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Abstract: The disparity between the cultural and linguistic diversity of the
teaching population and the student population continues to grow as teacher
education programs enroll and graduate primarily white teacher candidates
(83.7%). At the same time, the diversity of the K-12 student body has increased
with 65% (Z public school students being from culturally and linguistically
diverse backgrounds (National Center for Education Statistics, 2007). This
chasm between the diversity of the teaching force and student population is of
concern as many teachers report that they do not have the cultural knowledge
and experience of working or living in diverse environments, yet will be faced
with teaching a very diverse student population. Hence, the need for teacher
candidates and current teachers to be explicitly taught the skills needed to
successfully teach diverse student populations is urgent. In this article, we
explore the following phenomena: how linguistic and cultural diversity is
regarded in teacher education programs, as well as teacher candidates’ and
current K-12 teachers’ dispositions towards students who do not share their
cultural backgrounds or language (including those who vary in their dialects).
Finally, we will f)resent strategies that teac%ter educators can use to embrace
and empower culturally and linguistically diverse (CLD) teacher candidates,
as well as prepare teacilt/er candidates to teach diverse student populations.
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IT AIN'T WHAT You Say,
IT’s How You Say It

LiNGuisTic AND CULTURAL DIVERSITY
IN THE CLASSROOM

he disparity between the cultural and linguistic ——

I diversity of the teaching population and the
student population continues to grow as teacher

education programs enroll and graduate primarily
White teacher candidates (83.7%) (National genter for
Education Statistics, 2007). This majority has decreased
somewhat over the past ten years 8the percentage was
89% in the year 200(?) as more minorities have entered
the teaching field due to programs designed specifi-
cally to diversify the teaching force such as the Grow
Your Own Teacher Act (2007). However, the diversity
of the K-12 student body has increased. This chasm
between the diversity of the teaching force and student
population is of concern as many teachers report that
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— they do not have the cultural knowledge and experi-

ence of working or living in diverse environments.
Hence, the need for teacher candidates (pre-service
teacher education students currently matriculating
through teacher education programs{ and in-service
teachers (educators who are currently teaching in K-12
classrooms) to be explicitly taught the skills needed
to successfully teach diverse student populations is
urgent. While research literature on ?eda ogy docu-
ments this need and advocates for culturally relevant
teaching (Gay, 2000; Ladson-Billings, 2009a), we first
need to explore how cultural and linguistic diversity
is regarded in teacher education programs. This is
important because it affects the content of the cur-
riculum which is offered in teacher education pro-
grams and how it is structured. It also affects what
is expected of teacher education faculty as it relates
to their knowledge and dispositions regarding the
cultural and linguistic diversity of their students, i.e.,
teacher education candidates. If teacher educators do
not value or have experiences with cultural diversity, it
is unlikely that they will be able to teach these cultur-



students. In order to examine this issue, we explore
how cultural and linguistic diversity is addressed in
teacher education programs. Specifically, is it segregated
into diversity courses or is it integrated throughout all
teacher education program coursework? Is address-
ing diversity primarily considered the responsibility of
faculty who teach diversity-focused courses? Lastly, we
acknowledge that culturally and linguistically diverse
(CLD) includes all people whose first language or dia-
lect and cultural backgrounds are other than the main-
stream. During our time of teaching these CLD teacher
education candidates and current K-12 teachers, they
have shared their experiences and reflections of the time
they spent in teacher education programs and how their
CLD status was regarded by their tellow classmates, as
well as their professors (teacher educators). The second
phenomenon we will address is teacher candidates’ and
current K-12 teachers’ dispositions towards students
who do not share their cultural backgrounds or language
(including those who vary in their dialects). Finally, we
will present strategies that teacher educators can use to
embrace and empower CLD teacher candidates, as well
as prepare them to teach diverse student populations.
We explore these issues from our perspectives as teacher
educators who are of African American descent teaching
in predominantly white universities in the Midwest in
an effort to lessen the cultural knowledge gap among
White teacher educators, teacher candidates, and cur-
rent K-12 teachers and the CLD students whom they
will teach in the future.

THEORETICAL FRAMEWORK

We selected Critical Race Theory (CRT) as our frame-
work because as a theory in education it enables us to
challenge inequity and racism in education and society
(Ladson-Billings, 2009b). It also challenges prevailing
ideologies revealing the privilege of dominant grougs
in schools and society (Solorzano and Yosso, 2009). In
addition, CRT is committed to social justice and has
a research agenda that seeks to eliminate racism and
other forms of subordination (Solorzano and Yosso,
2009). Furthermore, it emphasizes the significance of
the experiential knowledge of men and women of color
and views their stories as valid for teaching about racism
and other forms of oppression. Moreover, CRT helps us
analyze race and racism at macro and micro levels as it
affects our sociegl and our schools/institutions. Finally,
it enables us to identify the individual and institutional
forms of racism and provides an alternative to dominant
ideologies (Solorzano and Yosso, 2009).

These themes of CRT are relevant to our work be-
cause we look at our experiences as women of color and
those of our students as we operate in a system that is
run by the dominant culture which decides the content
of the curriculum, the pedagogical delivery and what is
acceptable as appropriate language for the classroom.

T offers a lens through which to see racism as it
fuels linguistic and cultural hegemony in education. As
African American teacher educators, our experiences as
members of a culturally and linguistically diverse group
and teachers of culturally and linguistically diverse
populations offer a unique perspective to this discus-
sion.
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For the methodology, we selected autoethnography
which is defined as “an autobiographical genre of writ-
ing and research that displays multiple layers of con-
sciousness, connecting the personal to the cultural” (Ellis
& Bochner, 2000, p.739). Autoethnography is fitting as
the methodology for this study as it connects our per-
sonal lived experiences to the cultural contexts of schools
as societal institutions. As Ellis and Bochner state:

...back and forth autoethnographers gaze, first through
an ethnographic wide-angle lense, focusing outward on
social and cultural aspects of their personal experience;
then they look inward, exposing a vulnerable self that
is moved by and may move through, refract, and resist
cultural interpretations....in these [autoethnographic]
texts, concrete action, dialogue, emotion, embodiment,
spirituality, and self-consciousness are featured ap-
pearing as relational and institutional stories affected
bg I)zistory, social structure and culture...(2000, p.
739).

Central to both autoethnography and CRT is the use
of voice. CRT complements autoethnography as they
both view storytelling as a valid form of research. Au-
toethnography may take on many forms among which
are narrative, drama, poetry, journals, and emails to
name a few (Ellis, 2004). In this article, we present data
through a narrative vignette and journal excerpts.

Data Sources

The data sources are recollections of past events (as
we remember them), artifacts and documents. The
memories of past events are derived from our experi-
ences as teacher educators. The documents include our
reflective teaching journal entries and class notes.
Examining Efforts and Means of Addressing Diversity
in Teacher Education Programs

Teacher education programs are well aware of the
fact that the majority of our teacher candidates and cur-
rent teachers are from cultural backgrounds different
from those who they currently teach or will teach. In
fact, in order to gain and retain accreditation from the
National Council for Accreditation of Teacher Education
(NCATE), teacher education programs must demon-
strate how they prepare teacher candidates to address
diversity in their classrooms. The acceptable rating for
the diversity standard reads:

The unit [teacher education program] clearly ar-
ticulates proficiencies related to diversity identified
in the unit’s conceptual framework that candidates
are expected to develop during their professional pro-
grams. Curriculum and field experiences provide a
well grounded framework for understanding diversity,
including English language learners and students
with exceptionalities. Candidates are aware of differ-
ent learning styles and adapt instruction or services
appropriate Iy for all students, including linguistically
and culturally diverse students and students with ex-
ceptionalities. Candidates connect lessons, instruction,
or services to students’ experiences and cultures. They
communicate with students and families in ways that
demonstrate sensitivity to cultural and gender differ-
ences. Candidates incorporate multiple perspectives
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provided. They develop a classroom and school climate
that values diversity.... (NCATE, 2008)

This emphasis on diversity by the national accredit-
ing body makes it an important priority for all teacher
education programs. However, the means by which
programs go about the business of addressing diversity
varies, as well as their effectiveness. We suggest that
there are three approaches programs use to address
the diversity standard and that the way in which it is
addressed affects the faculty’s views and subsequently,
the teacher candidates’ views of diverse students. The
three approaches are: (1) the segregated diversity course
:ﬁproac where diversity courses are created to address

e standard and are thought to be the panacea for ad-
dressing the standard and as a result, diversity is not
integrated throughout other coursework in the program
or it is at least not expected to be (2) the programmatic
diversity integration approach where faculty are told that
everyone is to address diversity in their classes and
(3) the combination approach where some mixture of the
above listed approaches are viewed as the appropriate
response.

here are issues with all of these approaches. The
segregated diversity course approach is an issue be-
cause it creates an environment in programs where the
responsibility to teach teacher candidates to address
diversity rests only on those who actually teach diversity
courses. It is segregated into a course, and faculty who
do not teach those courses are not held to integrating
the standard into their coursework. This is problem-
atic because if diversity is addressed only in specific
diversity-focused courses, will students think that it is
important for integration throughout the curriculum?
hile it is admirable and a step in the right direction
to integrate diversity throughout all coursework, the
problems with the programmatic diversity integration
approach stems from the assumption that all faculty
have the knowledge and experience needed to ade-
quately prepare students to teach diverse populations of
students. Furthermore, the statistics on the race/ ethnic-
i%l of full-time faculty and staff in the field of education
shows that 83.5% of faculty are White, 6.8% are Black,
3.8% are Asian/Pacific Islander, 3.2% are Hispanic and
2.8% are other (NCES, 2008). Interestingly, this closel
parallels the statistic that was presented earlier regard-
ing the racial / ethnic composition of the K-12 teaching
force. While we cannot assume that this overwhelming
majority of White teacher educators equates to lack of
knowledge or experience with diverse populations, this
data raises the following questions: How prepared are
teacher educators to teach CLD teachers candidates?
Can limited knowledge of cultural and linguistic di-
versity affect teacher educators’ abilictiy to teach those
pedagogical skills to teacher candidates? What are
teacher education programs doing in the way of profes-
sional development to assist teacher educators who lack
knowledge and experience with cultural and linguistic
diversity? What are teacher education programs doing
to diversify the faculty?

The combination approach is most likely to be ef-
fective, however, diversity of the faculty as well as
professional development and administrative support
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to be truly effective.

Inside Our Classrooms: Teaching Culturally and Lin-
guistically Diverse Teacher Candidates

Thou K teacher education programs offer course-
work in diversity, multicultural education and bilingual
education, how often are the tenets of these courses or
pedagogy of this coursework put into practice when
teaching teacher candidates? The failure to incorporate
these teaching strategies into teacher education courses
demonstrates to teacher candidates that there is lin-
guistic and cultural hegemony (Arce, 1998) in K-12, as
well as higher education classrooms that regards other
languages, dialects and nonstandard varieties of English
as inferior and unacceptable as Taxel states (2000):

...schools confer preeminence on the language forms,
world views, ideological, historical, and cultural
perspectives of the dominant social groups, thus le-
gitimating—as logical, natural, andfor the result of
merit—the power, prestige, and status of these groups
in society. (p. 302)

The notion of language as ever-evolving might be a
truth that some academics accept, but it is seldom incor-
porated into the coursework or the curriculum. In short,
accc:_ftable forms of the English language are rigid in the
academy. This rigidity is problematic not only because
it functions as a gatekeeper (or “fatekeeper”) which
can effectively foreclose or substantially impede the
education of speakers of languages and dialects other
than Standard English, but also because it lessens our
opportunities to learn about other ways of knowing.

ith this in mind, we explore the following auto-
ethnographic account of a conversation between Dr.
Robinson and one of her African American female stu-
dents, Deja, a student in a Master of Arts in Teaching
program educational foundations class. This particular
academic term, the racial/ethnic composition of the
course was more diverse than usual—the majority of
the class consisted of White students with three African
American females and one African American male. This
was the most diverse class she taught over the course of
four years; most classes tyFically ad only one or two
minority students. The following exchange took place
between Dr. Robinson and Deja as she was preparing
to be the student discussion facilitator for the next
class meeting. This interaction focuses on Deja’s use
of Ebonics, a nonstandard form of English spoken by
African Americans primarily but not solely. It has also
been referred to historically as Black English Vernacular.
Unlike regional and/ or geographical dialects, Ebonics
is derived from African language origins. Taylor (1998),
details the history of Ebonics and states, it is has a le-
gitimate linguistic basis and that it is, “derived from
African language origins in ways that are common to
the evolution of any language system that comes into
contact with another” (p. 37). While Ebonics is regarded
by the mainstream, as not only nonstandard but sub-
standard, it is viewed by most African Americans as
an integral part of African American culture. However,
Taylor warns against thinking that all African Americans
value Ebonics stating, “...it is often the case that some
members of lower-status groups elevate the status of the
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own grou(ﬁ’s language. This is especially true for those
members of lower-status groups who have managed to
assimilate into the dominant group” (p. 35). Neverthe-
less, the need to be fluent in Standard English in order
to succeed in academic and professional pursuits is
acknowledged and considered imperative b?/ most. This
struggle towards fluency in Standard English is what
Deja describes in this autoethnographic account.

While in my office preparing for classes for that week,
I heard a soft rapping on the door. “Come in,” I an-
swered and Deja came through the door with a heavy
look on her face. By this point of the term, I knew her
pretty well and 1 could tell that this was going to be
something serious.

“Dr. Robinson,” she began, “I need to talk to you about
how I feel when I'm in class and when I am with other
students in the class. I feel that when I made certain
comments I was being criticized for my grammar and
verbal usage. [ She was referring to was a dialect which
was a blend between Ebonics and Standard English.]
To give you an example, in the Monday class, [a course
taught Zy White instructor which Deja also took with
the same students with whom she took my course] we
were given our peer evaluations relating to our class
presentation, and one of my evaluations sited gram-
mar usage. For the past year, I have been working on
increasinﬁ my vocabulary and improving my speaking
skills. I thought I was successful until now. I realize
that certain cultures have certain styles of communica-
tion, but I did not think that I would have to compare
my grammar usage to everyone else’s in the class.”

I was surprised to learn she felt this way about her
verbal communication skills because I thought she
was quite well-spoken. Also, she was very verbal and
one of the main contributors to the discussions in
class. “But Deja you are so outspoken and passionate
in class. You bring insight and personal experience
to the conversation. When we were reading the Jean
Anyon'’s “Social Class and the Hidden Curriculum of
Work,” you were the first to share your own personal
experience with being steered towards a vocational
high school and how it caused you to have to attend
junior college. Your connection with the piece really
got students to thinking and took the discussion to
another level causing everyone else to open up about
how the piece resonated with them. It took us to a new
level of discussion.” My words seemed to be somewhat
reassuring to her; still they did not remove the hurt I
saw in her eyes and heard in her voice.

“Yeah,” she slowly responded, “but I guess I feel more
comfortable talking in this class because you're African
American and bring a social justice view to what we
are studying. You know where I'm coming from. In
our other class [with a White male instructor], the
other students have corrected the way I talk and now
1 feel uncomfortable. 1 am a hard working individual.
Sometimes when I don't feel like I measure up, I beat
up on myself ,fretty bad. I feel like they measuring me
and after all these years and a successful career [she was
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nothing. I'm just tired [with tears in her eyes].”

The Silencing of White Students’ Dialogue in the
Presence of the African American Professor: Playing
Nice when Power Dynamics are Atypical

In this particular instance, the students who publicly
corrected Deja’s language usage happened to be White;
however, it is im%)rtant to note that this phenomenon
of devaluing CLD students’ dialects is not solely ra-
cially based. As Taylor (1998) suggests, this devaluin
of nonstandard forms of Enﬁlish can be enacted téy CL
people who have achieved fluency in Standard English
and have assimilated to the mainstream to the point
where they devalue their own group’s language. In
sum, African American students also could have been
a part of the group who taunted Deja, but were not in
this situation.

The issue of some of the White students publicly
correcting Def'a’s use of Ebonics did not occur in Dr.
Robinson’s class. Despite readings and discussions
about white hegemony and racism in this country’s
educational structures, some of the White students were
unwavering in their attribution of educational experi-
ences of students of color to lack of desire for learning,
lack of parental support and cultural deficiency. This re-
sistance troubled Dr. Robinson as well as other students
in class who found their views to be unfounded (minor-
ity, as well as White students). The White students who
taunted Deja in the other class expressed their views
without launching ad hominem attacks on her while
in Dr. Robinson’s class. However, they exercised less
restraint in the class with the White professor. A possible
explanation for the difference of their behavior in Dr.
Ro%inson’s class as opposed to the other class may be the
students’ understanding of the power dynamics. The
might have assumed that publicly challenging Deja’s
use of Ebonics could mean inviting chastisement, which
may have resulted in an unfavorable bottom line, i.e.,
an undesirable grade. Since the power dynamics were
atypical, an African American professor instructing a
predominately white class, the students possibly acqui-
esced by deciding to “play nice” in the presence of the
African American professor. Instead opting to address
Deja’s use of Ebonics in the class with the White profes-
sor who allowed them a forum to correct her publicly.

Linguistic Bullying: Focusing on Form of Speech
Rather than Content

When the form of speech (in this instance Ebonics) is
used as a means to mute the voices and opposing criti-
cal views of CLD students, we term this act of silencing
linguistic bullying. This overcorrection of dialectic pat-
terns of CLD students in an attempt to have them use
Standard English, while using the mode of delivery—the
grammar, etc.—is a dismissal of the content of students’
comments. Inherent in this approach to silencing is the
assumption that non Standard English is inferior to
Standard English and that anyone who uses it is less
intelligent, hence can be rightfully dismissed (Delpit,
2006). This is a notion that geja also brought up in her
conversation with Dr. Robinson.

Deja also often spoke out against inequality in school
funding (after reading Kozol's Savage Inequalities, 1991),
curriculum designed for students of Co7or out of low
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color in special education courses. While some of the
White students also shared her views around the issues,
they did not speak out about them in the same manner.
The White students with opposing views often defaulted
to arguments of students not wanting to learn, lack of
parental support, etc., as the reasons for issues related
to the education of students of color, recounting stories
of their grandparents and parents who immigrated to
the United States and were academically successful.
As a result of the dichotomous views, these particular
White students might have found it easier to ignore the
content of her comments and instead focus on her form
of speech while at the same time deciding her views
had no merit because she was using an inferior dialect
to convey them, i.e., a mixture of Standard English and
Ebonics.

This overcorrection by some White students activated

what Krashen (1982) terms as the “affective filter.” When
activated, the speaker experiences feelings of anxiety
which negatively impacts verbal and academic perfor-
mance. This African American student’s affective filter
(Krashen, 1982) was activated as she was beginning to
struggle with being forced into silence due to anxiety
related to her use of Ebonics.
The effect of activating the affective filter is also ex-
emgliﬁed in Dr. Clardy’s experiences as she taught an
undergraduate course. The following is an excerpt from
her journal:

As a bilingual teacher educator, my first surprise when
I began teaching at a large university in the Midwest
was that there was very little racial, ethnic, linguis-
tic or gender diversity among the student body. The
majority of the students in the program were White

females who came from the suburbs of Chicago. Given
the program’s emphasis on the education of Latino stu-
dents, I had expected more Latino teacher candidates.
Regardless of the fact that there was little diversity
among my students, I found them to be very interested
in learning to address the needs of linguistically and
culturally diverse students.

Then one semester, two Latina and two Asian students
enrolled in one of my undergraduate classes. I was
excited to have more student diversity in the class
because I thought that with the addition of Latina and
Asian students, the discussions about race, language
and culture would be more rich. To my surprise, the
Asian and Latino students did not speak out in class
but they wrote extensively in their journals about race
and language.

Knowing that second language learners go through a
silent period in which they are learning the language
(and the culture) around them and that it is not a good
idea to force them to speak before they are ready, I as-
sumed that the same might apply for my CLD students
who know English but are not confident in speakin
in front of herztai;ge speakers of English as they are still
acclimating to the university setting.

One day, I took a risk by posing some direct ques-
tions that I thought might elicit responses using my
experience as “other” to frame the discussion. When I
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American bilingual/bicultural student when I went
away to college, I saw what I interpreted to be looks of
interest and enthusiasm in the faces of the non heritage
speakers of English.

As the students chimed in, a Latina student stated,
“I had never been in a place that is all white before. |
have nothing against White people but they want me
to speak a certain way. Now I am not sure how to speak
because I think that what I say is wrong. So it's just
easier to say nothing.”

Then an Asian student followed her lead and comment-
ed, “I'm glad to say this. I never felt I could anywhere
else. When I asked for help with my English, another
professor told me to go to the Disabilities Office, like
I'was disabled.”

Another Asian student stated, “I can relate. I am ve
assimilated but I know people who feel like Englis
speakers think of them as being in need of repair.”

One by one, the CLD students told of their experiences
as “other” on the campus of a predominantly white
university. My conclusion is that when I, as the profes-
sor, opened the door by first sharing my own experi-
ence and encouraging them to share theirs, it created
a safe place for them to express themselves and gave
legitimacy and validation to their experiences. Since
that day, my CLD students have spoken up in class
on a regular basis but they tell me that the same is not
true in their other classes because they do not feel that
their cultures and languages are accepted.

Safe Havens: Spaces in which “Silenced Dialogue” is
Spoken

The autoethnographic vignette and 1!'ournal excerpts
presented in this article raise some of the issues that
CLD students face in educational settings where the
expectation, by those who speak the language of the
“culture of power” (Delpit, 2006, p. 24), i.e., Standard
English, is that they assimilate to speaking “the King’s
English.” Though the experience that these students de-
scribe is unfortunate, it is one that transpires in schools
across all educational levels, i.e., elementary, second-
a?', undergraduate and graduate, as these teacher
education candidates are in undergraduate as well as
graduate programs. Lisa Delpit’s notion of the “silenced
dialogue” will be employed to analyze these students’
experiences.

In Other People’s Children (2006), Delpit presents
“silenced dialogue” as the cessation of conversation
in educational settings between people of color (in her
examples she includes statements of teacher candidates
as well as current teachers) and White people around
issues of how to best educate children of color. The sub-
jects in her study describe their silence as a response to
White people’s unwillingness to accept their opinions
and experiences as valid. They posit that no matter
how much evidence they offered to refute claims made
by White colleagues about the learning abilities and
cultural backgrounds of students of color, they were
dismissed. As one of Delpit’s interviewees poignantly
states:
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It becomes futile because they think they know every-
thing about everybody. What you have to say about
your life, your children doesn’t mean anything. They
really don’t want to hear what you have to say. They
wear blinders and earplugs. They only want to go
on research they've read that other white Eeople have
written. It just doesn’t make any sense to keep talking
to them. (2006, p. 22)

Hence, the dialogue is silenced—not out of ac-
quiescence, but out of frustration. But what happens
to this silenced dialogue? As the conversations that
Delpit had with her interviewees and the exchanges
between our students exemplify, the dialogue is given
voice—it simply takes place among people with simi-
lar ideological orientations, mostly among people of
color. The term we use to describe these places are safe
havens. They are spaces in which one can speak freely
without fear of reprimand or confidence being broken.
In the case with Dr. Robinson and Deja, they shared
an ideological orientation, i.e., social justice, race and
gender (tﬁey are both African American females), and
similar socioeconomic backgrounds (they both grew up
in working class neighborhoods on the South Side of
Chicago). Dr. Clardy shared similar ideological orienta-
tions as her students, i.e., equity in education for CLD
students. She did not share the same race, ethnicity or
social class as her students; however, she and all of her
CLD students had membership in cultural groups that
have traditionally been marginalized in society. Both
Drs. Robinson and Clardy provided what their students
viewed as safe havens wKich are not always present for
students of color at predominantly white institutions,
esi)eciall since there are very few faculty members of
color in the university system (Smith, Turner, Osefi-Kofi,
& Richards, 2004; Turner, Myers, & Creswell, 1999).

So what happens when these safe havens are not
found in the classroom? Students seek out faculty mem-
bers of color with whom they feel they might find a safe
haven. In the case of Deja, she sought out Dr. Robinson
to share how the students in their class treated her dif-
ferently in the White professor’s class. Sometimes they
might confide in other students of color, if they are not
the only one in the class. They might share the incidents
with family and friends. And the last option is that, in
the face of no safe haven to tell them otherwise or vali-
date their experiences, they might internalize it and /or
exgrience the frustration that Deja describes or as one
of Delpit’s interviewees states as she fights her anger,
“Please Lord, remove the bile I feel for these people
so I can sleep tonight.” It’s funny, but it can become a
cancer, a sore” (p.22). Why would Deja internalize the
White students’ correcting of her use of Ebonics to the
point that she was so dejected? These students’ strong
reactions can be attributed to the connection between
students’ identity and their cultural dialect. As Hilliard
(1983) states, “...a language is not simply a means of
communicating in a narrow sense. Psychologically, it is
a prime source of cultural identit{f. It is also a cognitive
structuring of the world which is linked to one’s world-
view, identity, self concept, and self-esteem” (p. 27).

In Dr. Clardy’s classroom, the students found a safe
haven after realizing the common experiences as “other”
that they shared with Dr. Clardy. In other classes and in
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Though Delpit describes silencin% as a last resort but
voluntary act on the part of people of color who have
grown weary of their White colleagues who will not
‘listen,” silencing can also be involuntary and inflicted
upon people of color who dissent from the views of
their White counterparts. In the case of Deja, silencing
was not voluntary but an attempt was made by some
of her White colleagues to silence her. The attempted
silencing was two-fold: (1) they wanted to silence her
because of her personal views (supported by her own
experiences as well as literature from the course such
as “Social Class and the Hidden Curriculum of Work”
(1996) by Anyon, The Miseducation of the Negro (1933) by
Woodson and American Education (2004) by Spring on the
education of people of color challenged their own views
on the subject and (2) they found it easier to focus on her
linguistic mode of delivery, a blend between Standard
English and Ebonics though primarily Standard English,
to dismiss and silence her.

Teacher Candidates’ and Current Teachers’ Disposi-
tions towards Diverse Students
Preparing teacher candidates to effectively teach

diverse students is a core tenet in every teacher educa-
tion program and a mandate from accrediting organiza-
tions, e.g., National Council for Accreditation of Teacher
Education (NCATE), Academic Qualit¥1 Improvement
Program (AQUIP), Interstate New Teacher Assessment
and Support Consortium (INTASC) and content area
professional organizations. Specifically, when we think
of educating teacher candidates about embracing cul-
tural and linguistic diversity, the concern usually resides
with their pedagogical preparedness. However, their
attitudes and dispositions towards students are key as
their thoughts about their current and future students
greatly impacts their willingness to learn and employ
}lzedagogies needed to effectively teach CLD students.

hey display their attitudes towards diversity long be-
fore they enter the classrooms as teachers. They exhibit
their views of cultural and linguistic minorities while
they are in pre-service courses by how they interact,
relate and engage literature on diversity and class-
mates who are from backgrounds different than their
own. Over the years of serving as teacher educators at
ﬁredominantly white institutions in the Midwest, we

ave had several opportunities to prepare students for
cultural diversity. At times it has been a labor of love and
many times, just a pure labor as some of our students
have brought some disturbing perspectives about cul-
tural and linguistic diversity into the discussions in the
classrooms, making statements such as, “This is America
and everyone needs to speak English.” These statements
are intended for non-native English speakers as well as
persons who speak any variance of Standard English.

The followin% journal excerpt describes Dr. Clardy’s

experiences while teaching a Biﬁngual Education course
for graduate students who were currently elementary
school teachers and held assimilationist views of stu-
dents with diverse language backgrounds.

When I entered the classroom in the suburban school
district that had contracted my university to provide
coursework to their teachers on how to address the
needs of their culturally and linguistically diverse
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siastic about the class but as soon as the introductions
began, I learned that some of the teachers had ;fzrejudices
toward a certain group of individuals which included
their students whom I later learned that they viewed
as a threat to their community and way of life.

The school’s community consists of Mexican im-
migrants, both documented and undocumented. The
teachers expressed their disdain for the children and
their families initially. Some of the teachers carried
their views about undocumented Mexican immigrants
into their classrooms which manifested in the form of
cultural and linguistic hegemony. These teachers often
made statements to denounce both the language and
culture of their Mexican immigrant students while
failing to realize the relevance of both of these important
aspects of their students’ identities.

As stated previously, CRT focuses on racism at macro
and micro levels; racism present in the broader society
is also present in its institutions (Solorzano & Yosso,
2009). Cultural and linguistic hegemony, by products
of racism, are also present in schools and society.
During the course of the semester, the teachers reported
that their attitudes and worldviews changed over the
short period that the class met. As reported by the
teachers, the readings presented facts and perspectives
that they had not known or considered. The teachers
also reported that Dr. Clardy’s candor about her own
experiences and her nonjudgmental attitude enabled
them to speak openly and honestly. Moreover, journal
reflections gave them an opportunity to communicate
their views candidly to the professor and receive sub-
stantive responses without fear of reprisals from their
peers. Final K’ the assignments enabled these teachers
to process the content. The most powerful of these,
as reported by the teachers, was one on identity texts
(Cummins, Bismilla, Chow, Cohen, Giampapa, Leoni,
Sandhu, & Sastri, 2005) which required the teachers to
research their own ethnic heritage. Most found that their
families experienced similar struggles as their current
students.

Following is an excerpt from Dr. Clardy’s journal
which demonstrates the cEange in attitude of one of the
students over time:

Earg/ in the semester, the student stated, “I just have
to admit it. I want to be a good teacher but I just can’t
find it in my heart to teach the people that I view as
intruders who have taken away jobs and social services
from Americans. Just by entering this country without
proper documentation, they are illegal and should be
deported.”

am so ashamed of what I have been feeling. After read-
ing about how the U.S. conquered lands from Mexico
and the agreement that was made to allow Mexican
citizens in those lands to continue to practice their cul-
ture, religion, and language, I now see what is meant
when Mexicans say: “ We didn’t cross the border. The
border crossed us.” Also, since I learned about how the
North American Free Trade Agreement bankrupted the
Mexican economy to the benefit of U.S. capitalism, I

Toward the end Z the semester, the student stated, 1
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come to the United States. It is a matter 0/‘ survival
and the United States has always been a place where
immigrants have come. Why should we discriminate
just because they came from south of the border? Is it
because their skin is brown and not white?”

Strategies Teacher Educators Can Use to Teach Linguis-
tically and Culturally Diverse Teacher Candidates

In our experiences as African American teacher
educators, we have spent most of our academic careers
preparing teachers to educate culturally and linguisti-
cally diverse students. Most of our classes have included
White speakers of Standard English; the majority of
whom did not have a connection to their own ethnic
roots. In other words, when asked what is their culture,
they respond, “American” without acknowledging a
difgérent cultural origin. Through journals, classroom
interactions, and discussions, we have found that these
students count as valid the language and culture of the
dominant groups. Indeed, they were socialized and
educated within the context of learning from a European
or white perspective. On the rare occasions that we have
taught speakers of non Standard English varieties and
heritage languages other than English, we have learned
more about their needs as university students.

For the most part, our CLD students, though few in
number, are African Americans or Latinos, primarily the
latter. Historically, educators have had low expectations
of both groups (Haberman, 1989; Nieto, 2000). Many
teachers have made their ﬁosition known (in words and
through behaviors) that they believe African American
students cannot perform at high levels (Grant, 1989;
Haberman, 1989). Ladson—BilEngs (2000) makes the
claim that literature referring to the needs of this group
is generally “folded into a discourse of deprivation,”
(p-206) i.e., “culturally deprived,” “culturally disad-
vantaged,” etc. regardless of socioeconomic status. The
culture of African Americans is “delegitimized” in the
classroom, and these students are “often treated as if
they were corruptions of White culture” (Ladson-Bill-
ings 2000, p. 2065).

Nieto (2000) makes the claim that Latinos are also
folded into the deprivation model. She contends that
the schools that Latinos attend are “among the most
high-poverty schools in the nation” (p. 182). Our CLD
students, especially those who are either African Ameri-
can or Latino, are self-described products of substandard
schooling, and survivors of what Haberman (1996) refers
to as a “pedagogy of poverty” which typically includes
a transmission mode] of teaching practiced by authori-
tarian teachers who view their students from a deficit
standpoint and use directive pedagogy, often devoid of
activities to promote critical thinking. In addition, these
students report that their elementary and high schools
had few ang often inadequate resources as well as teach-
ers who were not considered to be well qualified. Some
of our Latino students contend that they never escaped
what Garcia (2005) terms as the “ESL Ghetto,” which
means that they continue to be in ESL classes at the
university level even though they have a longstandin,
history in similar classes in the elementary school an
high school. This in itself shows that focusing on the
teaching of language often to the exclusion of content
(Garcia, 2005) while not considering the entire student
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cultural needs, is problematic because it does not ad-
dress the learner’s needs in a holistic manner.

We try to address our students’ needs holistically by
challenging them cognitively. Specifically, we provide
activities that require them to think criticaﬁ as we teach
them cognitive, metacognitive, social/affective, and
cross-linguistic learning strategies (Chamot & O’Malley,
1996). We also encourage the inclusion of their cultures
and language varieties to stimulate our students’ exist-
ing schemata and serve as a resource for them to make
connections to the content/academics. We have found
our practices to be affirming and empowering to our
CLD teacher candidates (as reported by them).

In our classes, students learn that when children
are not allowed to speak in their home language in the
classroom, this lets the child know that his/her “lan-
guage, culture, and previous experience have no place
within the school or, by extension, within this society”
(Cummins, 1996, p. 2). If this is true at the K-12 level,
we propose that it also applies at the university level.
We use many of the same strategies with our students
whose cultures and heritage languages differ from
those of the dominant group. For instance, we build
background (Echevarria, 2007) by asking these students
about cultural events and/ or practices, including how
to say various expressions in their heritage languages
or dialects; encouraging them to use their heritage lan-
guages as a resource in class. Not only does this Eive
students comprehensible input (Krashen, 1982) and help
them make connections, but it also gives them a sense
of belonging and entitlement, something that many of
our CLD students have expressed that they never feel
in most of their classes or the university community.

If CLD students’ affective filter can be activated in
K-12 classrooms leading to silencing, we propose that
it is also true at the university leve%. Considering the
cultural and linguistic adjustment that CLD students
have to make at white majority universities, it is impor-
tant for teacher educators to provide a non-threatenin
classroom environment or a “safe haven” in which CL
students are encouraged to express their views and fully
participate in the class.

According to academic research on bilingual educa-
tion, bilingual students and those who speak different
dialects are more cognitively flexible than their monolin-

al counterparts (Collier, 1995, Cummins 1999, Garcia,

005; Hakuta 1990). Stated differently, they are more
apt to think outside of the box in which white institu-
tions encage them in terms of their linguistic diversity.
Recognizing and accepting their cultural and linguistic
communities allows us, as academics, to learn about
new conceptual frameworks and epistemologies that
CLD students can potentially provide for us.

CONCLUSION

By the year 2040, CLD students will out-number
White stud)énts in public education (Garcia, 2005). With
this increasing diversity in our schools, we need to
prepare teachers to address the needs of CLD students
and to be accepting of their cultural and linguistic com-
munities. Using the cultural and linguistic diversity
that exists among teacher candidates and professors
in teacher education programs as a starting point, we
can address racism, sﬁowing that it fuels cultural and
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ciety.
t"I}‘;acher candidates should be encouraged to chal-
lenge deficit theories that pertain to CLD students.
Furthermore, they should be taught the politics of race
and language in schools and society and made to un-
derstand how race is socially constructed. For instance,
whiteness is a construct that gives a person power in
this society. Dominant groups create the norms and use
them for their own purposes. Deviations from the norm
are considered “otherness,” a category to which CLD
studints are relegated due to their diversity (Tatum,
1997).

America is rich in diversity, and with the exception of
Native Americans, it is a country of immigrants, some
of whom came willingly and others by force. CLD stu-
dents usually have connections with their culture but
many White students do not due to the length of time
their families have been in the United States. As teacher
educators, we should encourage teacher candidates to
learn about their own linguistic and cultural origins
because this will give them insight into understanding
new immigrants and other people from non-dominant
groups.

As current and future educators, we need to be
willing to look deep within to know whether we can
be accepting of others. The following passage from The
Courage to Teach by Parker Palmer speaks to this:

Teaching, like any truly human activity emerges from
one’s inwardness, for better or worse. As I teach, 1
project the condition of my soul onto my students, my
subject, and our way of being together. The entangle-
ments I experience in the classroom are often no more
or less than the convolutions of my inner life. Viewed
from this angle, teaching holds a mirror to the soul. If
I am willing to look in that mirror and not run from
what I see, I have a chance to gain self-knowledge—and
knowing myself is as crucial to good teaching as know-
ing my students and my subject... Good teaching
requires self-knowledge: it is a secret hidden in plain
sight. (1998, pp. 2-3)

To ensure that teacher candidates have experiences
working with CLD students before they become teach-
ers, teacher education proErams should require field
experiences in schools where there is cultural and
linguistic and cultural diversity among the students.
It is problematic when teachers enter the field without
knowledge of how to work with these populations or
experience in teaching them.

As educators in general, we also need to be flexible
in terms of the perspectives that we teach so that we
can consider new ways of knowing. The first time that
one of us learned to consider diverse perspectives oc-
curred while taking a history class ané) the differences
between a European and Native American perspective
were made manifest. The former is one oainear ro-
éression such as in the case of Manifest Destiny when

uropeans made linear conquests until they conquered
lands from the east to the west coasts of what is now
America. The concept is continual expansion regardless
of the death and destruction that it took to conquer the
lands whereas the concept of native peoples is a circular
one that signifies continued renewal and respect for a
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author’s worldview.

Incorporating ideas such as these might require
re-educating teacher education faculty so that the
can effectively address the pedagogical needs of CL
students and prepare all teacher candidates to teach
in a culturally and linguistically diverse society. This
professional development could be supported through
grants to provide summer institutes, symposia, research
projects, conferences, etc.

Also, coursework that focuses on effectively teaching
CLD students should be a requirement of all teacher
education programs due to the growing numbers of
these students in our schools. Many unsuspecting new
teachers begin their careers without realizing that CLD
students are in urban, suburban, and now rural areas
(Garcia, 2005).

Lastly, initiatives such as “Grow Your Own” and
programs funded by Title III of the U.S. Department
of Education are in place at universities nationwide to
recruit CLD teacher candidates to prepare them to teach
in their own communities; however many of them lack
the infrastructure to support the students as they need to
be supported (Meacham, 2002). According to Meacham
(2002), universities that recruit culturally diverse stu-
dents need to address the following questions:

...1s the ‘common sense’ (or "generally accepted prac-
tice’) regarding issues of culture and language in the
teaching profession the same as that held by culturally
diverse teacher candidates? If not, how do teacher
education institutions respond? Does the teacher
education program attempt to accommodate different
dispositions, or does it demand that African American
and other teacher candidates of color change their lan-
guage and language attitudes to reflect the mainstream
common sense? (p. 182)

Until we address these questions, we have already
foreclosed upon any o%portum'ty to provide equity in
education for these students.
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