the schedules of conferences. By
their nature, these kinds of presentations are introductionsto a set of ideas
and practices that can at best be expected to stimulate further exploration
by participants. We can support this exploration somewhat now that we
have devel oped several publications.
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TABLE 14. Suggestions for improving presentations

Add a greater focus on specific, practical things that teachers can do to
further implement this fascinating model.

Perhaps a video of teacher and student interactions using some strate-
gies...

I know that this is a little greedy, but a video would be nice—more colors (I
guess I'm a visual learner!).

I was hoping for more ideas to get more parent involvement in the school.

More concrete suggestions about not only Parent-Teacher conferences but
of other situations.

High school examples? That would be helpful, things are often applicable to
both, but some specific high school/older teen examples would help.

More ideas on activities that can incorporate each child’s cultural back-
ground.

More information on the cultural differences in the schools, groups and other
everyday situations.

Organize around foundations, interventions, findings and applications.

QUESTION 3
What impact has Bridging Cultures had on students
of the core teachers?

While the Bridging Cultures Project has focused on teacher professional
devel opment and teachers as researchers, the desired impact of the Project
is ultimately on students. After all, the framework is intended to help the
teacher understand the culture of the student and his or her family aswell
as the culture of the school and the teacher. Because of the design of the
Project, we have not been able to look at longitudinal effects on student
achievement—usually operationalized as*“test performance’ or “passrate.”
The teachers come from different schools, and, with one exception, they
do not keep their studentsfor more than ayear. It isprobably unreasonable
to expect major effects on student achievement in asingle year. Neverthe-
less, teachers and othersinvolved with the Project have documented changes
in non-cognitive indicators that are associated with student achievement
(attendance, homework completion, parent involvement, time on academic
task). Here we report on these and other effects that teachers attribute to
the Project. Our sources of data are classroom observations, teacher inter-
views, some test scores, and field notes from meetings.

Attendance

Since being involved in the Bridging Cultures Project, a number of teach-
ershave noticed improvementsin students’ attendancein their classrooms.
After a chronic problem with keeping attendance rates up, a Bridging
Cultures kindergarten teacher decided she needed to do something about
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it. Realizing that many students were probably missing days at school be-
cause their parents simply didn’'t have the time or assistance to bring their
children to school, she thought it would be a good idea to have parents
buddy up and help each other get their children to school when there was
an emergency. She approached parents and found that they were very
responsive. They themselves suggested that they could find parents near
them for assistance in getting their children to school. The teacher found
that when she went to parents with a problem and the question, “What do
you think we should do?’ they were very responsive, and it seemed to
make a huge difference to them to be treated this way.

Homework Return Rate

By accepting the children’s needs to work in groups or with partners, and
through encouraging group participation in reviewing homework assign-
ments, reading the entire assignment, and deciding on the best answer asa
group, one Bridging Cultures teacher has noticed that homework return
has grown significantly, to nearly 100%. The group strategy was especially
beneficial to children who did not have an English-speaking adult in the
hometo help, according to the teacher. Although studentswork together in
sharing ideas, their work is still completed independently.

Another teacher has noticed some changes in her students related to help-
ing absentees keep up in the classroom. While she has always worked at
having high attendance in her classroom, she has noticed that since she
began the Bridging Cultures Project, her students are more helpful to
other students who are absent. She noticed that there are always many
studentswho volunteer to deliver homework to afamily member (the brother
or sister) of the student or to the absent child's home.

Time on Task

Since beginning their involvement with the Bridging Cultures Project, many
teachers have noticed that the new practices they have implemented have
translated to more time on task in their classroom. A number of the teach-
ersreport that they are able to spend less time on classroom management
and create more time for students to work on tasks. One teacher found
that making learning a personal experience has increased time on task in
her classroom. By finding ways to help students relate to what is being
taught, she can engage the students' interest in learning for longer periods.
She says,
It doesn’t matter if it is a book or personal stories, just as long as they can

relate it to their personal experiences. They don’t even want to go out to
recess, they just want to keep it going.

Another Bridging Cultures teacher observes in her classroom,

Children know there is a time and place for everything. There are times
and reasons why we work together and help each other and other times
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everybody needs to work on their own. We get a lot done in one day and
before lunch.

A fourth-fifth grade teacher saw more time on task in his classroom as
well. He notes,
Students are more involved and more on task because | know and am
aware of what buttons, motivating factors, to push—such as a writing
prompt that would be geared to something they are knowledgeable about
versus some isolated incident that they are not too interested in or
familiar with. If a child is more interested, there are naturally less prob-
lems. That leads to good classroom management and good cooperation.

In astudy comparing the relations between Latino childrenin a*“typical”
U.S. second-grade classroom and the relations between Latino childrenin
a Bridging Cultures second-grade classroom, there was evidence that
Bridging Cultures classrooms had more time on task (Isaac, 1999). Ac-
cording to the study, transitions (change of task) in the non-Bridging Cul-
tures classroom are announced by theteacher, but the children in the Bridg-
ing Cultures classroom maintain an implicit understanding of the day’s
schedule. According to the researcher,

This understanding is evidenced in the way the children flow in and out of
the classroom without the necessity of announcements by the teacher, as

well as the way that the children work after the activity period is over
(Isaac, p. 34).

Student Achievement/Performance

The changes that Bridging Cultures teachers have made in their class-
rooms have often resulted in an increased level of performance in stu-
dents work. The changes have sometimes come about as aresult of teach-
ers’ recognition of the importance of family in students' lives, as men-
tioned. Some of our teachers have noticed a change in students' perfor-
mance as aresult of parent involvement in the classroom. As one teacher
observed,
Parents that have volunteered have seen the value of reading, and their

practice is the key to gaining fluency and comprehension. As a result,
many students have become better readers.

In the case of the districtwide writing assessment mentioned earlier, the
Bridging Cultures teacher involved noticed that her students tended to
write much more when questions were related to students’ families than
when they related to such thingsaswhat isit liketo beagood friend. (This
example will also be discussed as an instance of ateacher’staking on the
research role.) At afaculty meeting, she suggested an alternative question
to be used in the assessment:

Write about an experience that you had with your family. Be sure to
include who, what, where, when and how.




Five-Year Report

47

The result was that students' scores jumped—from four to 17 points on a
100-point scale. Students not only wrote longer and better narratives, they
did better on language usage, punctuation, capitals, vocabulary, and quota-
tion marks. She noted,

We were tapping into collectivism, honoring lived experiences.

The first-grade teacher also noted a change in students’ performancesin
her classroom as aresult of her improved relationships with parents. From
her participation in the Bridging Cultures Project, she learned that she
needed to build better relationshipswith her students parents. Before being
involved in the project, she hesitated to accept personal invitations from
parents. However, when she began to devel op better relationshipswith her
students' parents, she noticed some very positive changes. She says,

Last year [1996-1997] | feel the parents, students and | were a real team.
The reading program required that the parent read with the child each
night and return a slip noting how much time they read. There was 100%
participation.
However, even more significant is the change in her students’ test scores.
She says,
..our May testing was excellent. My students, tested in Spanish, as a class
scored way above average on overall reading. Their mathematics scores
were equally high.
Thisteacher noted that her two English-speaking first grade classes' group
scores on comparable subtests were “significantly below average, mark-
edly lower than those of my Spanish readers.”

Another teacher saw changes in her students’ performance as a result of
the importance she placed on her parent-teacher meetings. She says,

| expect the children to come if possible. The children see a perfect
example of camaraderie and open discussion of parents and teachers
and they see all the parents involved. It lets them feel more comfortable
expressing themselves in the classroom and it lowers the filter on getting
a concept or skill—like lowering the wall between the home and school.

By using choral reading in her classroom, one teacher has noticed im-
proved English reading skillsin her classroom. With her ESL students, she
realized a“tremendous power in choral reading, chanting, reciting poetry,
singing songs, anything that includes the whole group.” She observed that
the students loved doing it, their English had significantly improved and
that practicing this way had ensured success for her students.

One Bridging Cultures teacher found improved writing in her classroom
asaresult of permitting studentsto shareideas. She noted that by allowing
the children to help each other, each one of her second-grade students was
ableto write athree-paragraph essay complete with an outline for the end-
of-the-year assessment, a feat that the mgjority of the teachers at this
same school thought would be too difficult to accomplish. The children
benefited from building off each others’ ideaswhilewriting.
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QUESTION 4
How has Bridging Cultures affected students
at institutions of higher learning?

Bridging Cultures (i.e., its core concepts and examples from teachers)
has been presented to an estimated 750 students at several California State
University campuses. It has al so been thetopic of presentationsin acourse
for educational therapistsat Holy Names College (Oakland, CA) and twice
in an anthropology course at Stanford University. More than 400 teachers-
in-training (some teaching via emergency credentials, some returning for
advanced study) and studentsin the school counseling program at Califor-
nia State University, Northridge have learned about Bridging Cultures
sincethefall of 1997, largely through the auspices of Dr. Carrie Rothstein-
Fisch. She began incorporating a three-hour Bridging Cultures modulein
thefollowing courses: Advanced Psychological Foundations of Education,
Lifespan Human Devel opment, Advanced Theories of Child Development,
Applied Child Development for Parent and Child Educators, and Theories
and Issuesin Early Childhood Education. Graduate studentsin programsin
School Counsdling, Early Childhood Education, Learning, Development, and
Instruction, Career Counseling, and Marriage, Family, and Child Counsel-
ing have been involved, as well as arelatively smaller number of under-
graduates. She has routinely had students evaluate the three-hour Bridg-
ing Cultures module she teaches. Some evaluation data will be discussed
below.

Dr. Rothstein-Fisch has collaborated with one of her graduate students
and a Bridging Cultures teacher to make presentations to students at the
Channel Islands campus of California State University, Northridge, at
Oxnard College, and at California State University, Long Beach. As men-
tioned later in “Teachers as Professional Developers,” one of these has
taught pre-service educators at the University of Southern California, and
another incorporated Bridging Culturesinto his twice-yearly coursework
for teachers (some credentialed, some not) on history, social science, and
cultureat UCLA. Table 15 (next page) presentscommentsfrom hiscourse
inJuly 1998. All 11 evaluationswere positive. Every such presentation has
been evaluated by students.

The Bridging Cultures Teacher Education Module (in press) contains
evaluation commentary from 54 students in two sections of the course,
Psychological Foundations of Learning K-12, taught by Dr. Rothstein-Fisch
at two different campuses of California State University, Northridge, inthe
spring of 1998. About one-third of the students were working as emer-
gency credential or substitute teachers. Students completed written evalu-
ations of the Bridging Cultures course content (presented as a three-hour
session) immediately following the presentation. On their mid-term exam,
students were asked to “ Describe the five most salient parts of the Bridg-
ing Culturesmodedl.” Thefinal exam gave anindirect opportunity for evalu-
ating the impact of the Module through an open-ended statement (“De-
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scribe the five most valuable things you learned in the course and cite an
example of how this might be applied in your own classroom”).

TABLE 15. Comments of students in UCLA Extension course on
History/Social Science and Culture

[I learned] the fact that the cultures south of the border were collectiv-
istic. | had always assumed that an individualistic culture existed in
those countries, just the same as in ours. The other point for me is
that | had...become sensitive to issues of ethnography and values to
an extent which expands my skills in interacting with any students as
well as their parents.

| am aware now that parents need to be understood in their own
terms to begin a constructive communication. | have learned that
parents do want to participate, contrary to some of my colleagues’
ideas. Thence, | will try to be more sensitive to parents’ diverse
cultures.

I hope this [Bridging Cultures] is spread to other teachers and whole
school districts.

On the evaluation immediately following the Module, 46 of 47 students
answering the questions gave very positive comments about the value of
the Module. For many, the Module raised awareness about the role of
culture in education. Sample comments are listed in Table 16 (next page).

Three weeks |l ater, studentstypically reported that they continued to recall
differences between individualism and collectivism and the kinds of school
conflictsthat could ensue from misunderstandings based on those orienta-
tions. One student mapped out his/her understanding:

The BC model is based on the concept of individualism and collectivism.
Individualism involves mainly the viewpoint of white-European thinkers.
Collectivism refers to the viewpoint of immigrants. The key points of
these views can be stated as follows:

On the final exam for the course, three months after the Bridging Cul-
tures Module was presented, students were asked to indicate the most
valuable things they had learned in the course and cite an example of how
this might be applied in their own classroom. Bridging Cultures was the
most frequently cited topic (23 students out of 54), with Gardner’s theory
of multipleintelligences and the role of classroom organization asthe next
most popular responses, garnering 14 votes each.
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TABLE 16. Comments of students in Psychological Foundations of Education
K-12, Spring 1998

It [individualism-collectivism] is a new concept for me in relation to contact
with other cultures. It helped me to take one more step beneath the surface
of relating to others. It will help me understand or at least be open to
bridging rather than judging.

It makes me aware of how students come to school with different attitudes
and expectations. | can appreciate the differences among people.

Students who were (apparently) working in the classroom were able to speak
more concretely about the relevance of the framework. One example:

Information is relevant only when | can take it back to the classroom—
which | could do with this information. In talking with Hispanic parents | can
be more aware of why they may react the way they do.

They had personal responses to the Module, based on their own experiences:

I could really relate [to the model] because I've been the student having
conflict between school and home.

I am able to understand why my Mexican-American boyfriend and | thought
so differently about everything, including education.

Three weeks later, students typically reported that they continued to recall differ-
ences between individualism and collectivism and the kinds of school conflicts
that could ensue from misunderstandings based on those orientations. One
student mapped out his/her understanding:

The BC model is based on the concept of individualism and collectivism.
Individualism involves mainly the viewpoint of white-European thinkers.
Collectivism refers to the viewpoint of immigrants. The key points of these
views can be stated as follows:

Individualism Collectivism
Child as individual Child as part of family
Objects belonging to person/school Objects for everyone to use
Work independently Work to help group
Teacher as public servant Teacher as authority figure
Praise— good self-esteem Criticism—make sure child

doesn’t stick out

One student was not persuaded of the usefulness of the framework. His
comment actually reflects Project members’ concerns about the danger of
generalization based on categories:

| don’t believe individuals, regardless of their background, neatly fit into
each category. | feel | have traits from both individualism and collectiv-
ism. I'm sure most people feel this way.
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Sixteen students (some pre-service and some in-service educators) taking
Advanced Psychological Foundations of Education K-12 in the spring of
1999 were asked to write immediately after the Bridging Cultures Mod-
ule presentation about the most val uabl e thingsthey had learned, questions
or concerns they had, and how they might use what they had learned. A
sample of comments about what was most valuable shows the range of
depth of understanding and both personal and professional perspectiveson

the material (Table 17).

TABLE 17. Survey responses of students in Advanced Psychological
Foundations of Education K-12, 1999, to “Most valuable things learned.”

...how cultural background and upbringing has an indirect, but very
important, impact on school performance.

Our society cannot “tolerate” differences. We must embrace and celebrate
them. We cannot educate students based on “sameness”—an over-used
construct.

The most valuable to me was the concept of family and how American
culture has devalued the family while collectivist cultures respect, honor,
promote and value family more than the individual. American focus really
is on the individual. Sad, but true.

The most valuable thing | learned today was that everyone got a chance
to explore how the individualism is different than collectivism...I felt that
my culture, which is collectivism has been more understood than before
the class, and | feel more proud of having collectivism culture and indi-
vidualism culture together in myself.

Most valuable thing | learned tonight—how important helping is and how
| have quashed helping behavior in the past.

Students cited a range of questions and concerns:

[H]Jow do you explain this idea to rigid teachers who aren’t open to...
differences in relating[?]

I am concerned that many of our schools lack the philosophy inherent
within the Bridging Cultures concept. Many teachers are unable to accept
learning styles or disabilities, let alone cultures and schemas.

My questions would be in reference to the African-American culture.
Although | am American, | identify very much with the culture that is
collectivistic— in every aspect. We talked about teachers/school and
family/home conflict but | would like to know about the student in the
classroom conflict—meaning when one immigrant child with a very
different culture is in a classroom, or/and school, where they are the only
one. What can | do to help and understand the one child?

| want you to share more and more specific examples of teachers using
these ideas in their classes.

Where is the balance between the positive and negative elements of
independent and interdependent cultures[?]

| want to reach out to my ESL students and learn from them. | want to
grow and broaden my understanding—When | do that I'm sure I’'m going
to have many, many questions.
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How to balance privacy issues with a collectivist environment

How to keep students accountable for individual learning while
allowing for collaborative work

How can we educate others in this? expanding to outside the school
domain. It seems a lot of misunderstandings bet[ween] people
(friends, colleagues, etc.) can be avoided. This is true for me (others
understanding me) because | am from a collective culture raised here.

Regarding applications of what they had learned, here are some examples of
student comments:

(How can you use this?) Oh my God! How can | not use it? | can use it to
allow “collective” students to assist each other with homework and increase
group knowledge. | can implement more cooperative learning techniques. |
can grade the group as a whole on some tasks. | can use choral reading.

...I think that everything we talked about today can be used in everyday life,
because we live in a multi-cultural society. It makes me want to learn more
about each and every culture.
| can use this:

@ my internship

@ my job

w/ my friends/family

wi/strangers in the street

I will use what | learned tonight in the way | interact with not only parents and
students in the schools, but also in understanding friends from different
backgrounds than my own.

| can use this as a school counselor. When | counsel kids, | will pay attention
to their health and seeing how they’re feeling before discussing psychologi-
cal issues. | want them to trust me and feel comfortable with me first. | will
learn in this class how to invite Latino parents to become involved so that
they will feel more comfortable. | will also be dispelling myths and negative
assumptions that other teachers and counselors may believe....

| can start to recognize elements of my own culture and how this [sic] value
elements have shaped my own development.

The responses, even in this single class, give a sense of how varied stu-
dents are in the ways they make sense of the Bridging Cultures frame-
work. Students' concerns and questions reflect their personal experience,
their sense of the school settings they are or will be working in, and their
thoughts on broader social issues. Overal, the evaluation data we have
from such students suggests that the impact of exposure to Bridging Cul-
tures concepts is extremely variable. Those who have personal and pro-
fessional experience germane to the framework (such as Latino teachers,
who often intuitively understand the conflicts and solutions, or educators
who have already tried to explore therole of culture in schooling) seem to
be ableto grasp the conceptsin a sophisticated way and immediately infer
possible meanings for their practice. An experienced teacher in agraduate
course at CSUN said,
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...[The framework] brought forth and clarified how our American society
focused more on the individual. The competition, pushing to succeed
beyond others, individual achievement regardless of others. | view the
idea of collectivism now as something not so strange and that greater
success can be achieved as a group without sacrificing the individual.
Together we're better...l can see the success and pride that parents have
when they collaborate.

Othersapparently experience some cognitive dissonance, showing through
their course evaluation comments that exposure to Bridging Cultures has
raised questions and made them think. But they also demonstrate confu-
sion about theimplications of what they havelearned. They may say in one
breath that culture must be understood and in another breath that they will
treat all parents and students the same (see Jun, 2000). Some students
seem to get alerted to the fact that they need to pay attention to possible
culture-based conflicts and their implications for altering schooling—but
their sense of how to act on this awareness is very general.

Twelve Stanford University undergraduate and graduate studentsin atwo-
hour anthropol ogy seminar on Bridging Cultures (January 1998) responded
to the question, “What will stick with you from the presentation today?’
Their reflections had to do with both personal experiencesand educationin
general (Table 18).

TABLE 18. Reflections of Stanford students in Language, Culture, and

Education in Native North America, 1998

| thought the need for cultural understanding was what stuck with me the
most. Going through school with a grandma who only spoke Navajo, it was
hard to mediate (as a kid between the teacher and the parent/guardian). |
think the most encouraging act then, would be for the teacher to demonstrate
that she cared—at some level.

The most interesting aspect of this discussion for me is discovering what the
underlying intention of the school is. Is the intention to bring these families
from other cultures into “American” culture, or is it to alter American values in
order to include everyone? Obviously the goal is the latter in this project but is
that true for educators in general?

...I think a lot of classroom problems could be avoided if parents (their
opinions and household operations...) were understood and respected as
valuable [for] teachers to learn from.

The main thing that grabs me is the subtlety of what teachers do and how
harshly it can effect a child. It really reached me that these poor kids see two
very distinct cultures—home and school! Teachers really need to reach
across the line and help kids bridge over. Also, it seems—what really is the
point of school? Are all the aspects of the school culture necessary or could
home culture be easily integrated?
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Twenty-four graduate students (mostly European-American) in an educa-
tional therapy program at Holy Names College in Oakland, Californiain
March 1998 participated in athree-hour class on Bridging Cultures. They
were asked the same question. The comments of these students represent
some fairly deep reflections on the meaning of culture’s personal implica-
tionsfor U.S. schools (Table 19).

TABLE 19. Evaluation responses of Holy Names graduate students in
Educational Therapy course, 1998

The roles of Individualism and Collectivism are not roles that | am
unfamiliar with, but defining, discussing and exemplifying them | found
to be invaluable. This was more of an awakening of things that | see
around myself every day, yet don’t stop to think a lot about them. It was
great to hear examples (stories) of real-life situations and then apply
them to my own situations.

The readings caused me to have a clearer understanding of the differ-
ences between the individualistic and collectivistic cultures and how
Euro-centric most classrooms continue to be. As a former K teacher, |
realized how many youngsters come into a new culture upon entering
school—one that requires far more than the academic and social
orientations of the majority culture many are already a part of by virtue
of their Euro-American ethnicity.

...I truly experienced a shift in awareness and understanding. The
readings generated conversations between my husband and my 3™
grade daughter regarding cultural influences not only at school but in my
husband’s business. | also see implications for this information that
extend even to purely Euro-American settings.

It is important to be culturally sensitive to others, especially immigrants.

My grandfather was an immigrant from Bolivia and my grandmother was
from Nicaragua. They met each other in Los Angeles where my mother,

Yolanda, and | are from. | like the idea that the schools and teachers are
more immigrant friendly in California today. | know the schools were not

as friendly a generation ago.

The most important points that will stick with me through my profes-
sional career are the inherent differences between Individualism and
Collectivism. | am an Anglo-American that has failed to identify any
cultural basis of my own. After reading both articles: Cross-Cultural
Value Conflict and Bridging Cultures | have come to realize that indeed |
am part of something (Individualism) that has shaped my environment
from an early age. A more practical application of my newly acquired
knowledge is my communication skills used with Latino parents and
students. | feel more capable of my abilities to empathize and facilitate
bridges between teacher, parents, and students.
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Graduate and Undergraduate Student Researchers
CSUN Researchers

A total of 15 pre-service educators enrolled in graduate programs at Cali-
fornia State University, Northridge are now involved in research related to
Bridging Cultures (Appendix C gives a complete list of the projects).
Most of these students are compl eting master’stheses, in preparation to be
more advanced teachers, specialistsin early childhood education, or school
counselors. Many of the studies concern the usefulness of Bridging Cul-
tures professional development with Latino parents; othersinvestigate the
impact of Bridging Culturesprofessiona development onin-serviceteachers
or counselors. Six of these students (chosen because of availability) were
asked to compl ete a short survey posing two open-ended questions:

1. What isit about Bridging Culturesthat motivated you to do your master’s
thesis (or other research) on it?

2. Has Bridging Cultures had an impact on your thinking or on the ways
you interact with others (in personal or professional situations)? If so,
please describe thisimpact.

A common denominator among responsesto Question 1 wasarecognition
of how schooling was failing to meet the needs of immigrant students and
capitalize on their cultural strengths along with the hope that the Bridging
Culturesframework could help teachersto turn around that situation. Said
one, herself a Korean-American immigrant,

...When | entered the program two years ago, | wanted to pursue my
career to help immigrant students to find their pathway to success in this
country. | found that Bridging Cultures would help the immigrants to see
their values that could lead them to towards success in their future
careers...Bridging Cultures motivated me to see my culture as well as
other cultures, to recognize the differences and to try to find a right way to
direct my future in a helping profession.

Another, a European-American student who hasworked in school sthrough-
out histwo years of graduate school, said,

As | was working in two different schools...I immediately noticed more
disengagement from Latino students...It was impossible for me to believe
that 70% of the population of the district was less intelligent or had less
family support than the other 30%...When | first heard the Bridging
Cultures framework described in a class of mine, | was taken aback by
the concept. How could there be any other value system in the world than
the one | was raised learning? As | observed these elementary aged
school children interacting in the classroom and on the playground, |
quickly saw proof of collective concepts. From the moment | attended my
first BC meeting and listened to the ideas that the teachers were using in
the classroom, | knew that this was a better way to teach students with
these value systems...Bridging Cultures is one way in which | can help
improve the educational process for these students.

A third said,
Intuitively, | always felt there was conflict between the home and school
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culture but no one had ever put a name to it. Bridging Cultures was the
first time my feelings were validated. I'm motivated by Bridging Cultures
because | want others to feel validated like | did.

In response to the second question, the first student cited above said,

... | feel that Bridging Cultures impacted greatly my own thinking as well
as how | act with others. | know | am more aware of my own culture as
well as other cultures. | remember myself as very closed with my own
culture, but now | am more open to other cultures, to their values and
characteristics. | know that now I try to understand other people’s point of
view in a very different way...

Another student said,

...1 think the Bridging Cultures framework fits so appropriately into my
life as a Korean-American. | was able to relate with the issues of bi-
culturality and the conflicts it can bring. Bridging Cultures has allowed
me to articulate issues more clearly and be able to recognize situations
of conflict coming from culture. In personal situations, | am constantly in
a mental struggle of decision-making for my life and family as well. |
must always consider others because | was taught to, however it brings
conflict to my individualistic education. Bridging Cultures has helped me
to pinpoint what the conflict is about and then | am able to make deci-
sions with a lighter heart. In professional situations, | am now careful to
be sensitive to how | present my ideas so as to include all viewpoints as
equally valid and important, especially if they are viewpoints | don't fully
understand because of culture.

A Latinastudent responded,

Bridging Cultures has had a tremendous impact on how | think and in
the ways that | interact with others both personally and professionally.
Personally because it allowed me to understand that some of my values
and actions come from my cultural background and that they are okay. |
have questioned in the past why | was so different from “whites” and
thought maybe something was wrong with the way my family does things
or thinks. | know now that the difference is okay and should be shared
with other teachers so that there is a better understanding of the Latino
student population. | am not saying all Latinos are the same, but my
experiences could relate to the students...Professionally, in the class-
room | have become more sensitive to how students respond. [Also] |
have welcomed people to ask me questions or bring up a concern with
Latinos without taking offense.

One can see how the personal becomes intertwined with the professional
in terms of what motivates studentsto explore the meaning and usefulness
of the framework.

Two of these students recently received special awards at California State
University, Northridge. Patrick Geary was selected for the Don Dorsey
Excellencein Mentoring award on the basis of his mentoring of elementary
and secondary students in the Los Angeles Unified School District and
work with immigrant Latino families as well as for his advocacy of
underrepresented applicants to the School Counseling Program at CSUN.
Deborah Park was honored as first-place winner in the Department of
Educational Psychology and Counseling for a paper presented at the Cali-
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fornia State University, Northridge, Creative Works and Research Sympo-
siumin Fall 2000. Her paper wastitled, “ Bridging Culturesin the Korean
American Classroom.” Winning this award entitles Park to present at a
statewide (California) symposiumin Spring 2001.

One of the most recent pieces of research associated with Bridging Cul-
tures was conducted by Catalina Jun (2000), a master’s student of Dr.
Rothstein-Fisch’sin the School Counseling Program at CSUN, whoisone
of theinterviewees above. We discussthis piece of research at somelength
because it represents a) the first extensive piece of Bridging Cultures re-
search with counseling students; b) it follows university studentsinto the
workplace; and c) it illustrates how variable the learning can be among
university students exposed to the same instruction.

For her thesis, Jun interviewed 11 students about to graduate from the
CSUN School Counseling Program who had taken acourse with Dr. Roth-
stein-Fisch in which the Bridging Cultures Module was presented. Work-
ing as intern counselors in schools in the Los Angeles area, they were
interviewed about how they were or were not applying what they had
learned about individualism and collectivism. Seven areas of potential class-
room conflict between individualistic and collectivistic valuesthat had been
identified in research (Greenfield, Quiroz, & Raeff, 2000) were used as a
basis for questions. Examples of sources of conflict are differences in
emphasis on: helpfulness versusindependence; socia versuscognitive skills
in the developing child; respect for authority versus oral self-expression;
and criticism to ensure normative behavior versus praise to support self-
esteem. There are also cultural differences in the role expectations for
parents and teachers. For instance, collectivistic cultures tend to expect
teachers to be in charge of academics. Thus, parents are not expected to
teach their children reading, for example. Parents are seen asin charge of
incul cating moral valuesand normsfor socialy appropriate behavior (though
the expectation isthat the teacher will also support such development in the
classroom).

Jun found that these intern counselors were all over the map in terms of
the degree to which they remembered or understood the Bridging Cul-
tures framework, their levels of ability to apply the framework, and the
degreeto which they had resolved apparent conflictsin their thinking with
regard to how important cultureisasafactor in schooling. From Jun’sdata,
it appearsthat six students have a grasp of implications of the framework
for their rolesas counsel ors. Six intern counsel ors responded with examples
of what they have observed about the values of helpfulness and indepen-
dence. (Othersdid not respond directly to the question.) Some examples of
responses:

Many students baby-sit and do chores at home.

At my internship at Smith Middle School [not its real name] | asked a

group of Latino students what was the difference between helping and

cheating. Joyce, a first generation student whose family is from El
Salvador, told me that helping is when you show somebody HOW to do
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something, and cheating is when you just give them the answer.

Kids can help each other in areas not directly related to individual
learning.

The first two responses seem to show some grasp of the meaning of such
values for students. The third is focused on what counts as appropriate
helping in school from the individualistic perspective. One of these new
counselors has an extremely well-devel oped understanding and has made
numerous innovations in his practice in accordance with what he has
learned. When asked, “What have you learned from the Bridging Cul-
tures framework presentation that you have used with your own counsel-
ing profession at school 7’ thisintern replied,

The most powerful examples | have drawn from are the praise vs.
criticism value conflict. In situations with two different students | have
taken my knowledge of this and employed it in my individual counseling.
In the first case, with a fifth-grade Latina named Jackie, | was counseling
her under the guise of math tutoring after her teacher referred her to me.
Initially, 1 was praising the student when she began to correctly solve
problems. Then, in one session immediately after | said, “good job,” |
heard Jackie mock me and also say “good job.” From that moment on |
used criticism to motivate her in her understanding of math. The beauty
was that, not only did she begin to work harder at learning the problems,
but also it was at that very point in our counseling that we made a
breakthrough in our therapeutic relationships and Jackie began to
disclose more personal issues.

Another two interns show some grasp of the framework and can cite at
least one way in which it has influenced the ways they work with parents
or students (or other staff) or interpret parents’ thinking/behavior. Examples:

| see that Asian and Armenian families see the teacher’s role as to teach
academics and the parent’s role as to teach moral values, disciplines, and
social skills.

Understanding that parents are apt to defer to the teacher’s authority, we
can ask the parent as an expert on the child about what they think about a
problem.

Sometimes these interns seem to be confused about the role of culture in
schooling in general and only dlightly aware of the framework and its po-
tential relevance for them. The following respondent shows some confu-
sion over whether cultural values related to the role of parents should or
should not be considered:

The parent role at my intern site is low. When open house happens less
than 50% of the parents show up. Parent participation is a role that all
parents should have, no matter what ethnicity. Unfortunately some Latino
parents hustle in their jobs and do not have time to talk to teachers or go
during open house. | also have to understand that the parent role for
everyone is not the same. | know a Latino family who expects the teach-
ers to teach their child everything the child needs to know. | think parents
play different roles according to their culture and subcultures within that
culture...
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In response to the question, “What changes have you made with regard to
how you engage parents?’ another respondent said,

| don't treat parents any differently than | treat students although | may
defer to parents more than | would to a student. My counseling style
works well in my interactions with parents because it is tailored to them. |
also stress to them that | am not an expert on their child, they are to an
extent, but we together must follow the child’s lead.

Jun notes that this response moves back and forth between individualistic
and collectivistic values. First, the intern expresses an egalitarian view of
roles (individualistic), then leans a bit in the direction of collectivism by
saying he/she would defer to parents; then says his’her counseling styleis
tailored to parents (asindividuals or as members of acultural group?); he/
sheisnot an expert (back to egalitarian roles), that the parent is an expert
on hig/her child (acknowledging the parent’ srolein the collectivistic hierar-
chy); then suggesting that parent and teacher must follow the child’s lead
(very individualistic).

Two respondents make very general statements about the value of under-
standing students' cultures but show no awareness of the Bridging Cul-
tures framework. Asked what they had learned from the Bridging Cul-
tures presentation, two interns said,

Taking account what culture they are from and how to interact with them...

...l...feel that | have been opened to empathize more and to be sensi-
tive to other cultures that | was a bit closed to.

Jun concludes that understanding cultural values is a developmental pro-
cessthat varies depending on personal experience (often by virtue of group
membership). Some students hold beliefs that contradict each other, per-
haps a natural step in the developmental process but suggesting that more
learning or experience is needed.

UCLA Researchers

Dr. Ashley Maynard, aformer student of Dr. Patricia Greenfield, has also
contributed to the project, both as a participant at several meetings and as
adiscourse analyst and co-author of a paper presented at the annual meet-
ing of the American Educational Research Association in 1999 (Trumbull,
Greenfield, Rothstein-Fisch, & Maynard). For this paper, Maynard re-
viewed approximately 16 hours of digitized videotape to track changesin
teachers' ways of talking about culture and document how teachers said
their new conceptualizations of culture were affecting their teaching.

Two of Dr. Greenfield's undergraduate students did their senior honors
theses on the project. Maricela Correa-Chavez did an ethnographic study
(2999) in which she compared peer relationships in a Bridging Cultures
second grade and a non-Bridging Cultures second grade with a similar
student population (immigrant Latino). Adrienne | saac’ sthesis (1999) was
also an ethnographic study carried out in the same classrooms but focused



60

Bridging Cultures

on teacher-student rel ationships. Both studies entail ed extended classroom
observation and videotaping and have contributed significantly to the un-
derstanding of how the inclination of collectivistic studentsto help can ei-
ther be drawn upon as a strength for group learning or suppressed by the
teacher.

QUESTION 5
What is the nature and extent of the dissemination
of the Bridging Cultures Project?

In this report, the topics of Bridging Cultures' impact on participants at
presentationsand “dissemination” are somewhat artificially separated. We
decided, however, that teacher impact should be treated as one topic
(whether having to do with Bridging Cultures teachers or other teachers).
Refer to Question 2¢ for eval uation dataon the impact of dissemination on
participants at workshops and in courses.

This section of the report addresses dissemination of the Bridging Cul-
tures Project through workshops, presentations, and publications. We ad-
dressthefollowing sub-questions:

5a. Who has been served/reached by the Bridging Cultures Project?

5b. What resources has the Project developed, and what is the status of
their dissemination?

5c. How have others used our materials, and how do they evaluate them?

5d. What other resources and dissemination strategies has the Project
developed?

The Bridging Cultures team began making presentations and developing
materials before the end of the first project year. Research, development,
and dissemination proceeded asthree activitiesfrom that point on. As soon
asinnovationsand insightswereidentified, weincorporated theminto pre-
sentations and materials.

Question 5a
Who has been served/reached by the Bridging Cultures Project?

Number of Workshops/Presentations and Attendees

Since the summer of 1997, Bridging Cultures teacher-researchers and
staff researchers have made more than 100 presentations (documented in
Appendix C). The presentations have been directed to a wide range of
educators from national, state, and local audiences. Evaluation data have
been collected and analyzed for over half the workshops (see Question
24d). Some situations have not allowed time for outside evaluations. The
number of attendees per workshop has ranged from seven to more than
150. Because the network of staff professionals continues to grow, the
number of workshops and individuals reached continues to increase. In
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fact, not only the core teachers and staff researchers are able to make
presentations but so are at least eight graduate students who have served
asteaching assistantsin courseswhere Bridging Cultures content istaught.

Type and Number of Clients Reached

Many presentations haveinvolved a collaboration between staff and teacher
researchers. The Bridging Cultures Project has been presented in a vari-
ety of settings and locations and has reached a range of professionals.
L ocations of workshops include: California, New Mexico, Rhode Island,
Missouri, Florida, Louisiana, North Carolina, Ohio, Texas, Washington DC,
Hawaii, Montreal and Toronto (Canada), Micronesia, and the Netherlands,
with the largest concentration in California. Bridging Cultures staff re-
searchers and teachers have presented the framework at a number of
educational ingtitutionsthroughout California, including coreteachers own
school districts, as well as to pre-service teachers at universities such as
the University of California, LosAngeles, and California State University,
Northridge. Workshops have been presented at professional conferences,
institutes, associations and organizations, and at schools, colleges, and uni-
versities. The types of clients have included teachers, administrators, dis-
trict-level professional devel opers, faculty from institutions of higher edu-
cation (IHEs), pre-service teachers, graduate students, and researchers.
Altogether, approximately 2,750 participants have attended these presenta-
tions. Teachers' presentations at faculty meetings at their schools and to
groups of mentors add at least 350 to this number.

Question 5b
What resources has the project developed, and what is the status
of their dissemination?

TheBridging Cultures Project has produced seven publications since 1998
and hastwo in preparation (Appendix B). The publication with the widest
distribution is the Knowledge Brief, Bridging Cultures in Our Schools:
New Approaches That Work (2000), of which over 23,000 copies have
been distributed. Thisdoes not include thousands of reprintsor photocopies
used by professional developers. The March 2001 issue of the Journal of
Saff Development (circulation >10,500, with 16,000 Web site hits per month)
includes a five-page article based on the Knowledge Brief.

The Knowledge Brief has been distributed largely to professional devel op-
ers, teacher educators, and teachers mainly in the western region of the
United States. Bridging Cultures between Home and School: A Guide
for Teachers has been distributed to more than 1,000 educators in draft
form and was published by Lawrence Erlbaum Associatesin April, 2001.
Carrie Rothstein-Fisch has documented her three-hour course module on
Bridging Cultures in The Bridging Cultures Teacher Education Mod-
ule (in press). The Module has been shared with an estimated 350 teacher
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educators and professional developers in draft form, and feedback from
users has been used to reviseit.

The Bridging Cultures team wrote two articles that appeared in the April
1999 issue of Educational Leader ship (circulation 56,000). An article about
group parent conferences was published in the UCLA newsletter, Con-
nections, inthefall of 1998. In addition, the Bridging Cultures Project has
been featured in an article in The Washington Post, which reaches an
audience of over 700,000 readers for the daily edition. Finally, Bridging
Cultures has been profiled as an exemplary project for educators working
with Latino students in an Ideabook soon to be released by the U.S. De-
partment of Education. Many requests for Bridging Cultures publications
have occurred as a result of these articles and references, as well as pre-
sentations. In addition, respected magazines such as Teaching Tolerance
have recently requested a copy of the Knowledge Brief “for possible re-
view in [the] magazine.”

Question 5c¢
How have others used our materials and
how do they evaluate them?

As is evident, Bridging Cultures materials and publications have been
distributed widely over the past fiveyearsto numerous organi zationsthrough-
out the United States. Our materials have been used by avariety of profes-
sionals ranging from teachers, to district-level professional developers, to
state-level administrators, to college and university professors. Widespread
audiences of educators, students, and community members have been ex-
posed to our framework through Bridging Cultures materials that have
been used in trainings, workshops, and courses. In addition, Bridging Cul-
tures materials and publications have been made available in registration
packets at both state and national conferences.

Bridging Cultures Publications

Usersreport that they employ our material sto facilitate professional devel-
opment efforts focused on understanding diverse students and families.
Some examples of the contexts in which our materials have been used
include the following: aworkshop titled “Working with Families of Many
Cultures’ coordinated by a family-school involvement center in Califor-
nia; atraining unit for Multicultural Education, Student Diversity, Children
from Poverty, and Special Populations within an Alternative Teacher Cer-
tification Program in Texas; and college and university coursestitled “ Cul-
tural Foundations of Education” and “ Familiesand SchoolsinaPluralistic
Society” at Beaver College in Pennsylvania and at Kennesaw State Uni-
versity in Georgia, respectively. Information to address Question 5¢ was
gathered from the following sources:

e interviews

* lettersof appreciation
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« critical written reviews solicited by WestEd

 written evaluations from educators and professional developers

This section focuses on commentaries about the following publications: @)
The two articles published in Educational Leadership (the journal of the
Association for Supervision and Curriculum Devel opment), “ Bridging Cul-
tureswith a Parent-teacher Conference” and “ Bridging Cultureswith Class-
room Strategies;” b) The book Bridging Cultures between home and
school: A guide for teachers; and c¢) The 16-page Knowledge Brief,
Bridging Cultures in Our Schools: New Approaches That Work. This
section summarizes suggestions and recommendations from educators and
professional devel opersregarding the future use of the materialsaswell as
ideas for dissemination of the framework.

Bridging Cultures with a Parent-Teacher Conference and
Bridging Cultures with Classroom Strategies

These two articles—published in the journal, Educational Leadership—
wereregarded asa“must read” by educators participating in aglobal stud-
ies program run by the North Carolina Center for International Under-
standing (NCCIU) earlier thisyear. The Educational Exchange Coordina-
tor of the NCCIU explained in a phone interview that the articles were
incorporated into the orientation packets of approximately 25 educators
before a 10-day trip to Mexico. The coordinator noted that she included
Bridging Cultures materials—and especially the Educational Leader-
ship articles—as background reading for the participants because their
program is “aways looking for models of how other states address the
needs of Hispanic/Latino students.”

The Educational Leadership articles were also used in teacher education
classes in the Region 1V Education Service Center in Houston, Texas. A
consultant working with the Alternative Certification Program cal culated
distribution at approximately 90 copies given to the interns (potential el-
ementary teachers) participating in the training, which includes units on
Multicultural Education, Student Diversity, Children from Poverty; and Spe-
cial Populations. The consultant highlighted the “ condensed” length of the
articles as being an attractive feature for effective time management in
teacher training. She summarized her letter by sharing some feedback she
had received from her students about the articles:

Recently | completed my three-day class in which your articles were
used. Feedback was very positive. Interns discussed how useful the
information was in helping them understand their students’ actions better
as well as parent attitude and responses.

Bridging Cultures between Home and School: A Guide for Teachers

Thispublication wasfirst introduced in draft formin Fall 1998, asBridging
Cultures between home and school: A handbook. One source of evalu-
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ation data on the book isaset of student responsesin a 1998 coursefor the
CLAD program, History/Social Studies and Culture, taught by aBridging
Cultures core teacher. Approximately 20 in-service teachers participate in
this ongoing course that is offered every semester. Our file contains writ-
ten evaluations from nine students, who refer to thetext as* useful,” “ hel p-
ful,” and “enlightening.” In addition to feedback about the text’s enhancing
their instructional methods, a couple of the studentsindicate that the book
enabled them to achieve a greater understanding of their own educational
experiencesgrowing up biculturally inthe United States. One student wrote,

| appreciated the directness and simplicity of the text. Though | myself

am Latina, it brought to my attention many issues to reflect upon as an

educator. As a child of immigrants from Mexico, | find myself torn between

two cultures and socializations. This text allowed me to understand my
experiences and become empathetic to the diverse populations | teach.

The lessons surrounding this text were useful for the way in which | focus
my instruction, but also were good in helping me to analyze my own
experiences and identity. Being caught between both individualistic and
collectivistic cultures, | understand that it is imperative to be conscious of
that situation. It is at that point that we become aware of our decisions
and their effects.

Several of the students stated that the book increased their awareness of
working with and involving parents and community. For example, stu-
dents wrote,

I have all Latino children in my third grade classroom, and they span the
spectrum from individualistic to collectivistic. But nearly all the parents fall
more toward the collectivistic side. | have learned many more sympathetic
methods to communicate with parents and also include them in my class
activities.

This book was very good to understand some of the behavior that | have
seen in reference to parents. | am aware now that parents need to be
understood in their own terms to begin a constructive communication. |
have learned that parents do want to participate, contrary to some of my
colleagues’ ideas. Thence, | will try to be more sensitive to parents’
diverse cultures. Thanks for this inclusive book!

Additional feedback on this book during the course of itswriting has been
offered by at least six other teachers outside the Bridging Cultures team:
three specialists on the education of Latino students, two editorial staff
members at WestEd, and our editor at Lawrence Erlbaum Associates (the
book’s publisher). In addition, the seven Bridging Cultures teachers have
critiqued the book for accuracy in the representation of their thinking and
practice. All of thisinput has resulted in many changes: expansion of ex-
amples from numerous cultures and settings; clarifications about how to
avoidthe pitfalls of dichotomousframeworks; afull description of theteach-
ers’ roles and how they evolved over the course of the Project; a clearer
explanation of therole of ethnography in schooling; and many more detail-
oriented clarifications.
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Bridging Cultures in Our Schools: New Approaches That Work

This publication, usually referred to as the “Knowledge Brief,” has been
the most widely circul ated after the Educational Leadership articles. Data
on distribution of the Knowledge Brief come from three sources: records
of the WestEd Information Resource Center, which handles publication
orders; alog of requests and distribution at presentations kept by Bridging
Cultures staff; and selected interviews with known consumers. Qualita-
tiveinformation comes from four written reviews of an earlier draft of the
brief; interviews with professional developers and a university professor;
e-mail correspondence from users; and a file that we refer to as “Letters
of Appreciation.”

WestEd distributed 15,000 free copies of the brief to bilingual and ESL
(English as a Second Language) educators throughout the four-state re-
gion (AZ, CA, NV, UT) inthe spring of 2000. The Bridging Culturesteam
has distributed an estimated 2,500 additional briefs, and the Information
Resource Center has filled another 4,000-plus orders. But it is very diffi-
cult to document the full extent of distribution because WestEd gives per-
missionto duplicate such publications, aslong asappropriate credit isgiven.
When asingle brief is sent to aprofessional developer, for example, he or
she may make hundreds of copies; and unlesswe call her/him directly, we
won't know about that. For instance, an administrator for the California
State Department of Education initially requested permission to make 900
copies of the brief, but then when interviewed by telephone, informed us
that she had distributed approximately 2000 copies of the Knowledge Brief
at two state conferences. Participants at these conferences were parents,
paraprofessionals, teachers, and district and county office staff develop-
ers. Sometimes (when they can afford to do so), agencies order large num-
bers of originals. A WestEd director from the North East Regional Re-
source Center ordered 350 copies to distribute at a presentation focusing
onincreasing diversity in public schools at anational conference in Wash-
ington, DC.

A doctoral candidate preparing to teach a course titled “ Cultural Founda-
tions of Education” at Beaver College in Pennsylvania requested extra
copies of the Knowledge Brief and commented,

| think you have done an excellent job putting together something that is
meaningful, readable, theoretical, and practical.

The Knowledge Brief was also used for aworkshop titled “Working with
Families of Many Cultures’ coordinated by the Sacramento County Fam-
ily-School Involvement Center, which served approximately 50 district par-
ent coordinators, school site parent advisors, teachers, counselors, and a
couple of administrators. The Project Specialist who organized this work-
shop said,

Some teachers were reading it at lunch time and did say that this is

something that teachers need to read.
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Anadministrator from the California State Department of Education (cited
earlier) described the Knowledge Brief in a phoneinterview astalking
explicitly about cultural differences [and]...[providing] understandable
and concrete suggestions.
She also mentioned that she was unabl e to find even one copy of the brief
in her office after the conference—indicative of its perceived usefulness.

Some of the comments contained in our files suggest that exposure to the
individualism/collectivism framework is an eye-opener even for teachers
with long years of experience. We believe apublication like the Knowledge
Brief is a useful tool to reach these teachers. One teacher who identified
herself as having worked with ESOL (English speakers of other languages)
student populationsfor 22 years remarked,

It is a wonderfully enlightening article. And even after all these years of

working with many cultures, | realized many things. | also recalled many

events in my life that dealt with parents, and your article clarified to me
why the events occurred as they did.

Another teacher’s account—in which he reflects upon his own experience
as an immigrant—al so speaksto the impact that Bridging Cultures had on
his thinking:
| believe many of us are not fully aware—let alone prepared—when we
enter the field of teaching that there are major cultural differences that
greatly influence the way our students learn. We impose our own values
with the belief that it will make our students better thinkers and better
people. In my experience, | became very cynical of my family’s customs
and traditions, especially the views and beliefs of my parents. | am not
aware when it happened but at one point | despised their unwillingness to
learn English or even live in an area which was [predominantly] Latino. |
now understand that even though they could afford to live in a better area,
they enjoyed the security of having a market that sold Mexican spices
and above all, being close to their friends and family.

Itisevident in the quotation above that applying theindividualism/collectiv-
ism framework to his personal experience positively changed his perspec-
tive regarding his relationship with his parents—something that speaksto
theimpact of this short publication.

We realize that these comments on Bridging Cultures publications are all
positive—perhaps because all of them benefited from critical commentary
during the writing process. We have not received any negative comments
about the published versions. We have received recommendations for ex-
panding on them, however (see below).

Recommendations for Expanding Bridging Cultures Publications

Suggestions regarding use and improvement of Bridging Cultures materi-
als(whichinevitably moved into discussion of thedirection of the projectin
general) tended to fall into three categories. First, some of the educators
and professional developers had ideas as to how to further develop the
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model. One teacher who reviewed the Knowledge Brief in its early stages
stated,

I would have liked some more concrete suggestions on working with
parents from collectivistic backgrounds. | don’t want to offend my parents
when | push their children to excel. | also don’t want to insult anyone with
a note about possible classroom contributions that parents can help
with.

Another teacher who reviewed the Knowledge Brief stated that it sparked
anumber of other questions such as,

How [are] children educated in Mexico? Is it exclusively done with group
learning? How do they give tests? So far, I'm beginning to wonder about
assessment in the classroom. How much assessment is group? How
much is individual? What happens to the students that are individualis-
tic? What happens to the students who don’t do well in groups?

The same teacher also suggested moving away from a focus on Latinos
and including other ethnic and immigrant populations as well (something
that has come up in nearly every setting in which the Project has been
presented).

Second, educators and professional developers suggested how to further
the dissemination of the materials as well as the visibility of the Project.
Oneteacher who reviewed the brief suggested presenting it to college pro-
fessors to use it as a tool in teacher training. Another teacher who re-
viewed the brief suggested the production of a video that teachers could
use:

| would love to see videos of real classroom interaction of students and
teachers where these examples could be experimented first hand.

And finally, two of the phone interviewees—the Educational Exchange
Coordinator for the North Carolina Center for International Understanding
(NCCIU) and the Project Speciadlist at the Sacramento County Family-
School Involvement Center—requested facilitation and presentations by
the Bridging Cultures staff. They would like to see professional devel op-
ment paired with the publications.

The Bridging Cultures Project anticipates that the number of educators
and community people exposed to its materials will continue to increase.
Feedback from professional devel opersindicatestheir desireto expand the
use of the materialsin additional workshops and/or courses. For example, a
letter from the consultant for an alternative teacher certification programin
Texas said in regard to the Educational Leadership articles,

There is interest in adding this unit to the training program for ESL,
Bilingual and Secondary Content classes.

This step would more than triple the current circulation of materials from
90 to 300 interns per year. The Coordinator from the NCCIU expressed
interest in obtai ning more copies of the Guideto disseminateto educatorsin
the Global Studies Program in their future meetings.



68

Bridging Cultures

Other Resources

Asaresult of the numerous presentations made by members of the Bridg-
ing Cultures team, we have a compendium of workshop formats with
accompanying overheads and handouts. These have been developed for
several types of audiences and for time slots ranging from 45 minutes (not
advisablel) to a series of three four-hour sessions. Although each presen-
tation is tailored to a particular audience, existing materials obviate the
need for starting from scratch. In preparation for the Bridging Cultures
Dissemination Round Table (described below), Patrick Geary of CSUN
and Patricia Greenfield prepared a PowerPoint presentation (approximately
one hour) that includes photographs from several Bridging Cultures class-
rooms as well as charts, text, and tables reviewing the empirical research
underlying the Project and visual representations of many of the concepts.
Thiswas developed in lieu of avideotape, for which we did not have ad-
equate funding. It can be used with any group interested in learning about
the project and its applications, because the oral text can be adapted as
needed. At thistime, we are reserving it for use by the Bridging Cultures
team, but it could be shared with others for a small fee on a case-by-case
basis. Our concern is that users have adequate background knowledge to
interpret it and present it appropriately.

The Bridging Cultures Dissemination Round Table

On the basis of recommendations from the field and on the Bridging Cul-
tures team’s own perceptions of likely waysto “scale up” the dissemina-
tion of the project’s learning and materials, we organized a Bridging Cul-
tures Dissemination Round Table. This was held at WestEd's San Fran-
cisco headguarters on October 19, 2000. The objective of the Round Table
wasto bring together professional devel operswith some background knowl-
edge of the Bridging Cultures framework. Ten Bridging Cultures Project
team members and 36 professionals, representing a variety of institutions
throughout California, attended the Round Table.

The majority of the attendees had incorporated or had expressed an inter-
est in incorporating the Bridging Culturesframework in their teacher edu-
cation courses and workshops. The event began with presentations by the
Bridging Cultures team in the morning and early afternoon. Elise Trum-
bull introduced the Project and the day. Patricia Greenfield gave the key-
note address; four of the core teachers spoke as a panel, explaining the
influence of the framework on their teaching; Carrie Rothstein-Fisch and
two of her graduate students talked about impact of Bridging Cultures on
higher education and research. Presentations and a whole-group discus-
sionwerefollowed by small group break-out sessions and ended with all of
the participants re-grouping to share recommendations for expanding the
impact of the project into pre-service and in-service education throughout
Cdlifornia. Participants were given packets of publications that included
the Knowledge Brief, the draft of Bridging Cultures between Home and
School: A Guide for Teachers, the two Educational Leadership ar-
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ticles, theModule, and two articlesdescribing the original research onwhich
the project isheavily based (Raeff, Greenfield, & Quiroz, 2000 and Green-
field, Quiroz, & Raeff, 2000).

Evaluation of the Round Table

Approximately half of the non-Bridging Cultures participants completed
the evaluation forms. They rated the Round Table highly. Of the 17 evalu-
ations collected, 16 rated the day as* highly worthwhil€” or “worthwhile.”
All of the participantsindicated that the Round Table succeeded in meeting
its three objectives, which were “increased awareness and understanding
of theframework,” “ opportunitiesto network with others,” and “ promotion
of your interest in incorporating project content in your ownwork.” Partici-
pants were also asked to rate the main presentation events on a five-point
scale. The keynote received an average rating of 4.1, the teachers' panel
4.8 and the presentation on the Teacher Education Module 4.3. One aspect
of the Round Tabl e that the participants enjoyed in particular wasthe small
group meetingsin the afternoon.

Some of the participants provided feedback regarding the Bridging Cul-
tures framework and how they might incorporate it into their work.

| like the conceptual framework provided and the ways in which it
provides an “umbrella” for integrating issues of race, class, language
and reflective practice for teachers and teacher education.

In some of the evaluations, participantsreferred to the framework asatool
for understanding minority students and families. One of the attendees com-
mented about the usefulness of the framework initsapplicability to Latino
and Asian communities:

This approach merits widespread dissemination. We talk about the
importance of cultural competency but we really have limited tools. This
approach provides a concrete tool...to develop strategies that make
sense for Latino and Asian children and families.

Another participant will attempt

...to make connections with racism and institutionalized racism and
using [the] Bridging Cultures framework as a tool to begin to have
teachers change their practice to better meet the needs of their African-
American and Latino students.

Twelve of the attendees at the Round Table volunteered to serve on the
Bridging Cultures Advisory Committeeto assist in planning for the future.

Round Table Participants’ Suggested Dissemination Strategies

Not a single participant suggested that the Bridging Cultures concepts
shouldn’t be incorporated into pre-service and in-service education, and
the small groups convened in the afternoon synthesized an extremely use-
ful set of strategiesfor expanding the dissemination of the Project into their
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own domains. Some of the dissemination suggestions were as follows:

- Work through networks of principals and assistant county
superintendents and offer presentations at their meetings

Develop an interactive website where users of Bridging Cultures
materials can communicate

Hold aCalifornia State University summer institute

M ake videotapes showing applications of the Bridging Cultures
framework

Incorporate Bridging Cultures into the community college system

Thedifficulty of getting anew course approved within any university pro-
gram is well-known, but the IHE participants at the Round Table seemed
very receptive to the inclusion of the three-hour Module in their courses
and optimistic about getting others to do so. One serious concern about
dissemination of this natureis quality control. On the one hand, if profes-
sorswho heard the presentations and who have abackground in language,
culture, and education thoroughly read the publications given them, they
arelikely to be able to engage students/teachers successfully with the ma-
terial. On the other hand, if they are not so conscientious, the set of con-
cepts could be misinterpreted or watered down, and its ability to engage
students at ahigh level could be compromised.

A second issue has to do with the actual effectiveness of a single three-
hour “module” for stimulating deep understanding about culturein school-
ing among students in university courses (whether pre-service or in-ser-
vice teachers seeking additional credits or credentials). One need only re-
view the section inthisreport on outcomeswith studentsin university courses
to realize the problems of limited exposure. So, somehow university users
need to figure out how to extend discussion, reflection, and observations
related to the framework at least over the length of a course.
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What Have We Learned?

Here we offer a short synthesis of what has been learned during the course
of the Project. Table 19 gives an overview of outcomes and impact of each
of the five strands presented in Table 2.

WHAT HAVE WE LEARNED ABOUT
PROFESSIONAL DEVELOPMENT?

The Core Teacher Workshops

The changes manifested by the core teachers are evidence that moderately
experienced teachers of immigrant Latino students who are motivated to
learn about culture and itsrolein schooling in order to improve their prac-
tice are able to grasp and apply the research and theory on individualism
and collectivism on the basis of three four-hour workshops. In fact, teach-
ers began applying what they were learning immediately after the first
workshop. They were able to shift their perspective from largely individu-
alistic to one that incorporated understanding of both individualism and
collectivism from Workshop 1 to Workshop 3. We believe our inquiry-
based approach was appropriate for these motivated teachers, who did in-
deed become researchers themselves. Teachers' evaluations of the work-
shops show that the processes used were effective—amix of presentation,
whole-group discussion, small-group and pair interaction, individual re-
flection, and unstructured/informal time. We would continue to offer sti-
pends, although teachers said they weren't necessary. Payment for week-
end time seems only fair.

The Ongoing Meetings

The ongoing meetings responded to several needs the teachers expressed
when they were asked to critique the three workshops. They allowed teach-
ers opportunities to extend the application of the framework and more
time to reflect and discuss the meaning of the framework to their practice.
Teachers valued hearing about each other’s practices and being respected/
validated by the non-teacher researchers. The long-term nature of the col-
laboration through these meetings increased the likelihood that profes-
sional development would be effective (cf., Darling-Hammond &
McLaughlin, 1999; Hawley & Valli, 1999; Sparks, 1995). In addition, the
meetings served an important research purpose: learning from teachersin
detail about what they were doing in the classroom (and schoolwide). This
information then guided observations and interviews. These meetingswere
also akey to preparing for professional development that would be offered
to other educators.

We believe some provision for continuing professional development where
peers support each other and interact with outside researchersis akey to
devel oping other cadres of teachers such as this one. The informal setting



TABLE 20. Outcomes and impacts of the six strands of Bridging Cultures.

STRAND OUTCOMES IMPACT
Workshops | = Workshop process validated Core teachers change from individualistic to mixed
« Group becomes team individualistic/collectivistic orientation
All decide to stay with Project
Meetings | Changes in teachers’ roles (from subjects to Teachers (5/7) become cadre of professional developers, m

researchers; participants in professional develop-
ment to professional developers)

presentations locally, regionally, nationally, internationally
All conduct research in their own classrooms

Documenting
Core Teacher
Change

Changes in:

« Home-school relations

» Classroom organization and management
« Content-area instruction

« Teachers’ roles

Increased parent participation

Greater classroom harmony and time on task

Better student attendance

Improved student writing

Expansion of Bridging Cultures ideas throughout teachers’
Important contributions to publications, presentations

Pre-Service Teacher
Preparation

« Over 400 pre-service educators participated
in Bridging Cultures education

» Teacher educators from at least 125 IHEs
use Bridging Cultures publications

Pre-service teachers’ perceptions of need to address cultu
classroom strongly affected

Pre-service, in-service teachers, counselors in training can
specific ways their work is/will be affected by Bridging Cult

Development of
Materials and

» Knowledge Brief
 Bridging Cultures Guide

Approximately 25,000 Knowledge Briefs disseminated
56,000 people reached by Educational Leadership articles

Publications |, 5 gqycational Leadership articles 10,000 staff development professionals to be reached by
(see List) - Bridging Cultures Module Journal of Staff Development article
« 2 AERA papers
« Connections article
» 2 books in preparation
Presentations/ | « 100+ presentations, reaching more than 3,000 Reported increased awareness by participants
Networking/ people in U.S., Canada, Micronesia Commitments to incorporate Bridging Cultures into existing

Dissemination

« 15 teacher educators from CSU System
attended Dissemination Round Table

courses and workshops
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of adeli or restaurant that can provide a private room for several hours at
low cost is preferable to a more formal university site. We don’t have
formal evaluation data on this point, but conversations with teachers over
more than four years lead us to this conclusion. If videotaping is part of a
research design, then meeting at asite that can accommodate the technical
demands of doing so is necessary (e.g., a university or school).

Other Presentations/Workshops

A sizeable number of participantsin even ashort (e.g., one-hour) Bridging
Cultures presentation appeared to grasp the basics of the framework, and
many were able to begin to discuss how it might be applied in their set-
tings. Respondents to evaluation questionnaires cited the appeal of con-
crete examples of common practices such as parent-teacher conferences
and their own plans to modify them to be more appropriate for their fami-
lies. However, many of their responsesto aquestion about how they might
apply what they have learned are extremely general—indicating awilling-
ness to look at practices in a new light but perhaps a lack of ability to
anticipate exactly how they might do so. More time to discuss, to hear
examples, to share personal experiences, and to explore applications to
other groups al seem to be important to afull understanding of the frame-
work and its implications. In addition, respondents often encouraged the
Bridging Cultures team to develop a video showing classroom applica
tions or to produce more handouts and visuals. (Note: More recently, the
Knowledge Brief and the Educational Leadership articles have filled a
need for short, teacher-friendly publications that summarize the theory
and practice associated with Bridging Cultures.)

WHAT HAVE WE LEARNED ABOUT TEACHER CHANGE?

This question can be answered only with reference to the specifics of the

Project, but there are several conclusions we draw from our experience

with this group of teachers (Trumbull, Greenfield, Rothstein-Fisch, &

Maynard, 1999):

1. It is possible to support important changes in perceptions of culture
(and who hasit) along with changesin instructional practice and home-
school relationships through an ongoing professional devel opment pro-
cessentailing 12 hours of workshops and five or six meetings per school
year.

2. The cultural framework we used was a productive vehicle for teacher
change.

3. Changesin perceptionsand attitudes may be simultaneouswith changes
in practice; the relationship may be reciprocal.

4. Opportunities for teachersto share their innovations and pose questions
to each other may be key elementsin sustaining changesin practice and
supporting them in trying innovations they had not considered.
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5. Having aframework/rationale for one’s practice supports perseverance
beyond the stage where something may loseits novelty (and be set aside
without a reason to continue it).

6. Teachers' changes are supported by interaction not only with peers but
with educators in different roles (university, educational agency staff).

7. Teachers' changes will to some degree reflect their local contexts (in-
cluding effects of local and state mandates), perceived student needs,
and personalities.

7. Not al teachers, no matter how much support is provided, will feel
comfortable with moving into the roles of researchers, writers, and pro-
fessional developers, at least if those roles are made explicit. That isto
say, in our experience, one or two of the core teacherswere comfortable
doing ethnographic and classroom research and contributing to profes-
sional development but did not seem to feel comfortable with the labels
“researcher” or “professional developer.”

What Changes Can Be Attributed to Bridging Cultures?

It must be acknowledged that the Bridging Cultures core teachers entered
the Project already committed to improving their practices, specifically
with their immigrant and otherwise“minority” studentsin mind. They were
all successful teachers by many measures, and they were selected for the
Project because of that and their interest in culturally responsive teaching.
All of them were engaged in practices that they believed were effective
with their students, but they felt the need for more. In addition, by their
own accounts, none had a cultural framework that they could use to guide
their thinking about how to choose strategies or interact with students and
their families. Infact, theteachers' willingness and motivation to makethe
changes they have made is based (by their own accounts) on their expo-
sure to the individualism/collectivism framework and its applicability to
their lived experiences in working with Latino and other immigrant stu-
dents. We do not have baseline observational data on the teachers, but we
do have the pre- and post-assessment data, which show a lack of aware-
ness of the individualism/collectivism framework prior to theinitial work-
shops and a distinct shift in ability to use the framework to interpret cross-
cultural conflicts after these workshops. We also have written and oral
reflections throughout the course of the Project in which teachersare very
explicit about changes in their understanding of why old practices should
be continued or discontinued and new ones implemented on the basis of
their understanding of individualism and collectivism. Observations cor-
roborate their claims of current practice.

Teachers are, of course, continually exposed to new ideas through profes-
sional development opportunities that may influence their thinking and
practice. Likewise, Bridging Culturesisnot the only influence on the seven
coreteachers. Nevertheless, data collected over aperiod of more than four
years show a deepening understanding of the framework and its applica-
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tions quite specifically. Teachers' individual accounts of how they use what
they have collectively constructed as “Bridging Cultures knowledge” are
convincing testimony to the effects of the Project. Their ways of talking
about cultural issues in the classroom have changed, and they respond to
educational policieson the basis of their new perspective. For instance, as
teachers have grappled with the onslaught of mandated statewide norm-
referenced testing, they have brought Bridging Cultures thinking to bear
by drawing on students’ values of helping and sharing to encourage group
studying and group completion of practice tests.

WHAT HAVE WE LEARNED ABOUT REACHING
UNIVERSITY STUDENTS?

Virtually al studentswho have directly evaluated a Bridging Cultures pre-
sentation have claimed that it isof great interest to them and will influence
their practice. Students’ comments are almost uniformly positive, suggest-
ing that they have not been “turned off” but rather alerted to potentially
important new ways of thinking about culture. Of course, thereis no way
of knowing whether or how exposureto Bridging Culturesinfluencestheir
teaching or counseling without follow-up research (we have some data
bearing on this issue but not a great deal). University students seem to
make most sense of the Bridging Culturesframework when they have per-
sonal and professional experiences that can scaffold understanding.

The intensely personal response of some students (particularly students
who reveal that they are from collectivistic backgrounds) suggests that
those students may, indeed, have been affected in a lasting way by the
course Module. Because the framework reachesthem at an emotional level
and connects with personal experience (prior knowledge), it is hard to
imagine that they will not begin to observe classroom and home-school
interactionsin a new way, as did the Bridging Cultures teachers. Whether
they can go ahead and act on their new perceptions constructively is a
guestion to be examined. However, when students have given explicit plans
or expressed explicit insights regarding practice (such as commenting that
they will use children’s natural inclination to help as a resource or that
they are chagrined at having prevented children from helping each other in
the past), one can fairly infer that they will be more accepting of children’s
helping behaviors.

Jun’s thesis (2000) and the interview data collected by staff researchers
shed some light on longer-term effects. She concludes that 80% of her
counseling interviewees found the framework helpful and were able to
apply it to their work. It seems likely from the data we have that some
percentage of students (perhaps 30 or 40%) are able to apply what they
have learned in amore than superficial way and continue to develop their
understanding through observation and interaction with others.

Studentswho already have somein-service experience (e.g., asinternteach-
ers or emergency credential teachers) have much clearer ideas of possible
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applications of Bridging Cultures concepts. Neverthel ess, even they would
quite surely benefit from a community of peerswith whom to continue to
explore the individualism/collectivism framework’s applications as well
as questions of therole of culture in their schools in general.

The fact that quite anumber of students have chosen to do thesis research
on various applications of Bridging Cultures concepts is an indicator of
the value that many students assign to this content.

WHAT HAVE WE LEARNED ABOUT IMPACT ON STUDENTS
IN BRIDGING CULTURES CLASSROOMS?

Teachers attribute specific effects on students to Bridging Cultures inno-
vations, and they are ableto give cogent rationales for believing it is these
innovationsthat have brought about the effects. For example, oneteacher’s
group homework preparation strategy is predicated on the understanding
of her students’ group orientation; theincreasein homework completionis
a concrete outcome. In another teacher’s classroom, increased support of
students' helping each other has contributed to a higher rate of homework
return among students who have been absent.

Themost justifiable claim of student impact is based on the lengthy ethno-
graphic study conducted by Isaac (1999), who showed differences in
teacher-student relations in a Bridging Cultures classroom compared to a
non-Bridging Cultures classroom. These differencesresulted in moretime
on academic task and easier transitions from one activity to another in the
Bridging Cultures classroom as opposed to the non-Bridging Cultures class-
room.

WHAT HAVE WE LEARNED ABOUT RESOURCE
DEVELOPMENT AND DISSEMINATION?

Developing print resources is important and demands time and other re-
sources. We believe it has been very worthwhile to develop the compen-
dium of resources enumerated earlier. As is evident, they fill different
niches, and when the two booksin preparation are complete, we will have
expanded our reach to even more potentialy interested educators. Our
existing publications have been well-received and considered useful by
many professional developers and university educators, as well as teach-
ers. If there were one improvement to be made to satisfy readersit would
be to include even more concrete examples related to cultural differences.

The feedback we have gotten suggests that those who have some back-
ground in teaching about culture or have personal experience that helps
them understand cross-cultural issues are able to make use of the publica-
tions. Nevertheless, to have adeep and lasting impact, the publications are
probably best read in conjunction with long-term professional develop-
ment (see professional development section above). Presentations at re-
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search-oriented conferences (e.g., SRCD, AERA, Jean Piaget Society) have
been useful in helping us criticize our own evidence for the conclusions
drawn on the basis of the research.

One notable gap in our resourcesis a set of videotapes that could be used
in professional development and courses. These would complement pre-
sentations and the publications we have. The publication of Bridging Cul-
tures between Home and School can be expected to spawn additional re-
guests for videotapes and professional devel opment.

With regard to dissemination, we believe we have reached a significant
number of educatorsin the western region (AZ, CA, NV, UT) through the
strategies of WestEd (particularly with the Knowledge Brief) and nation-
aly through our two articles in Educational Leadership. Of course, the
professional development workshops and conference presentations are a
major aspect of dissemination.

Challenges Confronted by
the Bridging Cultures Project

Many of the issuesidentified for this section have been alluded to earlier
or could be inferred from what has been written, but we want to make
them explicit for the benefit of our own future work and efforts that may
be undertaken by others. Inherent to the process of carrying out aresearch
project isrecognizing limitations and using that knowledge to make modi-
fications or adjustments.

TEACHERS’ STRUGGLES TO UNDERSTAND IMPLICATIONS
OF THE FRAMEWORK

Implications of the framework were not automatically evident with regard
to every situation. For example, one of the strategies called into question
by the team was the use of student-led conferences. In this particular situ-
ation, one of the teachers discussed her notion of inviting parentsto confer
with her about a student’s academic and social progressin a meeting led
by the student. The teachers and researchers responded to the teacher by
suggesting the inappropriateness of the strategy, given that the majority of
her studentswere Latino. In Latino familieschildren tend to defer to adults,
and therefore a student-led conference could provoke uneasiness between
the child and parent. Instead of facilitating and enhancing communication,
this strategy could potentially inhibit trust and openness by directly op-
posing a fundamental value in Latino culture. Upon becoming aware of
the possible detrimental “side effects” or negative implications of student-
led conferences, the teacher re-thought her approach and soon discontin-
ued this practice. Shortly thereafter, she came up with the idea of group
conferences.
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Another example of individual interpretation and application of theframe-
work can be seen in one teacher’s account of how she has modified her
communication style with Latino students. Again, the scenario that she
describes involves the notion that in collectivist cultures, promoting re-
spect for authority and/or eldersisof utmost importance. ThisLatino teacher
describesre-visiting her own childhood upbringing and utilizing the disci-
plinary examples set by elder family membersto inform her relationships
with Latino students. While the idea sounds empowering, it also runs the
risk of generalizing one's persona family socialization to that of other
members of one’s ethnic or cultural group. The following quotation illus-
trates the teacher’s approach and her own acknowledgement of its poten-
tial to verge on the inappropriate:

When | do my castigating, | hear my mom, grandparents...| have said,

“you look down when | speak with you.” | do what their families expect

them to do...Before Bridging Cultures | would have NEVER imagined

myself doing that. | do get into screaming fits when they don’t do their

work...The screaming is all part of the game—then | am doing my dad...

It is my culture and how | was brought up...I am still learning how to do
that without “being home” with the dysfunctionality of my own family.

Itisapparent from her interview that thisteacher respects her students and
their families. In her attempt to draw them closer to her and move into
their circle of trust, she has modified her communication style so as to
match what she assumesisfamiliar to them. But aswith any cultural group,
thereisvariability among families even when there are similaritiesin val-
ues. So for example, while it is true that in Latino culture, children and
youth tend not to look their eldersin the eyes, failing to observe this may
not necessarily be grounds for punishment; in some families it is simply
understood. The way in which an adult teaches values may not necessarily
involve raising hig’her voice or using harsh words.

Discussions at the bi-monthly meetings offered opportunities to explore
how teachers were applying the framework and to critique some applica-
tions, but there is no fool proof method for ensuring that teachers “do the
right thing” at al times. It is to be expected that teachers will make their
own sense of the meaning of any theoretical framework and may not al-
ways generate practices that others would find appropriate. These are the
risks associated with anon-prescriptive approach to professional develop-
ment, yet we do not believe they justify a prescriptive approach. Rather,
they underline the need for ongoing, informed reflection and interaction
with other professionals.

COMMUNICATION ACROSS ROLE TYPES

Some of the teachers acknowledge that the discussions during the bi-
monthly meetings have tended to be skewed in terms of who iswilling to
speak up. The researchers tended to take the floor more frequently, while
some of the teachers seemed to feel inhibited given the implied status dif-
ferential. Thisisaclassic problem of collaborative action research projects
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involving different institutions that needsto be anticipated, and strategies
for preventing the problem should be identified in advance.

SEPARATION BY GEOGRAPHY

Blanca Quiroz, one of the four core researchers, left her master’s program
at UCLA and moved to Harvard University’s Department of Education in
the fall of 1998 to begin working on a doctorate. Although she continues
to be an official member of the Project and has contributed to publica-
tions, she cannot participate to the degree she did previously. The loss of
her more continuousinput isfelt strongly by her colleagues and the teach-
ers. Itisadetriment to the Project that the researcher who hasinside know!-
edge of Mexican cultureis not as involved as she was.

Maintaining close communication and a collaborative working relation-
ship even between Northern and Southern California presents a challenge:
Elise Trumbull isat WestEd in the San Francisco Bay Area; Patricia Green-
field and Carrie Rothstein-Fisch are in Southern California (and 60 miles
from each other, at that). In the 1999-2000 academic year, Patricia’s re-
search took her to New Mexico for nine months. The core teachers reside
and work in Southern California, but even they are spread out over a con-
siderable distance. Despite this challenge, the group continuesto be close
and productive (see lists of publications, presentations), attesting to the
strength of commitment and relationships among its members. Staff re-
searchers, core teachers, and UCLA and CSUN students have managed to
stay connected through meetings and telephone, e-mail, fax, and often
FEDEX.

STATE, DISTRICT, AND LOCAL CHANGES AND MANDATES

During the Project period, two new statewide mandates had particular ef-
fects on teachers and their students. First was passage of Proposition 227,
which essentially dismantled bilingual education in the state of California.
All but one teacher have significantly reduced the amount of Spanish they
use in instruction, a situation that makes culturally harmonious teaching
even more important. One teacher explained that rejecting a child's lan-
guage was like rejecting his or her culture. Another teacher lamented that
the Proposition had dismantled not only bilingual education programs but
also his relationship with his students. The comfort zone that he had cre-
ated over the years by speaking Spanish with his Latino students was no
longer a possibility. Idioms and expressions translated from Spanish into
English do not have the same meaning.

Proposition 227 also had an impact on the participation in school activi-
ties of Latino parents who were Spanish-dominant. The teacher who was
successful in increasing the number of parent volunteersin her classroom
was no longer able to allow parentsto read to the children using materials
in Spanish. This teacher was confronted with the task of finding alterna-
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tive ways for many of the Latino parent volunteers to participate without
being involved in reading activities. Furthermore, the prohibition of Spanish
in the school setting may also trand ate into students’ not wanting to speak
Spanish in any setting. One teacher says that her primary concern is how
the rejection of Spanish might affect relationships between children and
their parents. In the following quotation, this teacher discusses how a
student’s embarrassment and refusal to learn to read in Spanish may also
serve to diminish her parents’ rolesin her schooling:

It alienates the parents’ social and academic involvement with the child ...

| told the parents to read in Spanish if they don’t know English. One girl

told her mother to stop reading in Spanish. “I don't like Spanish. Only read

to me in English.” And mind you, her English skills are nil. So the parent is

completely alienated from the child’s education. That has an enormous
impact on social relationships.

The second mandate is adoption of a standardized, norm-referenced
achievement test, the Stanford 9, which all students grades 2-11 must take
yearly. While several of the Bridging Culturesteachers statethat they refuse
to teach to the test, they acknowledge the dilemmasit has caused. Some of
the teachers at their schools do feel the pressure to focus their class time
on preparing their students for the test. First-year and emergency-creden-
tialed teachers are working longer to meet the demands of the test. The
Bridging Cultures teachers discussed growing tension and dissatisfaction
among teachersin their school environments. Perhaps the worst problem
is the collision of the two mandates: now students who are not yet profi-
cientin English must take thetest (with very few exceptions). Before Propo-
sition 227, Spanish-speaking students participating in bilingual education
took atest in Spanish called “ Aprenda,” whichisno longer available. Since
these students typically score low, districts are creating new “categories’
of students. One Bridging Cultures teacher describes her frustration with
the new mandates in the following quotation:

Learning hasn’t changed, but as a result we now have the after school
intervention for the “at risk” kids. They did poorly on last year’s Stanford
9—in the bottom quarter. And they did so poorly because they had to take
it in English. Our Spanish test, Aprenda, was no longer available. So you
have all these kids—who would have done great in Aprenda—doing
terrible on the Stanford 9.

These policies have added stress to teachers' lives, asthey do not believe
they can use the most appropriate strategies to teach, nor do they believe
the tests are appropriate for their students.

LIMITATIONS ON TEACHERS AS PROFESSIONAL DEVELOPERS

Teachers have alimited number of days (and/or hours) in which they can
participate in or offer professional development during the academic cal-
endar year. The professional development offered to teachers through
Bridging Culturestook place on Saturdaysfor thisreason. Whenever teach-
ers are to be involved in a presentation outside their own district, most
need special permission. Different schools have different policies about
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how many days ateacher may be absent to engage in such activities, even
if substitute pay is provided by a project. Two of the seven teachers were
restricted in ability to miss days because they teach in one of the lowest-
performing schools (on the basis of standardized test scores) in the dis-
trict, where the policy is to maximize the time teachers spend with their
students.

Some of the teachersin the Project have had personal responsibilities that
limit the time they can devote to Bridging Cultures outside of their normal
working hours. For example, one teacher has two small children. She re-
calls contributing to the preparation of ascript and outline for a presenta-
tion in Ohio but was unable to attend because of her familial obligations.
Another teacher has had to assume a great deal of responsibility for her
ailing mother (encroaching on Saturday availability), and yet another has
anew baby. Even when they have not been able to attend a meeting, these
teachers have remained part of the group through phone calls and written
communi cation—continuing to share their thinking and documentation of
their classroom innovations.

LIMITATIONS OF EVALUATION METHODS

The researchers designed instruments that proved very useful for evaluat-
ing the effects of the Project on the core participating teachers. However,
we did not develop uniform instruments for evaluation of workshops and
presentations outside the core group. There are pros and cons to tailoring
an evaluation to aparticular setting or audience, but wewould liketo have
been able to make more comparisons than we can with existing data. For-
tunately, some questions have remained rel atively constant acrossall evalu-
ation forms: We have nearly always asked for an overall response to the
presentation and an assessment of its applicability to the respondent’ swork.
We have consistently used a 1-5 Likert-type scale. We have always posed
at least one open-ended question, which has yielded some very interesting
data. Nevertheless, in retrospect, we wish we had developed a single in-
strument that was always administered. It could have been supplemented
with specific additional guestions as needed. In addition, it would have
beenideal, given adequate funding, to have some outside eval uation of the
Project.

LIMITED FUNDING

As it has become apparent that we need to develop videotapes—some-
thing that can quickly consume tens of thousands of dollars—we realize
that additional funding isanecessity. Ideally, funding for videotapes should
have been built into the initial budgets or outside money sought early on
for that purpose. We have applied for a total of six small grants and re-
ceived three: one through CSUN that gave Carrie Rothstein-Fisch time to
conduct observations and interviews; one through the Sage Foundation
that will support some time for the writing of two books; and most re-
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cently, one from the Language Minority Research Institute that provides
for examining the impact of Bridging Cultures education on immigrant
Latino parents.
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What Would We Do Differently Next Time?

TO IMPROVE PROFESSIONAL DEVELOPMENT

Core Teacher Workshops

On the basis of teachers' suggestions, we would extend the length of each
workshop by at least an hour to accommodate additional discussion and
informal interaction. Teachers thought the experience might have been
improved by including administrators as well as non-bilingual teachers
from diverse backgrounds who teach immigrant students. In a new col-
laboration, we would consider having a more diverse group of teachers;
however, we believe that it would be more effective to work with teachers
and administrators separately—occasionally bringing them together.

Ongoing Meetings

We have learned that communication may be somewhat more fragile than
we realized. We would want to address communication issues introduced
by differences in cultural backgrounds, personality, and perceived status
more consistently and earlier in the process than we did this time. Staff
researchers need to be aware that even if teachers contribute to planning
meetings and take turns leading meetings, the staff researchers will prob-
ably dtill be perceived as being in charge. With that perception may come
hesitation on the part of teachers to question processes or intervene.

Other Presentations/Workshops

Actualy, we have made many course corrections along the way as mem-
bers of the group have made more and more presentations. One concrete
step we are taking is to seek funding to make a series of three videotapes:
1) to introduce the Project and its framework, 2) to show extended ex-
amples of what Bridging Cultures classrooms ook like (to illustrate strat-
egies in organization and instruction), and 3) to show how to work with
parents successfully. Also, we would make stronger effortsto network with
peopleinterested in the framework and the Project earlier in the process so
that they have a community with whom to continue the dialogue/conver-
sation. Aninteractive site on the WestEd Web page is one possible answer
(now being addressed). In addition, we can insist on having enough time
to do a presentation that allows for extended discussion and planning for
follow-up, probably athree-hour or larger time slot. In general, these single
presentations probably ought to be used to get people interested in partici-
pating in a more extended professional development process.

TO REACH UNIVERSITY STUDENTS

One clear conclusion is that students could probably benefit from more
opportunitiesto observe and interact in contexts where the framework can
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elucidate cross-cultural relationships. Perhaps extended discussionswhere
students with personal or professional experiencethat highlightstheinter-
play of individualism and collectivism can share with others with less ex-
perience would deepen students' understanding.

Another element of impact on university students has to do with the de-
gree to which their own instructors use culturally-responsive strategiesin
pre-service courses. University studentswould be well served if their pro-
fessors themselves had the deep knowledge of cultural value differences
afforded by the Bridging Cultures framework. Professors who have at-
tended conference workshops claim that they will include Bridging Cul-
tures content in their classes, and the Bridging Cultures Teacher Educa-
tion Module is one first step toward larger scale efforts to increase the
impact of the Bridging Cultures Project on pre-service educators and uni-
versity students. But the impact on teacher educators may be limited to
those with a strong interest in culture to begin with, indicated by their
inclination to select a conference workshop on culture.

A more widespread approach to increasing the impact of Bridging Cul-
tureson university studentswould beto incorporateit into basic texts used
in educational psychology or multiculturalism courses that are required in
teacher credential programs. When education students are routinely ex-
posed to and held accountable for theories and frameworks, they tend to
learn them. Caution must be observed, however, insofar as the framework
is not a curriculum per se but away of organizing cultural tendencies. If
textbook authors gravitate to the framework and include it as a lens for
viewing other theories of development and learning, we believe students
will benefit. The Guide is useful in moving the reader from awarenessto
understanding—and, we hope, to meaningful and purposeful action. Thus,
widespread dissemination of the Guide and the Module may go along way
toward supporting pre-service educators and university students.

TO DOCUMENT IMPACT ON STUDENTS IN
BRIDGING CULTURES CLASSROOMS

In afuture research and development effort, we would likely work at the
level of a whole school and thus be able to follow the same or similar
cohorts of students over aperiod of years. We could designate some direct
indicators of achievement and factors associated with achievement to ex-
amine systematically. Teachers could keep baseline dataon homework re-
turn and the like for aperiod of time before the Project began. Other base-
line data could be collected as well so that changes could be more clearly
attributed to Bridging Cultures if they did occur (granting that multiple
influenceswill always make theserelationshipshard to “ prove”). Thekinds
of student impact teachers have identified would be a starting point for
areas of inquiry in the new research. For example, it would be useful to
document the kind and amount of parent involvement, degree and form of
students helping students, and the like. We could also identify a compari-
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son school for which we would examine the same indicators and factors.
The Isaac study (1999) could be replicated. Such an approach would be
superior to making inferences on the basis of teacher report alone.

TO IMPROVE DISSEMINATION EFFORTS

First, as mentioned, we would look for funding to support video develop-
ment much earlier in the process, so that we were videotaping examples of
teachers' innovations and interactions from the start (assuming teachers
gave permission). Second, we would organize an Advisory Committee early
onintheresearch and devel opment process; one charge of the group would
beto assist usin selective dissemination to important networks of educators.
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Possible Future Research and Development

What follows below are some ideas for expanding the Bridging Cultures
Project. They are not necessarily in order of feasibility or importance.

EXPAND THE PROCESS TO A WHOLE SCHOOL

Thiswasdiscussed earlier under thetopic of “student impact.” Scaling up
the long-term professional development and teacher research to a whole
school would alow us to work on ways to reach not only the most moti-
vated, expert teachers. We could examine what works with teachers of
varioustypes (grade levels, experience, ethnicity/culture, level of interest,
attitudes) and gain some understanding of the dynamics of such a project
at the school level. It would also allow for following students over a pe-
riod of yearswith different teachers. Finally, such a project might provide
opportunities to intersect with groups like the parent-teacher organization
and to work with administrators, teachers, and parents at thelevel of school

policy.

STUDY APPLICABILITY OF THE FRAMEWORK
TO OTHER POPULATIONS

One persistent and important question that arises from thiswork isto what
degreeisit informative for teachersin understanding the broader diversity
of their classrooms? For example, many participants in professional de-
velopment workshops have asked about applicability of the individual-
ism/collectivism framework to understanding conflicts faced by African-
American students or studentsfrom other ethnic groups. Although we have
some initial ideas about how to answer this question, we know that addi-
tional research needs to be done to answer the question in the same depth
as it has been answered for immigrant Latino students. With regard to
American Indian students whose families hold traditional values, thereare
many parallelsin experience with the public schools. However, theserela-
tionships to the dominant society cannot be understood without reference
to issues of racism and the histories of these groups. Certainly, immigrant
and non-immigrant Latinos are faced with some of the same issues.

EXPLORE IMPACT OF BRIDGING CULTURES ON
CONTENT-AREA INSTRUCTION

It has been suggested that we link the Bridging Cultures Project to other,
large-scale research efforts. For example, we could investigate how Bridg-
ing Cultures knowledge on the part of teachers influences the ways they
teach mathematics and language arts curricula. Our observational and in-
terview data demonstrate that there are natural ways to foster improved
academic achievement guided by the framework, resulting in improved
subject area competencies.
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INVESTIGATE LEVEL OF STEREOTYPING AMONG
BRIDGING CULTURES PARTICIPANTS IN WORKSHOPS, COURSES

A guestion that has to do with the methodology of working with teachers
is how can we avoid stereotypes while using heuristics such as the indi-
vidualism/collectivism framework to help us understand deep values that
groups tend to have? This Project would address concerns of those who
fear that categorical frameworkslike theindividualism/collectivism frame-
work inevitably lead to stereotyping. We would haveto gather some baseline
data on participants’ tendencies to stereotype and compare those results
with performance on acomparabl e instrument post-Bridging Culturestrain-
ing. Perhaps a simple pre-and post-course measure could be devel oped to
be used in all workshops and courses.

INFLUENCE TEACHER EVALUATION AND
CREDENTIALING POLICIES

What might happen if an understanding of culture based in part on the
Bridging Cultures Project became part of the standardized testing for teach-
ers? Teacher competency tests could emphasize the role of culture with
both general and specific ideas that would be at an appropriate level for
noviceteachers. Bridging Cultures content could beincluded on Californid's
CLAD and B-CLAD tests, for example, which are used to certify teachers
to teach cross-culturally and bilingually.

MOVE BEYOND THE ELEMENTARY SCHOOL

Weknow very little about how teachers’ knowledge of the framework might
affect students in middle and high schools. What are the implications of
conflicts between individualism and collectivism as youth are pulled, per-
haps even more overtly, toward a culture that is different from their home
cultures? The implications of this conflict during the period of identity
devel opment seem especially worth investigating. Likewise, Bridging Cul-
tures seems like a natural component for Head Start programs. Parents
would not yet have been alienated by the formality of public schools, but
could be empowered to understand the culture of the school in their own
neighborhood—and perhaps early in their own devel opment as parents—
so that they could understand how the value of systems of individualism
and collectivism affect child development and education.

INVESTIGATE HOW MUCH ONGOING SUPPORT IS NECESSARY

How much collaboration and ongoing collegial meeting is necessary to
support adeep understanding and effective application of thisframework?
What is the minimum interaction with Bridging Cultures concepts neces-
sary to understand them at adeep enough level to apply themintelligently?
Because peopl€'s previous knowledge and experience certainly influence
their ability to grasp and apply Bridging Cultures concepts, it might be
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useful in future teacher-research efforts (particularly those that involve
whole school faculties or groups mixed as to motivation) to get more
baseline data on teachers. What do they know about culture in general?
What istheir understanding of therole of culturein child-rearing and school-
ing?

DO MORE COMPARISONS OF BRIDGING CULTURES
AND NON-BRIDGING CULTURES CLASSROOMS

One piece of research that naturally suggests itself entails additional ob-
servation and videotaping in pairs of classrooms—Bridging Cultures and
non-Bridging Cultures. Comparisons could be made on instructional prac-
tices, classroom organizational patterns, interactions with parent volun-
teers, and many other important elements of education. This could be done
in conjunction with the whole-school project mentioned above.

TRY THE PROFESSIONAL DEVELOPMENT PROCESS
WITH ADMINISTRATORS

Teachers (both Bridging Cultures teachers and others) have long told us
that if we do not “get to administrators,” we will not have the full impact
we might on developing cross-cultural understanding in schools. A few
presentations have been made to administrators, and the responses suggest
that they would be a receptive group. The California School Leadership
Academy (housed at WestEd) has offered to work with Bridging Cultures
to integrate Bridging Cultures content into their professional devel opment
courses, and it would be a likely organization through which to
reach large numbers of administrators.

EXTEND THE OUTREACH OF PROFESSIONAL DEVELOPMENT
TO SCHOOL COUNSELORS

While school counselors have represented asmattering of attendeesat pre-
sentations, efforts to reach them in larger numbers ought to be made. To
judge from theinterest of Rothstein-Fisch’s graduate counseling students,
the framework and school examples are extremely germane to these
professionals.

TRY THE PROFESSIONAL DEVELOPMENT PROCESS
WITH A NEW CADRE OF TEACHERS

Bridging Cultures teachers have, from the beginning, suggested that we
consider working with groups that represent mixed ethnicities and differ-
ent ranges of student populations—culturally and chronologically. The
whole-school project would present one opportunity to do so, but there are
advantages to having teachers from different schools, in that teachers are
likely to feel freer expressing themselves and local politics can be kept at

bay.
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DEVELOP PARENT WORKSHOPS/CURRICULUM

At least one Bridging Cultures teacher has devel oped workshops for par-
ents around issues of volunteering in the school and participating in par-
ent-teacher conferences. Others have incorporated discussion of the indi-
vidualism/collectivism framework asit appliesto specific issuesthat come
up with parents. Reaching parents and families of students is an obvious
extension of the professional development we have done and could prob-
ably be easily designed by the core teachers, given time and support.As
mentioned, asmall grant will support a controlled investigation of the ef-
fects of parent workshops about individualism/collectivism. Thisresearch
will take place during school year 2001-2002 (see Appendix D, Berta
Guzman and Veronica Martinez's project to teach parents about individu-
alism and collectivism so that the conflicts between home and school can
be reduced.

DEVELOP PRE-SERVICE EDUCATION COURSE
ON WORKING WITH PARENTS

The Bridging Cultures team has been in conversation with members of a
school reform network in Los Angeles that has identified the need for a
pre-service course for teachers on how to work with parents—especially
cross-culturally. Despite the difficulties of getting a university course ap-
proved through normal institutional channels, this group has hopes of suc-
ceeding through a strong affiliation it has with three southern California
state universities. Their belief isthat existing Bridging Cultures materials
could be used as the core of a course.

INVESTIGATE IMPACT OF BRIDGING CULTURES TEACHER
AWARENESS ON STUDENT IDENTITY DEVELOPMENT

Numerous educators believe, on the basis of some research, that ethnic/
cultural identity development iscrucial to school success. At least in theory,
more culturally-appropriate instruction ought to strengthen identity devel-
opment. We would have to collaborate with a scholar in this areato carry
out aproject toinvestigate thisrelationship (e.g., Dr. RosaHernandez Sheets
at San Francisco State University).

DEVELOP VIDEOTAPES ON CLASSROOM PRACTICES,
WORKING WITH PARENTS

We have discussed this topic more than once. It is clear from numerous
evaluations and recommendations of the Dissemination Round Table that
visual representations of teachers practices would greatly complement
our written materials. In brief, the Project would ideally develop at least
three videotapes: 1) introduction to Bridging Cultures—the framework
and the project and its outcomes; 2) examples of Bridging Cultures prac-
ticesin Bridging Culturesteachers’ classrooms; and 3) working with par-
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ents—including examples of how Bridging Cultures teachers have ex-
panded ways of relating to parents and perhaps interviews with parents
about their perceptions of their children’s classrooms. A videotape on cross-
cultural parent-teacher conferences would be one entrée into discussing
many of the issues that can arise between home and school.
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Appendix A
A Brief History of the Project

Thefirst several months of the Bridging Cultures Project were devoted to
building the team of educators who would carry out the research and de-
velopment described in the body of this report. Patricia Greenfield, Carrie
Rothstein-Fisch, Elise Trumbull, and Blanca Quiroz met several timesto
plan the Project. Teachers from three districts were sel ected, based on rec-
ommendations from their schools and prior knowledge of their work by
the researchers (hereafter called “ staff researchers’). A series of three pro-
fessional development workshopswas designed, and logistics such asdates
and places for meeting were determined.

PURPOSE AND RATIONALE

As mentioned, the primary purpose of the Project was to support teachers
to deepen their understanding of cultural differences and the role of cul-
ture in child-rearing and schooling, with a view to improving instruction
for immigrant Latino students. Classroom research prior to the Project
showed that conflictsin valuesinvolving immigrant Latino students, their
parents, and teachers could be explained with reference to differences be-
tween collectivism and individualism—the dominant value system of the
immigrant Latino families and schools, respectively (Greenfield, Quiroz,
& Raeff, 2000; Raeff, Greenfield, & Quiroz, 2000). Therefore, Bridging
Cultures staff researchers were interested in how teachers would apply
research and theory on these value systems in their own classrooms—
becoming, in effect, teacher-researchers. The hope wasthat teacherswould
find the individualism — collectivism framework useful for understanding
cultural patterns and identifying new ways to build cross-cultural bridges
in the classroom. Another purpose of the Project was to validate a profes-
sional development process and materials that could be used with other
teachers. It was also hoped that the small group of teachers could become
a cadre of experts on the Project, assuming that the professional devel op-
ment proved useful to them.

COLLABORATIVE RESEARCH

Thiskind of collaboration between teacher-researchers and staff research-
ers yields many benefits: access to different types of resources (intellec-
tual and material); sharing of different perspectives, experience, and skills
(including enhanced research skillsfor teachers and enhanced understand-
ing of classroom realities for researchers); and synergistic learning based
on thevariety and richness of input of all participants. It offers an opportu-
nity for teachers to make their own tacit knowledge explicit, share their
insights and observations, and profit from the constructive criticism of
colleagues and others. With the support and input of others, teachers can
try out innovations they may be hesitant to try otherwise. Collaboration
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also brings with it several challenges. establishing a common purpose,
ensuring that al participants share equally in the “ profits’ or positive out-
comes of the collaboration, and minimizing the unconscious perpetuation
of status differences that can demoralize and diminish participation.

THEORETICAL FRAMEWORK
Research on Individualism and Collectivism

Individualismand collectivismwere originally conceived of as one of four
sets of dimensions of cultural variation'’ by Hofstede (1980, 1983), who
assessed the degree of individualism and collectivism of 66 countries. The
continuum he proposed has been used to describe the extent to which a
culture emphasizes self or group goals. Individualism is representative of
mainstream United States culture. In fact, the United States is considered
to have the most individualistic culture of the more than 80 countries Hof -
stede studied, according to his research.

The principal developmental goal within anindividualistic systemisinde-
pendence. Thiscontrastswith the value system of collectivism, whose prin-
cipal developmental goal is interdependence. Collectivism is representa-
tive of many immigrant cultures in the United States—in fact, of a great
many cultures. Indeed, over 70% of theworld’s cultures could be described
as collectivistic (Triandis, 1989). Table A1 summarizes the features of in-
dividualism and collectivism. One can see how the elements numbered 3-
6 flow from the core value of focus on either the individual or the group.

The Bridging Cultures framework is both economical and generative. Itis
economical because it incorporates and explains the relationship among
many elements that have been previously regarded as separate, such as
conceptions of schooling and education, attitudes towards the family, ex-
pectations for role maintenance and flexibility (including sex roles), du-
ties toward elders, authority structures, attitudes toward discipline, ways
of dealing with property, and many aspects of communication. The frame-
work is generative because it suggests interpretations of and explanations
for an infinite set of possible interactions among students in a classroom,
between teacher and student(s), between teacher and parents, and between
school and community.

An inherent risk in using the framework is of artificially dichotomizing
people or cultures. No culture or person is altogether individualistic or
collectivistic; rather the relative balance of these constellations of values
varies so that one could say that members of aparticular culture tend to be

17 Hofstede (1991) defined individualism and collectivism as follows: “Individualism pertains to
societies in which the ties between individuals are loose: everyone is expected to look after himself
or herself and his or her immediate family. Collectivism, as its opposite, pertains to societies in
which people from birth onwards are integrated into strong, cohesive in-groups, which throughout
people's lifetime continue to protect them in exchange for unquestioning loyalty” (p. 51).
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Table Al. Features of individualism and collectivism

Individualism

Collectivism

Characteristic of U.S. and
classroom culture:

Fostering independence and
individual success

Emphasizing rights and needs of
the individual

Emphasizing understanding of physical
world outside social context

Promoting self-expression, individual
thinking, self-esteem

Associated with private property

Associated with egalitarian
relationships and role flexibility

Characteristic of many
immigrant cultures:

» Fostering interdependence and

group success

Emphasizing rights and needs of
the group

Emphasizing understanding of
physical world as it enhances
human relationships

Promoting respect for authority/elders,
group consensus, adherence to norms

Associated with shared property

Associated with hierarchical
relationships and stable roles

more or less individualistic or collectivistic than the members of another
culture. In other words, there are predictabl e patterns within cultures. Vari-
ous factors influence the degree to which people from a culture are more
or less individualistic or collectivistic. In terms of the immigrant Latino
populationinthe U.S., for example, the degree of individualism or collec-
tivism exhibited by an individual is influenced by length of time in the
U.S., level of formal education, socioeconomic status, and rural versus
urban background. Nevertheless, despite its limitations, the framework is
a useful tool for pointing to likely sources of conflict as well as likely
sources of potential harmony because so many students in our schools
come from culturesthat are agreat deal more collectivistic than the domi-
nant U.S. culture. Deep values tend to persist across generations, despite
changes in economic status or geography.

THE BRIDGING CULTURES TEAM

Staff Researchers

A group of four researchers, named in Table A2, came together: a cultural
developmental psychologist (Greenfield); an applied psycholinguist (Trum-
bull); an educational psychologist/teacher-educator (Rothstein-Fisch); and
aL atin American Studies graduate student, who isaformer bilingual teacher
(Quiroz). We represented the European-American and immigrant Latino
populations whose school conflicts we would be addressing. We refer to
thisgroup as* staff researchers’ because the teacher subjects became Bridg-
ing Cultures researchers themselves. In the fifth year of the Project, two
young researchers joined the WestEd staff and have assisted with this re-
port (Rebeca Diaz-Meza and Aida Hasan, who are co-authors).
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Teachers

The workshop participants included seven elementary school bilingual
teachers serving predominantly immigrant Latino families. Teachers were
sel ected to participate on the basis of their interest in better serving Latino
students. Four of the teachers are Latino; three are European-American.
Two teachers were born in Mexico, one in Peru, and one in Germany,
although all of these had immigrated to the United States as young chil-
dren, between two and eight years of age. Three teacherswere bornin the
United States.

TABLE A2. Bridging Cultures partners (some affiliations have changed)

Institution Partner(s)

WestEd Elise Trumbull
Language and Cultural Diversity Program

University of California, Los Angeles Patricia Greenfield

Department of Psychology

Blanca Quiroz
Department of Latin American Studies,
Department of Psychology

California State University, Northridge Carrie Rothstein-Fisch

Department of Educational Psychology
and Counseling

Los Angeles Unified School District Marie Altchech

Stoner Ave. School

Catherine Daley
Magnolia Elementary School

Kathryn Eyler
Hoover Elementary School

Pearl Saitzyk
Westminster Ave. School

Giancarlo Mercado
Westminster Ave. School

Los Nietos School District Elvia Hernandez

(Whittier, CA) Ada S. Nelson Elementary School

Ocean View School District Amada Pérez

(Oxnard, CA) Mar Vista Elementary School

Six female and one male teacher have participated in the Project (Table
A2). Theteachers grade assignmentsrange from kindergarten to fifth grade,
with every grade level represented by at least one teacher. This has re-
mained true, even with changesin grade assignment, until the current school
year (2000-01), when thereis nofirst-grade teacher. All teachersarebilin-
gual (to varying degrees) in English and Spanish. The teachers were all
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experienced in their profession, with years of teaching ranging from five
to 21 (mean=12.7) in the first year of the Project. (This information and
additional data were gathered through a teacher questionnaire adminis-
tered at the first workshop, described below. See Appendix B.)

Undergraduate and Graduate Students

As the Project developed, several students of Professors Greenfield and
Rothstein-Fisch became involved. Two UCLA students were the
videographersfor the workshops and one meeting. Three other students of
Dr. Greenfield contributed to the research on Bridging Cultures by either
conducting research or interpreting and writing about existing data.

Once the Project began to generate success with in-service teachers, Dr.
Rothstein-Fisch started to take it to her courses with pre-service and in-
serviceteachersand school counselorsat California State University, North-
ridge. Perhaps athird of these students are actually new in-service teach-
erswho are continuing to work on acredential .'® Since the spring of 1997,
she hasincorporated a Bridging Cultures Module into 15 different courses
on child development and educational psychology.

Currently, 15 graduate students in the Department of Educational Psy-
chology and Counseling at California State University, Northridge, are
conducting research on the effects of the Bridging Cultures framework on
home-school communication, on training school counselors, and on new
home support for literacy in the early grades.

THE THREE WORKSHOPS

Beginning inthefall of 1996, three four-hour workshops, which took place
on Saturday mornings, were conducted over aperiod of three months. Each
session took placein asmall private library at UCLA and was videotaped.
A modest stipend was provided each teacher for participating in the three
workshops. The professional development approach wasthoroughly docu-
mented and included teacher evaluations of its effectiveness.

The three workshops were desighed to include a combination of direct
presentation (aswith the theory and research) and opportunitiesfor whole-
group discussion, small-group or pair activities, and individual reflection.
The presentation of the research and theory was complemented with vi-
sual material (charts, graphs) and supported with follow-up readings. Dis-
cussions were scaffolded with key questions but were allowed to movein
directions teachers thought important. Small-group and pair activities al-
lowed intensive discussion and seemed to engage a couple of teachers
who were less vocal in the group. Reflectionstook the form of short writ-

18 |n California, many teachers have emergency credentials because of alack of credentialed teach-
ers.
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ing exercises focused on a single question. We built in considerable infor-
mal “schmoozing” timeinto each workshop, starting with breakfast at 9:30
and ending with lunch, which began around 1:00. In short, we tried to
provide many waysto participate in order to accommodate more than one
learning style and needs for both formal and informal participation. We
wanted to make these Saturday workshops intellectually exciting, invit-
ing, and nurturing for teachers. The Saturday workshops always ran over-
time because teachers chose to stay and talk beyond the designated hours.

Professional Development Approach and Methods

The approach of the staff researchers toward professional development
was a constructivist one, with emphasis on teachers’ own inquiry and re-
flection. That isto say, we sought to promote interaction among teachers
and between teachers and staff researchers and to support teachers' mak-
ing sense of the research and readings on their own terms. Likewise, we
expected that teachers’ interpretations of what they were learning would
lead to a range of changesin thinking and action. There was no prescrip-
tive outcome of the workshops. While the staff researchers had established
ideas of broad implications of the individualism/collectivism framework
and the empirical research based on it for the classroom, there was no pre-
determined set of practices teachers would be expected to embrace. If the
professional devel opment workshops“worked,” the result would be acadre
of teachers who engaged in thoughtful inquiry in their classrooms and
schools and who could consciously reflect on what they were observing
(including their own actions).

After the Workshops

At the conclusion of the third workshop, it was clear that teachers wanted
to continue to be involved, and the group planned together how it would
collaborate. Asteachers' roles changed, interviews and questionnaires de-
veloped by staff researchersincluded questions about their involvement in
professional development activities in their schools and their use of eth-
nography. In a sense, the evaluation grew “organically” with the Project.
The same tools envisioned from the beginning (harmonious with an eth-
nographic perspective) have been used throughout the Project. Briefly,
ethnography is“the art and science of describing agroup or culture” (Fet-
terman, 1988, p. 11). To understand teachers' changesin thinking and prac-
tice (were they to occur), staff researchers would have to understand the
cultural contexts in which teachers operated and interpret any changesin
terms of those contexts.

The Ongoing Meetings

Between September 1996 and December 2000, the teacher researchersand
staff researchers met a total of 24 times. Meetings were scheduled for
approximately every two to three months, and staff researchers mapped
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out plans for documenting teachers’ reports of their thinking and practice,
as well as what was going on in their classrooms more generally. All but
two of the meetings (which include the initial three workshops) have been
on Saturdaysfrom 9:30-1:30. The otherswere on Sunday afternoons. These
meetings present opportunities to deepen understanding of culture and for
teachers to learn from and support each other. The primary purpose of
these meetings has been for teachers to share with each other and with
researchers what they are doing in the classroom that reflects application
of the Bridging Culturesframework of individualism and collectivism and
to examinetheir practicesfor a) cultural appropriateness and b) effects on
classroom interactions and learning (or effects on relationships with par-
ents). Sometimes teachers and researchers debate the appropriateness of
an intervention, referring to the framework and research for insights.

Several meetings have had a formal topic, such as “assessment,” “lan-
guage arts instruction,” or “math and science instruction” and have been
chaired by ateacher. They have also been used as an opportunity for for-
mal discussion of literature the group has read, as in the case of exploring
how the framework might apply to African-American students and fami-
lies. Readings from Gloria Ladson-Billings, Janice Hale-Benson, and oth-
ers formed the basis of a discussion that included African-American col-
leagues of the core teachers and staff researchers. To learn about Korean
roots of child rearing and schooling, the group read chapters and articles
about Korean-American and Korean culture by authors such as Uichol
Kim and Syoo-Hyang Choi and heard from the two Korean-American
graduate students, as well as a visiting professor from Korea who was
spending a semester at CSUN, Dr. Soon-Ohk Hong.

M eetings have al so kept the staff researchers aware of the daily realities of
teaching and stimulated guestions about how knowledge of cultureisim-
portant to understanding effects of such events affecting classrooms as a
new California statewide testing program, new mandates related to lit-
eracy instruction, and major shifts away from abilingual education model
to an English-as-a-second-language model of teaching immigrant students.
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Appendix B
Publications of the Bridging Cultures Project

ALREADY PUBLISHED

Quiroz, B., Greenfield, P,, & Altchech, M. (1998). Bridging cultures be-
tween home and school: The parent-teacher conference. Connections,
Fal, 1, 8-11.

Quiroz, B., Greenfield, PM., & Altchech, M. (1999, April). Bridging cul-
tures with a parent-teacher conference. Educational Leadership, 56,
(7), 64-67.

Rothstein-Fisch, C. (under review). Bridging Cultures Teacher Education
Module. Expected to be co-published by Lawrence Erlbaum Associ-
ates (Mahwah, NJ) and WestEd (San Francisco).

Rothstein-Fisch, C., Greenfield, PM., & Trumbull, E. (1999, April). Bridg-
ing Cultures through classroom strategies. Educational Leadership,
56, (7), 64-67.

Trumbull, E., Rothstein-Fisch, C., & Greenfield, PM. (2000). Bridging
Culturesin our schools: New approachesthat work. Knowledge Brief.
San Francisco: WestEd.

Trumbull, E., Rothstein-Fisch, C. & PM. Greenfield, (2001, Spring). Ours
and mine. Journal of Saff Development, 22, (2), 10-14.

Trumbull, E., Rothstein-Fisch, C., Greenfield, PM., & Quiroz, B. (2001).
Bridging cultures between home and school: A guide for teachers.
Mahwah, NJ: Lawrence Erlbaum Associates and San Francisco:
WestEd.

BOOKS IN PREPARATION
(Underwritten by a grant from the Sage Foundation)

Greenfield, PM. (Ed.). Untitled. This book will present a set of research
papers on Bridging Cultures, including the papers listed below under
“Conference Papers.”

Rothstein-Fisch, C., Trumbull, E., Greenfield, PM., & Quiroz, B. Untitled.
This book will present themes in teacher change, as exhibited by the
seven core Bridging Cultures teachers and documented through ob-
servations, interviews, surveys, and discussions.

CONFERENCE PAPERS TO BE PUBLISHED
(in P. M. Greenfield (Ed.), in preparation, above)

Greenfield, PM., Rothstein-Fisch, CA. & Quiroz, B. (2000, April). Cross
cultural values in the education of immigrant Mexican and Central
American children. Invited paper presented at the Annual Meeting of
the American Educational Research Association, New Orleans, LA.

Rothstein-Fisch, C., Trumbull, E., Quiroz, B., & Greenfield, PM. (1997,
June). Bridging cultures in the classroom. Paper presented at the An-
nual Meeting of the Jean Piaget Society, Santa Monica, CA.
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Appendix C
Presentations of the Bridging Cultures Framework

[See following pages]



B-CLAD

CLAD
CSUN
LAUSD

ORGANIZATION/

DATE PRESENTATION CONFERENCE
Fall/96  Organizing and Managing LAUSD Intern Program
the Classroom Environment
6/20/97 Bridging Culturesin the Jean Piaget Society
Classroom Annual Conference
SantaMonica, CA
7/17/97  Bridging Cultures: Conflict National Institute for
Prevention through Cross- Dispute Resolution
Cultural Understanding Irving, TX
Fall/97  Organizing and Managing LAUSD Intern Program
the Classroom Environment
9/4/97 The Bridging Cultures CdliforniaBilingua
Project County Coordinators
Network
Long Beach, CA
9/13/97 Overview of the Bridging Northern California
Cultures Project: Comprehensive Center
Opportunity for Retreat
Collaboration Half Moon Bay, CA
9/22/97  Bridging Cultures: Teacher CSUN
2sessions  Training Module
Legend
Bilingual Cross-Cultural Language and NA not available
Academic Development NAEYC

(as above)

California State University, Northridge
Los Angeles Unified School District

UCLA
usc

of Young Children

PRESENTERS

Daley

Rothstein-Fisch
Trumbull
Quiroz
Greenfield

Rothstein-Fisch
Quiroz

Daey

Mercado

Daley

Trumbull
Rothstein-Fisch

Trumbull

Rothstein-Fisch
Walsh

National Association for the Education

University of California, Los Angeles

University of Southern California

BC Module: Bridging Cultures Teacher Education Module
CC Roots: Cross-Cultural Roots of Minority Child Devel opment

AUDIENCE

1%-yr intern teachers,
in-service, seeking-
credential

university faculty,
other researchers,
graduate students &
teachers

teachers,
administrators, and
some socia service
personnel

1%-yr intern teachers,
in-service, seeking-
credential

Bilingual County
Coordinators
Network:

Teacher Training
Program directors,
directors from major
cities

professional
development
professionals

pre-service teachers
in child development
& educational
psychology courses at
CSUN

Altchech, Marie
Daley, Catherine
Eyler, Kathryn
Fiero, Becky
Flores, Steve
Geary, Patrick
Greenfield, Patricia

ATTENDEE EVALUATION/
NUMBER FEEDBACK

25-30 25-30 District Intern
Program evaluations
(DI office)

about 30 NA

40-60 2 sets:
conference form 44
BC form 35

25-30 25-30 District Intern
Program evaluations

approx. 50 NA

10 informal, at thetime

59 26

Presenters

Hernandez, Elvia
Isaac, Adrienne

Jun, Catalina
Mercado, Giancarlo
Nelson-Barber, Sharon
Park, Deborah

Pérez, Amada

COMMENT

ongoing course

poster session

ongoing course

Psychological
Foundations of
Education K-12

Rothstein-Fisch, Carrie
Quiroz, Blanca
Saitzyk, Pearl

Salcido, Patricia
Singer, Michelle
Trumbull, Elise
Walsh, Susan

0T



ORGANIZATION/ ATTENDEE EVALUATION/
DATE PRESENTATION CONFERENCE PRESENTERS AUDIENCE NUMBER FEEDBACK COMMENT
8 9/24/97  Bridging Cultures: Teacher CSUN Rothstein-Fisch  pre-service teachers 47 22 Psychological
second of  Training Module Walsh in child development Foundations of
2 sessions & educational Education K-12
psychology courses at
CSUN
9 10/24/97  Individualism and Belmont Cluster of Daley elementary teachers 5 4" grade; invited
2sessions  Collectivismin the LAUSD colloquium; several
Classroom Magnolia Elementary schools mvolyed;
School two presentations
10 10/24/97  Individualism and Belmont Cluster of Daley elementary teachers 20 9 4" grade; invited
second of  Collectivismin the LAUSD colloquium; several
2sessions  Classroom Magnolia Elementary schools mvolyed;
School two presentations
11 10/29/97 Bridging Cultures: National Association for Daey teachers, multicultural 20+ 9
Individualism and Multicultural Education education directorsin
Collectivism in the Schools Albuguerque, NM school districts
12 11/19/97  Problem-solving within Ingtitute on Cultural and Daey regional education 50 29
the Classroom: Linguistic Diversity, |aboratory staff,
Action Research on Northeast & Island teachers,
Individuaism and Regional Education administrators
Collectivism Laboratory
(LNP activity)
Brown University,
Providence, RI
13 12/12/97 Bridging Cultures through California Elementary Pérez teachers 25 20 featured speakers
Awareness, Dialogue and Education Association Rothstein-Fisch
Poetry Anaheim, CA
Legend Presenters
B-CLAD Bilingua Cross-Cultural Language and NA not available Altchech, Marie Hernandez, Elvia Rothgtein-Fisch, Carrie
Academic Development NAEYC National Association for the Education Daley, Catherine Isaac, Adrienne Quiroz, Blanca
CLAD (as above) of Young Children Eyler, Kathryn Jun, Catalina Sait;yk, MI '
CSUN California State University, Northridge UCLA  University of California, Los Angeles Fiero, Becky Mercado, Giancarlo Salcido, Patricia
LAUSD  LosAngeles Unified School District USC  University of Southern California Flores, Steve Nelson-Barber, Sharon Singer, Michelle
BC Module: Bridging Cultures Teacher Education Module Geary, Patrick P%:\rk, Deborah Trumbul, Elise
' Greenfield, Patricia Pérez, Amada Walsh, Susan

CC Roots: Cross-Cultural Roots of Minority Child Devel opment

S0T



14

15

16

17

18

19

20

21

B-CLAD

CLAD
CSUN
LAUSD

DATE

1/28/98

2/25/98

2/28/98

3/2/98

3/4/98

3/9/98

3/18/98

3/24/98

Bilingual Cross-Cultural Language and
Academic Development

(as above)

California State University, Northridge
Los Angeles Unified School District

PRESENTATION

The Bridging Cultures
Project and Implications for
Teachers

The Bridging Cultures
Presentation Module

Parent-Teacher Conferences:

Building Cross-Cultural
Bridges between Home &
School

The Bridging Cultures
Project: Lessons for the
Classroom

Bridging Cultures:
Developmental |ssues

Counseling and
Collaboration Skills for
Individuals Working with
Students

Advanced Child

Development for Parent and

Teacher Educators

Individualism and
Collectivismin the
Classroom

ORGANIZATION/
CONFERENCE

Stanford University
Stanford, CA

CSUN

Southern California
Kindergarten Conference

Burbank, CA

CSUN

CSUN

Holy Names College
Oakland, CA

CSUN

Magnolia Elementary
School

Los Angeles, CA

Legend
NA not available
NAEYC
of Young Children
UCLA
usC

PRESENTERS

Trumbull

Rothstein-Fisch

Rothstein-Fisch
Hernandez
Eyler
Rothstein-Fisch

Rothstein-Fisch

Trumbull

Rothstein-Fisch

Daley

National Association for the Education

University of California, Los Angeles

University of Southern California

BC Module: Bridging Cultures Teacher Education Module
CC Roots: Cross-Cultural Roots of Minority Child Devel opment

AUDIENCE

college students

college students

primary grade
teachers

pre-service teachers

master’ s students

graduate studentsin
special education &
educational therapy
program who will
work in inner city

parent and teacher
educators

elementary teachers

Altchech, Marie
Daley, Catherine
Eyler, Kathryn
Fiero, Becky
Flores, Steve
Geary, Patrick
Greenfield, Patricia

ATTENDEE EVALUATION/
NUMBER FEEDBACK
12 20 narratives
25 25
20 conferences
evauations 9,
BC evauations 12
25 24
25 25
24 20 narratives
15

approx. 100 32

Presenters

Hernandez, Elvia
Isaac, Adrienne

Jun, Catalina
Mercado, Giancarlo
Nelson-Barber, Sharon
Park, Deborah

Pérez, Amada

COMMENT

Language, Culture
& Educationin
Native North
America, taught by
Nelson-Barber

Psychological
Foundations of
Education K-12

Psychological
Foundations of
Education K-12

Applied Child
Development for
Parent-Child
Educators

course for
educational
therapistsin training

Rothstein-Fisch, Carrie
Quiroz, Blanca
Saitzyk, Pearl

Salcido, Patricia
Singer, Michelle
Trumbull, Elise
Walsh, Susan

90T



22

23

24

25

26

27

28

B-CLAD

CLAD
CSUN
LAUSD

DATE

3/25/98

3/28/98

4/18/98

Spring/98

6/6/98

6/14/98

6/15/98

Bilingual Cross-Cultural Language and
Academic Development

(as above)

California State University, Northridge
Los Angeles Unified School District

PRESENTATION

Bridging Cultures: Home-
School Communication in
Action

Bridging Culturesin Early
Childhood Education

ORGANIZATION/
CONFERENCE

New Voices, Fresh
Perspectives

Bay Region IV Diversity
Codlition

Oakland, CA

CSUN

PRESENTERS

Trumbull
Pérez

Rothstein-Fisch

Cross-cultural Roots of Mt. St Mary's College Greenfield
Minority Child Southern CA campus
Devel opment
Getting Volunteersintothe ~ AdaS. Nelson Elementary  Hernandez
Classroom School
Whittier, CA
History/Social Sciencewith LAUSD Intern Program Mercado
an Emphasis on Diversity
Introducing the Bridging Long Beach, CA Trumbull
Cultures Guide
Bridging Culturesin Crosss  CSUN Rothstein-Fisch
Cultura Parent-Teacher
Conferences
Legend
NA not available
NAEYC National Association for the Education
of Young Children
UCLA University of California, Los Angeles
usc University of Southern California

BC Module: Bridging Cultures Teacher Education Module
CC Roots: Cross-Cultural Roots of Minority Child Devel opment

AUDIENCE

administrators,
parents, students

Master's studentsin
early childhood
education

teachersin Master's
Program

teachers,
administrators

teachers working on
cross-cultural
credential

Bilingual County
Coordinators
Network:

Teacher Training
Program directors,
directors from major
cities

teacher educators at
CSUN & its Channel
Islands Campus

Altchech, Marie
Daley, Catherine
Eyler, Kathryn
Fiero, Becky
Flores, Steve
Geary, Patrick
Greenfield, Patricia

ATTENDEE
NUMBER

25-30

22

22

approx. 20

approx. 50

20

EVALUATION/
FEEDBACK

12

22

NA

NA

11

informal,
conversation/
guestions

12 evaluations

Presenters

Hernandez, Elvia
Isaac, Adrienne

Jun, Catalina
Mercado, Giancarlo
Nelson-Barber, Sharon
Park, Deborah

Pérez, Amada

COMMENT

student voice
conference

Applied Child
Development for
Parent and Child
Educators

Child and
Adolescent
Development across
Cultures

B-CLAD
credentialing course

Applied Child
Development for
Parent and Child
Educators

Rothstein-Fisch, Carrie
Quiroz, Blanca
Saitzyk, Pearl

Salcido, Patricia
Singer, Michelle
Trumbull, Elise
Walsh, Susan

L0T



29

30

31

32

33

34

35

B-CLAD

CLAD
CSUN
LAUSD

ORGANIZATION/

DATE PRESENTATION CONFERENCE PRESENTERS
6/18/98  Bridging Cultures between NAEYC Rothstein-Fisch
Home and School Miami, FL
8/4/98 Bridging Cultures between Annua Pacific Education ~ Trumbull
Home and School: Action Conference Pérez
Strategies for Teachers Kaua HI Nelson-Barber
Summer/98 Infusing Diversity into Your  UCLA Mercado
Social Science Curriculum
Fall/98 Organizing and Managing LAUSD Intern Program Daey
the Classroom Environment Audubon Middle School
October/98 The Benefits of Group Stoner Avenue School Altchech
Conferencing Los Angeles, CA
10/7/98 Teacher Research: Bridging  National Association for Trumbull
Culturesin the Classroom Multicultural Education Altchech
St. Louis, MO
11/9/98 Seeking Waysto Link Northern California
Bridging Cultures Training Comprehensive Assistance
with Other Culture-Related Center
Traning San Francisco, CA
Legend
Bilingual Cross-Cultural Language and NA not available
Academic Development NAEYC National Association for the Education
(as above) of Young Children
California State University, Northridge UCLA University of California, Los Angeles
Los Angeles Unified School District usc University of Southern California

BC Module: Bridging Cultures Teacher Education Module
CC Roots: Cross-Cultural Roots of Minority Child Devel opment

AUDIENCE

early childhood
program
administrators,
professors,
researchers

teachers,
administrators
from U.S. Pacific
entities

(Guam, Marshall
Islands, etc.)

K-12 teachers

1% yr intern teachers,
in-service, seeking
credential

K-5 teachers

teachers, multicultural
ed. coordinators,
administrators

staff developers

Altchech, Marie
Daley, Catherine
Eyler, Kathryn
Fiero, Becky
Flores, Steve
Geary, Patrick
Greenfield, Patricia

ATTENDEE
NUMBER

150+

16

11

25-30

8-10

approx. 25

approx. 8

EVALUATION/
FEEDBACK

70

14 short reflections

11

25

NA

17

oral feedback
incorporated into
planning

Presenters

Hernandez, Elvia
Isaac, Adrienne

Jun, Catalina
Mercado, Giancarlo
Nelson-Barber, Sharon
Park, Deborah

Pérez, Amada

COMMENT

many more than
expected; at least 75
signed up for
additional handouts

for teachers:
strategies on how to
integrate local
culture into
curriculum materials

California History
and Social Science
Project course

(ongoing)

Rothstein-Fisch, Carrie
Quiroz, Blanca
Saitzyk, Pearl

Salcido, Patricia
Singer, Michelle
Trumbull, Elise
Walsh, Susan

80T



ORGANIZATION/ ATTENDEE EVALUATION/
DATE PRESENTATION CONFERENCE PRESENTERS AUDIENCE NUMBER FEEDBACK COMMENT
36 11/18/98  Bridging Home and School NAEYC Rothstein-Fisch  early childhood 45 30
Cultures Toronto, Canada educators, program
administrators
37 11/25/98 Bridging Cultures: A Ann Martin Children’s Trumbull tutors, educational 15 informal at time letter of appreciation
Framework for Cross- Center therapists
Cultural Understanding Oakland. CA
38 1998 Bridging Cultures Mar Vista Elementary Pérez teachers, 25-30 NA
School administrators
Oxnard, CA
39 2/3/99 Bridging Culturesin the Sonoma County Officeof ~ Trumbull para-educators & 80 NA
Classroom Education: Annual Para- teachers they work
Educator Conference with (nearly all paras
SantaRosa, CA are from “non-
mainstream” cultures)
40 2/6/99 Bridging Cultures Project LAUSD Training Project Greenfield staff developers, 7 3 first of 4 sessions;
4 sessions  Workshop Series (trainer of UCLA Rothstein-Fisch  Office of Intergroup (varies per some left early
trainers) Mercado Relations staff, session)
Pérez CLAD/BCLAD
Daey trainers, District
Intern Program
teachers, other
teachers
41 2/10/99 Individualism and Stanford University Trumbull students/pre-service 8 informal Language, Culture,
Collectivism at Home and at Stanford. CA educators & Educationin
School ' Native North
America
42 2/10/99 Bridging Cultures between CSUN Rothstein-Fisch  School Counseling 25 16 Advanced
Home and School: With student interns Psychological
Special Emphasis on the Foundations of
Role of School Counselors Education
Legend Presenters
B-CLAD Bilingua Cross-Cultural Language and NA not available Altchech, Marie Hernandez, Elvia Rothgtein-Fisch, Carrie
Academic Development NAEYC National Association for the Education Daley, Catherine Isaac, Adrienne Quiroz, Blanca
CLAD (as above) of Young Children Eyler, Kathryn Jun, Catalina Sait;yk, MI '
CSUN California State University, Northridge UCLA  University of California, Los Angeles Fiero, Becky Mercado, Giancarlo Selcido, Petricia
LAUSD  LosAngeles Unified School District USC  University of Southern California Flores, Steve Nelson-Barber, Sharon Singer, Michelle
BC Module: Bridging Cultures Teacher Education Module Geary, Patrick P%:\rk, Deborah Trumbul, Elise
' Greenfield, Patricia Pérez, Amada Walsh, Susan

CC Roots: Cross-Cultural Roots of Minority Child Devel opment

60T



43

45

46

47

B-CLAD

CLAD
CSUN
LAUSD

DATE

2/17/99

2/127/99

3/1/99
second of
4 sessions

3/8/99

4/7/99
third of
4 sessions

Bilingual Cross-Cultural Language and
Academic Development

(as above)

California State University, Northridge
Los Angeles Unified School District

PRESENTATION

Bridging Cultures: Conflict
Resolution through Cross-
Cultural Understanding

Bridging Cultures Between
Home and School

Bridging Cultures Project
Workshop Series
(trainer of trainers)

Bridging Home-School
Culturesfor Children,
Families, and Schools

Bridging Cultures Project
Workshop Series (trainer of
trainers)

ORGANIZATION/
CONFERENCE

California Association for
Bilingual Education

Los Angeles, CA

California Association for
the Education of Young
Children

Long Beach, CA
LAUSD Training Project
UCLA

Oxnard Community
College:

Early Childhood
Education Course

Oxnard, CA
LAUSD Training Project
UCLA

PRESENTERS

Pérez
Rothstein-Fisch

Rothstein-Fisch
Trumbull

Greenfield
Rothstein-Fisch
Pérez

Daley

Rothstein-Fisch

Greenfield
Rothstein-Fisch
Mercado

Pérez

Daey

Legend
NA not available
NAEYC National Association for the Education
of Young Children
UCLA University of California, Los Angeles
usc University of Southern California

BC Module: Bridging Cultures Teacher Education Module
CC Roots: Cross-Cultural Roots of Minority Child Devel opment

AUDIENCE

students/pre-service
educators

early childhood
educators,
administrators

staff developers,
Office of Intergroup
Relations staff,
CLAD/BCLAD
trainers, District
Intern Program
teachers, other
teachers

early childhood
education students

staff developers,
Office of Intergroup
Relations staff,
CLAD/BCLAD
trainers, District
Intern Program
teachers, other
teachers

Altchech, Marie
Daley, Catherine
Eyler, Kathryn
Fiero, Becky
Flores, Steve
Geary, Patrick
Greenfield, Patricia

ATTENDEE
NUMBER

25

17

11 (varies
per session)

22

approx. 10
(varies per
session)

EVALUATION/
FEEDBACK (SOLAIENTT

14 half-day institute

NA

11

21 invited speaker to
education course

5

Presenters

Hernandez, Elvia
Isaac, Adrienne

Rothstein-Fisch, Carrie
Quiroz, Blanca

Jun, Catalina Saitzyk, Pearl
Mercado, Giancarlo Salcido, Patricia
Nelson-Barber, Sharon Singer, Michelle
Park, Deborah Trumbull, Elise
Pérez, Amada Walsh, Susan

0TT



48

49

50

51

52

53

B-CLAD

CLAD
CSUN
LAUSD

ORGANIZATION/

PRESENTERS

Mercado

Greenfield
Rothstein-Fisch
Quiroz

Trumbull
Greenfield
Rothstein-Fisch

Fierro

Daley

Greenfield
Rothstein-Fisch

National Association for the Education

DATE PRESENTATION CONFERENCE
4/15/99 How Bridging CulturesHas ~ WestEd
Altered Classroom Teaching o) Francisco, CA
4/18/99 Bridging Culturesin Society for Research in
Education: Implicit Child Development
Know!edgethrough Explicit Albuguerque, NM
Teaching
4/20/99 From Altered Perceptionsto  American Educational
Altered Practice: Teachers Research Association
Bridge Culturesin the Annual Meeting
Classroom Montreal, Canada
4/22/99  Bridging Culturesfor LAUSD
LAUSD District Interns Los Angeles, CA
5/3/99  Individuaism and USC School of Education
Collectivismin the Los Angeles, CA
Classroom
5/22/99 Bridging Cultures Project LAUSD Workshop
fourth of Workshop Series UCLA
4 sessions  (trainer of trainers)
Legend
Bilingual Cross-Cultural Language and NA not available
Academic Development NAEYC
(as above) of Young Children
California State University, Northridge UCLA University of California, Los Angeles
Los Angeles Unified School District usc University of Southern California

BC Module: Bridging Cultures Teacher Education Module
CC Roots: Cross-Cultural Roots of Minority Child Devel opment

AUDIENCE

WestEd staff, outside
evaluators

psychologists, higher
education faculty

educational
researchers,
university faculty

intern teachers

pre -in-service
teachers

staff developers,
Office of Intergroup
Rel ations staff,
CLAD/BCLAD
trainers, District
Intern Program
teachers, other
teachers

Altchech, Marie
Daley, Catherine
Eyler, Kathryn
Fiero, Becky
Flores, Steve
Geary, Patrick
Greenfield, Patricia

ATTENDEE
NUMBER

20-25

NA

17

4 (varies
per session)

EVALUATION/
FEEDBACK

verbal report of
high praise from
WestEd staff

NA

NA

NA

17

Presenters

Hernandez, Elvia
Isaac, Adrienne

Jun, Catalina
Mercado, Giancarlo
Nelson-Barber, Sharon
Park, Deborah

Pérez, Amada

COMMENT

presenter one of
several WestEd
“clients’ invited to
respond to
evaluators
questions

invited speaker to
Education course

Rothstein-Fisch, Carrie
Quiroz, Blanca
Saitzyk, Pearl

Salcido, Patricia
Singer, Michelle
Trumbull, Elise
Walsh, Susan

11T



54

55

56

57

58

B-CLAD

CLAD
CSUN
LAUSD

ORGANIZATION/

DATE PRESENTATION CONFERENCE
5/26/99 Looking Through the UCLA
Cultura Value Lens: Effects
of aTeacher-Training
Program on Student
Relations inside Two
Classrooms
6/9-12/99 The Bridging Cultures NAEYC
Framework: A Key to Cincinnati. OH
Opening the Door of Cross- '
Cultural Understanding
6/17/99 The Bridging Cultures CSUN, Ventura Campus
Project: Description, Ventura, CA
Examples and Opportunities
Bridging Cultures with
Classroom Strategies
Summer/99  Bridging Cultures with Cdlifornia State
Classroom Strategies University, Long Beach;;
Pacific Southwest
Regiona Technology
Education Center;
Center for Language
Minority Education
Research
Long Beach, CA
Summer/99 Infusing Diversity Into Your UCLA
2 sessions  Social Science Curriculum CLAD, B-CLAD course
Legend
Bilingual Cross-Cultural Language and NA not available
Academic Development NAEYC

(as above)

California State University, Northridge
Los Angeles Unified School District

UCLA
usc

of Young Children

PRESENTERS

Isaac

Rothstein-Fisch

Rothstein-Fisch

Mercado

National Association for the Education

University of California, Los Angeles

University of Southern California

BC Module: Bridging Cultures Teacher Education Module
CC Roots: Cross-Cultural Roots of Minority Child Devel opment

AUDIENCE

UCLA students

early childhood
professors, program
directors,
administrators

graduate students,
virtualy all teachers
pre- K to Grade 4

23 telementors (K-12
teachers), 4 CSULB
administrators

K-12 teachers

Altchech, Marie
Daley, Catherine
Eyler, Kathryn
Fiero, Becky
Flores, Steve
Geary, Patrick
Greenfield, Patricia

ATTENDEE
NUMBER

25

about 70

18

27

10

EVALUATION/
FEEDBACK

NA

44, sign-in sheet only

18

NA

10

Presenters

Hernandez, Elvia
Isaac, Adrienne

Jun, Catalina

Mercado, Giancarlo
Nelson-Barber, Sharon
Park, Deborah

Pérez, Amada

COMMENT

presentation of
honorsthesis

Hernandez contrib-
uted to presentation,
sharing effortsto
increase parent vol-
unteersin classroom

Foundations of
Developmental
Curriculum

for public or private
school teachers —
strategies on how to
diversify curriculum
presentation and
materials

History and Social
Science Project;
same students both
sessions

Rothstein-Fisch, Carrie
Quiroz, Blanca
Saitzyk, Pearl

Salcido, Patricia
Singer, Michelle
Trumbull, Elise
Walsh, Susan

AN



ORGANIZATION/ ATTENDEE EVALUATION/
DATE PRESENTATION CONFERENCE PRESENTERS AUDIENCE NUMBER FEEDBACK COMMENT
59  Summer/99 Infusing Diversity Into Your UCLA Mercado K-12 teachers 10 10 History and Social
second of  Social Science Curriculum CLAD, B-CLAD course Science Project;
2 sessions same students both
sessions
60 9/22/99 The Bridging Cultures CSUN Rothstein-Fisch  Master’s studentsin 16 NA Issues and Theories
2sessions  Framework Geary Early Childhood in Early Childhood
Program Education
61 9/29/99 The Bridging Cultures CSUN Rothstein-Fisch  Master’s studentsin NA Issues and Theories
second of  Framework Geary Early Childhood in Early Childhood
2 sessions Program Education
62 9/30/99  Preview of the Multiple CSUN Channel Islands Rothstein-Fisch  MA studentsin Early 19 19 Advanced Study in
Contexts Presentation Campus Childhood, pre-K Child & Adolescent
through 4™ grade Development
teachers
63 9/30/99  Understanding Children in Ventura County Rothstein-Fisch  high ranking county 11 NA State Proposition 10
Multiple Contexts Commission on Children officials, Proposition presentation
and Families First 10 (supervisors,
superintendent of
schools, school board
member)
64 10/11/99 Bridging Culturesin Child Oxnard Community Geary college students, 15 13
2 sessions Care Settings College Jun Infant and Toddler
Oxnard, CA class
65 10/11/99 Bridging Culturesin Child Oxnard Community Geary college students,
second of Care Settings College Jun Infant and Toddler
2 sessions Oxnard, CA class
Legend Presenters
B-CLAD Bilingua Cross-Cultural Language and NA not available Altchech, Marie Hernandez, Elvia Rothgtein-Fisch, Carrie
Academic Development NAEYC National Association for the Education Daley, Catherine Isaac, Adrienne Quiroz, Blanca
CLAD (as above) of Young Children Eyler, Kathryn Jun, Catalina Sait;yk, MI '
CSUN California State University, Northridge UCLA  University of California, Los Angeles Fiero, Becky Mercado, Giancarlo Salcido, Patricia
LAUSD  LosAngeles Unified School District USC  University of Southern California Flores, Steve Nelson-Barber, Sharon Singer, Michelle
BC Module: Bridging Cultures Teacher Education Module Geary, Patrick P%:\rk, Deborah Trumbul, Elise
' Greenfield, Patricia Pérez, Amada Walsh, Susan

CC Roots: Cross-Cultural Roots of Minority Child Devel opment

€17



66

67

68

69

70

B-CLAD

CLAD
CSUN
LAUSD

DATE

10/27/99
2 sessions

10/27/99
second of
2 sessions

11/8/99
2 days

11/15/99
2 days

11/14/99

PRESENTATION

The Bridging Cultures
Framework

The Bridging Cultures
Framework

The Bridging Cultures
Framework Part I1:
Applications and
Implications

Bridging Cultures between
Home and School in Early
Childhood Education

Bridging Home and School
Cultures for Children and
Parents from Spanish-
speaking Backgrounds

Lege

Bilingual Cross-Cultural Language and
Academic Development

(as above)

California State University, Northridge
Los Angeles Unified School District

BC Module: Bridging Cultures Teacher Education Module
CC Roots: Cross-Cultural Roots of Minority Child Devel opment

ORGANIZATION/
CONFERENCE

CSUN at Channd Islands:

“The Chicano Child”
course

Camarillo, CA

CSUN at Channd Islands:

“The Chicano Child”
course

Camarillo, CA

CSUN at Channel Islands

Ventura County Head
Start

Oxnard, CA

NAEYC
New Orleans, LA

PRESENTERS

Pérez

Pérez

Rothstein-Fisch

Rothstein-Fisch
Geary

Pérez
Geary

nd

NA not available

NAEYC National Association for the Education
of Young Children

UCLA University of California, Los Angeles

usc University of Southern California

AUDIENCE

undergraduate &
graduate students

undergraduate &
graduate students

elementary teachers,
program directors,
graduate studentsin
Education

teachers, program
directors & teacher
assistants

educators,
researchers,
administrators

Altchech, Marie
Daley, Catherine
Eyler, Kathryn
Fiero, Becky
Flores, Steve
Geary, Patrick
Greenfield, Patricia

ATTENDEE
NUMBER

34/session 68

18, 18 18,18

140 71, 56

(73, 56)

15 13

Presenters

Hernandez, Elvia
Isaac, Adrienne

Jun, Catalina
Mercado, Giancarlo
Nelson-Barber, Sharon
Park, Deborah

Pérez, Amada

EVALUATION/
FEEDBACK

COMMENT

invited lecture for
“Chicano Child,”
taught by Kathleen
Contreras (required
for credential
students)

invited lecture for
“Chicano Child,”
taught by Kathleen
Contreras (required
for credential
students)

Advanced Child &
Adolescent
Devel opment

requested 2™ level
workshop, summer
class, Foundations
of Early Childhood,
Curriculum in Early
Education

Rothstein-Fisch, Carrie
Quiroz, Blanca
Saitzyk, Pearl

Salcido, Patricia
Singer, Michelle
Trumbull, Elise
Walsh, Susan

V1T



71

72

73

74

75

76

7

B-CLAD

CLAD
CSUN
LAUSD

ORGANIZATION/

DATE PRESENTATION CONFERENCE PRESENTERS
12/2/99  Update on the Bridging CdliforniaBilingua Trumbull
Cultures Project County Coordinators
Network
San Diego, CA
1/25/00 The Bridging Cultures CEBAS Trumbull
Project: Improving Hayward. CA
Education for Immigrant ayward,
Latino Students
2/18/00  Bridging Cultures: Moving Head Start Follow Up Rothstein-Fisch
the Framework from . Camarillo, CA Geary
Awareness to Understanding
and Action
2/26/00 Bridging Cultures: Literacy =~ Southern CA Kindergarten  Rothstein-Fisch
for Immigrant Latino Conference Patricia Salcido
Students Maria Paramo
Garfio
3/2/00 Bridging Cultures between Mills College Trumbull
Home and School Oakland, CA
3/7/00 Bridging Cultures between CSUN Rothstein-Fisch
Home and School Geary
3/8/00 Pilot-Testing the Bridging CSUN Rothstein-Fisch
Cultures Module Geary
Legend
Bilingual Cross-Cultural Language and NA not available
Academic Development NAEYC  National Association for the Education

(as above)

California State University, Northridge
Los Angeles Unified School District

UCLA
usc

of Young Children

University of California, Los Angeles

University of Southern California

BC Module: Bridging Cultures Teacher Education Module
CC Roots: Cross-Cultural Roots of Minority Child Devel opment

AUDIENCE

Bilingual County
Coordinators
Network:

Teacher Training
Program directors,
directors from major
cities

San Francisco Bay
Areaprincipals

Head Start teachers,
administrators

educators,
administrators

teachers

graduate students

graduate studentsin
Education

Altchech, Marie
Daley, Catherine
Eyler, Kathryn
Fiero, Becky
Flores, Steve
Geary, Patrick
Greenfield, Patricia

ATTENDEE EVALUATION/
NUMBER FEEDBACK
approx. 55 informal conversa-

tions
18 12
18 NA
27 26
30 NA
15 15
25 yes

Presenters

Hernandez, Elvia
Isaac, Adrienne

Jun, Catalina
Mercado, Giancarlo
Nelson-Barber, Sharon
Park, Deborah

Pérez, Amada

COMMENT

some had to leave
before end

Bay AreaAction
Research Teams
working on school
reform

Advanced
Psychological
Foundations of
Education

course taught by
Susan DeGaia

Rothstein-Fisch, Carrie
Quiroz, Blanca
Saitzyk, Pearl

Salcido, Patricia
Singer, Michelle
Trumbull, Elise
Walsh, Susan

STT



ORGANIZATION/ ATTENDEE EVALUATION/
DATE PRESENTATION CONFERENCE PRESENTERS AUDIENCE NUMBER FEEDBACK COMMENT
78 4/26/00 Bridging Cultures between CSULB “Redligionin Pérez undergraduate 15 14 invited lecture for
Home and School Society” course studentsin religious “Chicano Child,”
Long Beach, CA studies course taught by Kathlgen
Contreras (required
for credentia
students)
79 4/00 Bridging Cultures and CSUN at Channel Islands:  Pérez undergraduate & 30 30
2 sections  Technology “The Chicano Child” Singer graduate students
course
Camarillo, CA
80 4/00 Bridging Cultures and CSUN at Channel Idlands:  Pérez undergraduate & 45 20
second of  Technology “The Chicano Child” Singer graduate students
2 sections course
Camarillo, CA
81 4/28/00 Cross-Cultural Vauesinthe  American Educational Rothstein-Fisch  researchers, teacher 50 NA
Education of Immigrant Research Association educators
Mexican and Central Conference
American Children New Orleans, LA
82 4/28/00 Using Cultural Knowledge American Educational Trumbull researchers, teacher 60 NA
to Inform Literacy Practices:  Research Association educators
Teacher Innovations from Conference
the Bridging Cultures New Orleans LA
Project '
83 Spring/00  Bridging Cultures through Mar Vista Elementary Pérez teachers, 25-30 NA
2 sessions  Technology School Singer administrators
Oxnard, CA
84 Spring/00  Bridging Cultures through Mar Vista Elementary Pérez teachers, 25-30
second of  Technology School Singer administrators
2 sessions Oxnard, CA
Legend Presenters
B-CLAD Bilingua Cross-Cultural Language and NA not available Altchech, Marie Hernandez, Elvia Rothgtein-Fisch, Carrie
Academic Development NAEYC National Association for the Education Daley, Catherine Isaac, Adrienne Quiroz, Blanca
CLAD (as above) of Young Children Eyler, Kathryn Jun, Catalina Sait;yk, MI '
CSUN California State University, Northridge UCLA  University of California, Los Angeles Fiero, Becky Mercado, Giancarlo Salcido, Patricia
LAUSD  LosAngeles Unified School District USC  University of Southern California Flores, Steve Nelson-Barber, Sharon Singer, Michelle
BC Module: Bridging Cultures Teacher Education Module Geary, Patrick P%:\rk, Deborah Trumbul, Elise
' Greenfield, Patricia Pérez, Amada Walsh, Susan

CC Roots: Cross-Cultural Roots of Minority Child Devel opment

91T



DATE
85 5/11/00
2 sessions
86 5/11/00
second of
2 sessions
87 5/19/00
88 7/10/00

89 Summer/00

90 8/4/00 Honoring Native Language Nationa Council for

and Culture in the Midst of Teachers of English:

Anti-immigrant Hysteria University of Utrecht in
Netherlands Third Annual
Conference for Global
Conversations

Legend
B-CLAD Bilingual Cross-Cultural Language and NA not available
Academic Development NAEYC

CLAD (as above)

CSUN

LAUSD

California State University, Northridge
Los Angeles Unified School District

PRESENTATION

Bridging Cultures: It Works!

Bridging Cultures: 1t Works!

Bridging Cultures:
Classroom Examples

Introduction to
Bridging Cultures

Infusing Diversity into Y our
Social Science Curriculum

UCLA
usc

ORGANIZATION/
CONFERENCE

Bay Area School Reform
Collaborative Conference

Osakland, CA

Bay Area School Reform
Collaborative Conference

Oakland, CA

Kids First Conference

Washington, DC

CSUN

UCLA
Los Angeles, CA

BC Module: Bridging Cultures Teacher Education Module
CC Roots: Cross-Cultural Roots of Minority Child Devel opment

PRESENTERS

Rothstein-Fisch

Rothstein-Fisch

Rothstein-Fisch

National Association for the Education
of Young Children

University of California, Los Angeles
University of Southern California

AUDIENCE

educational

researchers, teachers

& al conference
participants

educational

researchers, teachers

& all conference
participants

district

administrators, site
administrators, policy
makers, educational

support providers

teachersin pre-
service training

K-12 teachers

English/ESL teachers

representing K-
university,
researchers

Altchech, Marie
Daley, Catherine
Eyler, Kathryn
Fiero, Becky
Flores, Steve
Geary, Patrick
Greenfield, Patricia

ATTENDEE
NUMBER

26

NA

42

10

NA

Presenters

Hernandez, Elvia
Isaac, Adrienne
Jun, Catalina
Mercado, Giancarlo

Nelson-Barber, Sharon

Park, Deborah
Pérez, Amada

EVALUATION/
FEEDBACK

COMMENT

Early/Middle
Childhood Course,
ACT Program

California History
and Socia Science
Project course (on-
going course)

Rothstein-Fisch, Carrie
Quiroz, Blanca
Saitzyk, Pearl

Salcido, Patricia
Singer, Michelle
Trumbull, Elise
Walsh, Susan

LTT
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93

94

95

B-CLAD

CLAD
CSUN
LAUSD

ORGANIZATION/

DATE PRESENTATION CONFERENCE PRESENTERS
9/22/00 Bridging Culturesin North Carolina Center for ~ Rothstein-Fisch
Education: North American  the Advancement of Greenfield
Connections Teaching & North
Carolina Center for
International Under-
standing
North Carolina
9/27/00 Bridging Cultures: Teacher CSUN Rothstein-Fisch
Education Module Pilot Test Geary
10/19/00 Bridging Cultures WestEd Greenfield
Dissemination Round Table San Francisco, CA Trumbu]l .
Rothstein-Fisch
Geary
Park
Pérez
Mercado
Altchech
Daey
11/11/00 Bridging Cultures: The Western Association of Rothstein-Fisch
2 sessions  Evolution of How School Counselor Educators and Geary
Counseling Students Supervisors Jun
Understand Cultures Los Gatos, CA
11/11/00 Bridging Cultures: The Western Association of Rothstein-Fisch
second of  Evolution of How School Counseglor Educators and Geary
2 sessions  Counseling Students Supervisors Jun

Understand Cultures

Bilingual Cross-Cultural Language and
Academic Development

(as above)

California State University, Northridge
Los Angeles Unified School District

BC Module: Bridging Cultures Teacher Education Module
CC Roots: Cross-Cultural Roots of Minority Child Devel opment

Los Gatos, CA
Legend
NA not available
NAEYC National Association for the Education
of Young Children
UCLA University of California, Los Angeles
usc University of Southern California

AUDIENCE

teachers,
administrators, school
board member

school counselor
interns (16),
Development,
Learning and
Instruction (4)

teacher professional
development
professionals
(university professors,
county-level staff)

school counselor
educators, nationa
leaders in school
counseling

school counselor
educators, national
|eadersin school
counseling

Altchech, Marie
Daley, Catherine
Eyler, Kathryn
Fiero, Becky
Flores, Steve
Geary, Patrick
Greenfield, Patricia

ATTENDEE EVALUATION/
NUMBER FEEDBACK (SOLAIENTT
60 23 narratives,
31 short anwer forms

20 20 Advanced
Psychological
Foundations of
Education

36 17

8 8

8 8

Presenters

Hernandez, Elvia
Isaac, Adrienne

Rothstein-Fisch, Carrie
Quiroz, Blanca

Jun, Catalina Saitzyk, Pearl
Mercado, Giancarlo Salcido, Patricia
Nelson-Barber, Sharon Singer, Michelle
Park, Deborah Trumbull, Elise
Pérez, Amada Walsh, Susan
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B-CLAD

CLAD
CSUN
LAUSD

DATE PRESENTATION

11/29/00  Bridging Cultures through
2 sessions  Children’s Literature

11/29/00  Bridging Cultures through

second of
2 sessions

Bilingual Cross-Cultural Language and

Academic Development
(as above)

California State University, Northridge
Los Angeles Unified School District

Children’s Literature

Legend
NA

ORGANIZATION/
CONFERENCE

CSUN at Channel Islands ~ Pérez
Camarillo, CA

PRESENTERS

CSUN at Channel Islands ~ Pérez
Camarillo, CA

not available

NAEYC National Association for the Education

of Young Children

UCLA University of California, Los Angeles

usC

University of Southern California

BC Module: Bridging Cultures Teacher Education Module
CC Roots: Cross-Cultural Roots of Minority Child Devel opment

AUDIENCE

mostly credential
students; some
already teachers

mostly credential
students; some
already teachers

Altchech, Marie
Daley, Catherine
Eyler, Kathryn
Fiero, Becky
Flores, Steve
Geary, Patrick
Greenfield, Patricia

ATTENDEE
NUMBER

30 NA

35 NA

Presenters

Hernandez, Elvia
Isaac, Adrienne

Jun, Catalina

Mercado, Giancarlo
Nelson-Barber, Sharon
Park, Deborah

Pérez, Amada

EVALUATION/
FEEDBACK

COMMENT

Rothstein-Fisch, Carrie
Quiroz, Blanca
Saitzyk, Pearl

Salcido, Patricia
Singer, Michelle
Trumbull, Elise
Walsh, Susan

61T
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Appendix D
Graduate Research Projects of Students
at California State University, Northridge

Bertha Anguiano

English Immersion for Sudents in Grades Two-Three: A Handbook for
Tteachers Who Want to Bridge Cultures

Teachers need to be aware of students' backgroundsin order to help them
succeed both socially and academically. A handbook will be devel oped for
teachers of grades 2-3 who teach English immersion. The goal would beto
help bridge the home and school languages in explicit ways that honor
rather than undermine the children’s first language or culture.

Patricia Chaparro

Empowering Parents of Kindergarten Sudents with Srategies and Skills
for Understanding School: Focus on Reading Readiness

A seriesof evening workshopswill be held for wholefamiliesthat identify
the school culture explicitly. Pre and post surveys will identify fears and
concerns before and after the workshops.

Rosa Hernandez

Reaching Across the Cultural Bridge to Collectivistic Families:
Kindergarten Connections

In this project, a two-way program of parent empowerment will evolve
based on: 1) helping families with children in the same kindergarten class
develop abond of support and advocacy; and 2) making the culture of the
school lessthreatening by demonstrating the mainstream ways of learning
and teaching.

Rosaicela Magana

Building Cultural Bridges between Home and School Literacy Efforts

A series of workshops, offered at a wide variety of times, will be devel-
oped, implemented and assessed designed to enhance parents' knowledge
and effort in promoting literacy. While the parents may not feel it is their
job to teach reading to their children (this is the teacher’s job), they can
become much more informed of how children are engaging literacy in
school and the impact that will have on their children’s entire education.

Janet Ramirez

Assumptions of Cultural Compatibility: Harmony and Disharmony
between Latino Teachers and their Latino Sudents

What happens when Latino teachers are trained, unknowingly, to value
individualistic traits that undermine the collectivistic values of the home?
Teacher interviews and direct classroom observationswill document ways
that Latino teacher engages students and families from both individualis-
tic and collectivistic ways.
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Marybell Montes de Oca
The Role of Informal Discourse between Teachers and Parents. Bridg-
ing Cultures between Latino Parents and their Child's Teacher
Parents will be interviewed about the role of informal discourse in under-
standing the school culture. Says de Oca,
| personally can relate to my students’ parents because they remind me of
my parents. | know my mother tried her best to keep up with schooling
even though she didn't speak English. | find myself speaking to the
parents and helping them the way | wished my teachers could have

helped my mother. Some teachers might find this difficult or time consum-
ing. But for me, it is as natural as making enchiladas — it comes so easy.

Jessica Krejdovsky

First Lessons in English Immersion for Sudents in Kindergarten and
First Grade: A Handbook for teachers who want to Bridge Cultures
With Bertha Anguiano, strategies for maintaining both home and school
languages and cultures will be described for teachers honoring the home
language and values.

Maria Garfio
Using the Bridging Cultures Framework to Empower the Parents of
Second Grade Spanish Readers
Says Garfio,
It's important to empower parents by providing them access to the school
culture. Parents need to feel comfortable and knowledgeable with the

school environment in order for them to advocate for their children. Being
able to read successfully opens the doors for opportunities.

Berta Guzman and Veronica Martinez

Empowering Parents of Migrant Preschoolers Using the Bridging
Cultures Framework

With the emphasis on cultural values and the idea of creating bridges,
migrant parents will learn about school first hand through a series of fam-
ily workshops. Content of the workshops will be parent driven, emphasi z-
ing both individualism and collectivism. The entire family will be invited
to learn about the culture of the school and to experience how teachers
work with children in amigrant education program for preschoolers.

Lucy Beckley

Bridging Cultures between Home and School Literacy: Spanish Speak-
ing First Graders and their Families

A series of workshopswill be provided for families that feature ways that
school and the home can foster literacy. The reading and writing scores of
children whose families participate will be compared to those who do not
in a pre- and post-test design. In addition, parent responses to question-
naires about how they feeling about their child’s education (pre and post
test) will be included.
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Catalina Jun

Bridging Cultures through School Counselor Education

(Thesis submitted 2000)

This study assessed the impact of athree-hour Bridging Cultures training
one year after students were exposed to the framework of individualism
and collectivism. The results indicate that the 80% of the school counsel-
ing students found the Bridging Cultures framework helpful and could
apply their knowledge of individualism and collectivism in their school-
based fieldwork with students from elementary to high school.

J. Patrick Geary

Bridging Cultures with Middle and High School Counselors

and Administrators

Secondary school counsel ors and administratorswill participatein athree-
hour Bridging Cultures presentation that outlines the framework of indi-
vidualism and collectivism and how the framework has been useful with
Elementary school teachers. The educators will be encouraged to con-
sider how the framework might be useful in middle and high school out-
side of the classroom. A follow up meeting will be held one month later to
discuss the outcomes and ideas generated. Participants will share how
they have used the framework in counseling. Pre- and post-tests will be
givento gaugethe participants understanding of the concepts and the quan-
tity of collectivistic friendly ideas that are developed and implemented in
the school as aresult of the training.

Deborah Park

Cultural Harmony and Disharmony in two Classrooms:

New Applications of the Bridging Cultures Framework

This research is an exploratory study, still in its preliminary stage, on
the framework of individualism and collectivism offered by the Bridging
Cultures Project. Two classes are examined to note areas of cultural har-
mony and cultural conflict in the classroom. Classroom 1 consists of pre-
dominantly Latino students and is taught by a Korean American teacher.

Classroom 2, a Korean/English Dual Language classroom, is made up of
predominantly Korean students and is taught by a Korean American
teacher. | examinethe Korean American cultural influenceson these teach-
ers instruction. | am using qualitative methods of observations, inter-
views, and document analysis. With the findings, | hope to
develop hypothesesfor further investigationsin theteachers' rolein bridg-
ing cultures in the classroom as well as make recommendations for re-
form for dealing with specifically the Korean American students.

Monigue Zubkow

The Bridging Cultures Framework in Barranquilla, Colombia: Individu-
alism and Collectivismin Action

Thisresearch will focus on the applicability of the Bridging Culturesframe
work to understanding education in this town in Colombia. The research
design is under development.
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