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Thomas Edison State College was founded in 1972 as one of New Jersey’s senior public institutions of 
higher learning and is regionally accredited by the Middle States Association of Colleges and Schools.  The 
mission of Thomas Edison State College is to provide flexible, high-quality collegiate learning opportunities 
for self-directed adults. The College is dedicated to continuing its work to create academic opportunities 
designed specifically for adults that serve as alternatives to college classroom study and meet the unique 
need of adult learners.   

The John S. Watson School of Public Service and Continuing Studies at Thomas Edison State 
College prepares professionals for leadership roles in a wide variety of public service-related settings. 
The Watson School is preparing the next generation of public policy and community service leaders in 
the following areas: Urban, Rural, and Regional Policy Studies; Non-Profit Management; Environmental 
Policy/Environmental Justice; Information and Technology Management; Health Policy and Public Health 
Management; Early Childhood Education Leadership and Management; and Public Finance/Budget and 
Fiscal Management. The concentration areas of the School have been a direct result of the John S. Watson 
Institute for Public Policy work across the state with leaders in various sectors.   

The John S. Watson Institute for Public Policy is a center of innovation and applied policy within the 
Watson School offering a new paradigm, applying the resources of higher education to public policy 
decisions in a practical and hands-on manner and in response to the expressed needs of decision makers, 
providing practical research, technical assistance, and other expertise.  The Watson Institute is considered 
a “think and do tank,” versus a traditional “think tank.” It strives to develop long-term strategic partnerships 
that will effectuate the greatest level of change through its four thematic policy-based centers: the Center 
for Civic Engagement and Leadership Development, the Center for the Urban Environment, the Center for 
Health Policy, and the Center for the Positive Development of Urban Children.  

The Center for the Positive Development of Urban Children (CPDUC) strives to bridge the voices of 
teachers, practitioners, and families with policy initiatives that impact the positive development of New 
Jersey’s children.  The work of the CPDUC encompasses a holistic approach that utilizes best practices, 
policy analysis, and research to improve the health, well-being, and educational outcomes for children and 
adults working with families. CPDUC goals are:  
	
	 1.	 To review and advise on early childhood policy and initiatives that impact the positive development 

of urban children. 	
	 2.	 To utilize evidence-based practices and evaluations to influence best practices in the field of 

early childhood development, early learning, and child health. Such practices focus on children’s 
socio-emotional development, teacher preparation, and support systems for diverse children and 
families. 	

	 3.	 To identify and promote economic messages to engage non-traditional champions for children 
within municipal government and the business sector. 	

	 4.	 To provide professional development opportunities that focus on parent engagement, socio-
emotional development, supervision and mentoring of teachers, and working with diverse children 
and families. 	

	 5.	 To provide advisement to early childhood practitioners that guides them to career and academic 
options for becoming highly qualified and certified.
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focusing on the skills they do not have instead 
of the skills they do have and the effective 
practices they can cultivate by interacting 
with a cultural coach that provides them with 
the lenses to truly see their students for who 
they really are, and connect with them in more 
meaningful ways. 

Teachers may act on learned stereotypes and 
media-portrayed images of a select group 
or groups. “Stereotypes are created and 
altered based on first-hand experiences with 
members of stigmatized groups and second-
hand information from sources such as media, 
friends, and family.  Similarly, racial stereotypes 
in the media serve to justify, reinforce, and 
perpetuate hostile and benevolent racism” 
(Ramasubramanian, 2007). Wilson (2002) 
states that individuals can be “slow to respond 
to new, contradictory information.” In fact, we 
often consciously bend new information to fit 
our perceptions, making it next to impossible to 
realize that our preconceptions are wrong. 

Teachers have cultural blinders that cause 
them to remain culturally unconscious and 
that unawareness or un-dealt-with bias 
perpetuates racism and linguicism.  “Racism 
is a much-discussed issue, but linguicism is a 
much less understood problem... Linguicism 
is discrimination based on the language one 
speaks… In a sense, monolingualism and 
monoculturalism are a set of blinders that 
limit our ability to see the possibilities of 
humanity and limits our view of citizenship...  
Bilingualism and multiculturalism open new 
possibilities for all” (Reyhner, 2007).

Some early childhood educators make no 
attempts to acknowledge that diverse 

children exist and the very notion of their 
existence in the early childhood setting requires 
a set of beliefs and behaviors that are not the 
norm.  Without acknowledging cultural and 
linguistic diversities in classrooms, teachers 
make no changes in daily interactions and 
classroom routines - morning greeting, breakfast, 
bathroom time, story time, circle time, small 
or large group projects, learning center time, 
recess, lunch, nap, and outdoor play. However, 
when students’ diversity is acknowledged, 
each daily activity and interaction presents 
an opportunity to engage the diverse child or 
children and make connections with children 
and families in a cultural and linguistic manner. 
The acknowledgement sets the stage for an 
array of different activities that affirm culture 
and language and become embedded across 
all curriculum areas. The key question is: How 
do we help teachers get started and make these 
changes so they are more culturally conscious 
of who they are as cultural people, as well as 
who the children are in their classrooms?

Many early childhood educators believe that 
becoming culturally conscious is too difficult.  
They often don’t know where to start. They 
sometimes focus on their limitations by making 
statements such as, “I don’t speak another 
language,” “I’m too old to learn another 
language,”  “I have never travelled abroad,” 
or “How can anyone possibly learn all the 
languages represented in one classroom?”  
Teachers are often defeated before they even 
start.  These frustrated teachers are simply 

Introduction:
The Challenges to Change and Becoming Culturally Conscious 

Common Blind Spots
n	 All of my students speak English.
n	 We do not have much diversity in our classroom: All the children are white, black, or Latino.
n	 I don’t speak another language and we are managing quite well in our English-only 

classroom.
n	 I don’t thinking using a child’s home language is necessary or beneficial.
n	 I don’t know how to address this issue of diversity so I just stick to the prescribed curriculum 

and the dominant language of English.
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The 2011 Summer Institute and Mentoring 
Program marked the 5th year of the program.  
In those five years, 104 total teachers from 59 
classrooms in New Jersey have been prepared 
and mentored to be more culturally conscious 
in their thinking, as well as in their teaching 
practices.

Every year, a theme that can inspire and move 
early childhood teachers to action is selected. 
The theme for the fifth cohort of the New Jersey 
Cultural Competency and English Language 
Learners Summer Institute and Mentoring 
Program was “Cultural Consciousness – 
Blinders On * Blinders Off.” Upon receiving 
their acceptance letters into the program, 
participants received an assignment to create 
a cultural mask.  On one side of the mask the 
participants illustrated what we often see when 
we first meet them, and on the other side of 
the mask, they illustrated things that we would 
have to get to know about them to discover 
who they are as cultural people. This exercise 
was a metaphor for the theme of the three-
day Summer Institute. We also deconstructed 
Parker Palmer’s thoughts on how teaching 
reflects our inward experiences, so that 
teachers can begin to examine how conscious 
or unconscious they are when working with 
diverse children and families.  It is a personal 
and often emotional process, as teachers reflect 
on their own childhood experiences and how 
they were or were not received as cultural 
people. Becoming culturally conscious is the 
beginning of becoming culturally responsive.

Teachers need to begin addressing their biases 
in order to see culture and language as assets for 
learning and development.  They must discover 
their blind spots and address the biases that 
will undoubtedly cause them discomfort and 
feelings of inadequacy as educators. Teachers 
also need to learn and try new strategies to 
connect with English Language Learners (ELL) 
from a socio-emotional perspective as they 
learn to rely less on words by adding props, 
gestures, visuals, and music and movement to 
enhance communication.  

The New Jersey Cultural Competency and 
English Language Learners Summer Institute 
and Mentoring Program was established in 2007 
by the Center for the Positive Development of 
Urban Children at the John S. Watson Institute 
for Public Policy at Thomas Edison State 
College. It seeks to push back on these blind 
spots to help teachers see alternative ways of 
thinking about diverse children, and establish 
a foundation for change. To acknowledge that 
diversity exists across all classroom settings 
takes great insight and an introspective cultural 
consciousness that must be supported and 
enhanced. After opening educators’ eyes to 
the linguistic and cultural diversity that exists 
in their classrooms, the Summer Institute and 
Mentoring Program provides cultural coaches 
who can continue to encourage and challenge 
teachers to think and behave in ways that are 
responsive to diversity. The program aims to 
bridge the gap between cultural responsiveness 
and the existing teacher preparation models. 

“Teaching, like any truly human activity, emerges from one’s inwardness, for better or worse.  
As I teach, I project the condition of my soul onto to my student, my subjects, and our way of 
being together. The entanglements I experience in my 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 into the 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 knowing my students and 
my subject… In fact, knowing my students and my subjects depends heavily on self-knowledge.  
When I do not know myself, I cannot know who my students are.  I will see them through a glassy 
darkly, in the shadows of my own unexamined life—and when I cannot see them clearly, I cannot 
teach them well.” 

Parker J. Palmer, The Heart of a Teacher-We Teach Who We Are (1997).
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Similarly, systematic deliberate exposure to 
English during early childhood, combined 
with ongoing opportunities to learn important 
concepts in the home language, results in 
the highest achievement in both the home 
language and English by the end of third 
grade. Furthermore, English Language Learner 
students who receive systematic learning 
opportunities in their home language between 
the ages of three and eight, consistently 
outperform those attending English-only 
programs on measures of academic achievement 
in English during the middle and high school 
years (Espinosa, 2008 and 2010).

While the NAEYC and leading research agree 
that early childhood educators need to be 
responsive to the unique needs of linguistically 
diverse children, throughout the nation, there is 
no generally accepted approach for preparing 
teachers to educate ELL students.  Only New 
York, Arizona, and Florida require teachers to 
have some preparation for working with ELL 
students (Lucas, 2010).  Similarly, teachers are 
not learning the skills to effectively support 
ELL students.  A national study of teacher 
preparation programs found they rarely offer 
substantive coursework in linguistic and 
cultural diversity (Early and Winton, 2001). If 
programs do provide coursework on diversity 
issues, on average, only eight semester hours 
or two courses are offered.  However, this only 
represents 12 percent of the coursework hours 
a student must complete in his or her course of 
study (Ray, Bowman, and Robins, 2005).

In New Jersey, one-third of preschool teachers 
reported they did not have adequate preparation 
to work with children whose first language was 
not English. They described their course work 
in this area as being less applicable to their 
current classroom context than their course 
work on all other topics (Ryan, Ackerman, 
and Song 2005). Sharon Ryan of Rutgers 
University, one of the study’s authors, states: 
“Teachers would get more from learning about 
specific teaching strategies throughout their 
early childhood classes rather than only in a 
general topic course on diversity” (Daniel and 
Friedman, 2005).

Innovative classrooms and informed teachers 
are needed as students become increasingly 

diverse. English Language Learners are now 
the fastest-growing group of students in 
American public schools (NEA, 2011). The 
number of ELL students has grown by 63 
percent over the past decade to represent more 
than five million students nationwide (NCELA, 
2011).  Currently, 44 percent of all children are 
members of “minority groups.” By 2050, the 
proportion will be 62 percent (NAEYC, 2009). 

Mirroring national trends, New Jersey 
continues to observe an increasing population 
of culturally and linguistically diverse children.  
Within New Jersey public schools, there are 157 
different home languages reported by students.  
In early childhood education classrooms (K-3rd 
grade), there are 26,275 English Language 
Learners students (New Jersey Department of 
Education, 2012).  

Recognizing these trends, The National 
Association for the Education of Young 
Children (NAEYC) emphasizes that early 
childhood educators need to create a welcoming 
environment that respects diversity, supports 
children’s ties to their families and community, 
and promotes both second-language acquisition 
and preservation of children’s home languages 
and cultural identities (NAEYC, 2009). The 
National Education Association (NEA) agrees, 
with President Dennis Van Rokel commenting 
in a recent policy brief, “We have to give 
teachers strong, consistent support in the best 
strategies and methods to reach, inspire, and 
teach English Language Learner students” 
(NEA, 2011). 

Culturally responsive classrooms and educators 
have the power to nurture a child’s self-concept 
and self-esteem, as well as provide the child 
with confidence to explore the world.  Research 
affirms that children who perceive their 
environment and instruction as affirming their 
cultural heritage are more likely to become 
engaged in learning (Ferdman, 1990).  Building 
this confidence is essential, especially for 
children whose home languages are different 
from their peers (Berdecia and Kosec, 2010). 

Why Becoming Culturally and Linguistically Conscious Matters

3



opener for the educators to discover their own 
cultural identity biases and misconceptions.  
Through the three-day Summer Institute 
and intensive nine-month mentoring period, 
participants are provided with a comprehensive 
pathway to transform their thinking and 
classroom practices to support ELL students 
across the curriculum.  In order to change 
behavior, the program challenges how teachers 
think and behave through the process of 
becoming culturally conscious.

The New Jersey Cultural Competency and 
English Language Learners Summer 

Institute and Mentoring Program understands 
that educators rarely have the opportunity to 
engage in substantial course work to prepare 
them to work with the increasing number of 
linguistically and culturally diverse students.  
The program specifically targets and provides 
professional development to educators with 
at least 50 percent English Language Learner 
students in their classroom.  The program is far 
more than an overview on diversity; it is an eye-

The New Jersey Model

“We have to give teachers strong, consistent support in the best strategies and methods to reach, 
inspire, and teach English Language Learner students.”

Dennis Van Rokel, President of the National Education Association (NEA)

only the way the early childhood teachers think, 
but also how they drive cultural and linguistic 
practices to present curricula, interact with the 
children, and find meaningful new ways for 
parent engagement.  At its core, the program 
provides a three-day intensive training in first- 
and second-language acquisition, cultural 
competency, and strategies for working with 
English Language Learners.  The program is 
a call to action for educators to remove their 
blinders and see the world from the lenses 
of children and families that have cultural 
experiences that are far different from most 
teachers’ personal childhood experiences and 
cultural histories. 

During the Summer Institute, participants are 
assigned a mentor who will work with teaching 
teams composed of both the lead teachers 
and the assistants for nine months. Teams 
are also provided with a toolbox of materials 
and teaching resources valued at $350.00 to 
transform the learning environment.

Cultural consciousness is the awareness that 
we may think and judge diverse children and 
their families based on our own experiences, 
biases, and blind spots that sometimes go 
unexamined and unchallenged. A cultural-
conscious teacher strives to identify their blind 
spots and correct mistruths about culturally 
and linguistically diverse children and families 
so they can see their students for who they 
really are and can use culture and language as 
anchors for child development. The process 
of becoming culturally conscious requires 
continuous investigation and modification to 
educators’ thinking and teaching practices 
(Berdecia-Mentor’s Handbook, 2012).  Based 
on the words of Sigmund Freud, the New Jersey 
Model provides professional development “to 
make the unconscious conscious” (Prochaska, 
Norcross, and DiClemente, 1995).  

The New Jersey Cultural Competency and 
English Language Learners Summer Institute 
and Mentoring Program seeks to change not 
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 Program Features
n	 Pre-Institute Assessment: To determine eligibility and selection into the program
n	 Three-Day Intensive Summer Institute and a cultural toolbox valued at $350
n	 Nine Months of Mentoring:
	 m	 Four Supportive Visits-The mentor and the team build rapport and plan what actions 

they will tackle together
	 m 	 Three Assessment Visits-They use two scales to help the mentor and team reflect on 

the learning that has occurred and determine what types of supports are needed for the 
team to continue to make progress

n	 Quarterly Learning Communities:  Teleconferences that allow all participants to share 
lessons learned

n	 Cultural Conversations: Directors Institutes: A two-day intensive Leadership Institute for 
directors and supervisors to impart the principles of the program so they can continue to 
mentor their staff after the mentoring process has ended

commendations and recommendations process, 
the cultural coach rates the core program 
strategies with language that is closely related 
to the terminology used in the Stages of Change 
Scale.  When the Children Institute’s Stages 
of Change Scale is used, we are measuring 
the teaching teams’ general disposition and 
readiness toward change, and when we use the 
Core Program Strategies Checklist with the 
language that closely relates to the terminology 
used in the Stages of Change, we are measuring 
what specific strategies teams are thinking 
about implementing and what supports are 
needed to help them go to the next level.  
The New Jersey Cultural Competency and 
English Language Learners Summer Institute 
and Mentoring Program has become known 
as the ‘New Jersey Model’ for its evidenced-
based approach to transforming educators’ 
thinking and classroom practices to become 
more linguistically and culturally competent. 
In April 2011, the program model was peer 
reviewed by the American Educational 
Research Association and presented at their 
Annual 2011 conference in New Orleans.  The 
peer reviewers commented that the program 
“offers a unique style that has the potential 
to change the way we offer professional 
development and provides valuable insight to 
practicing teachers addressing the needs of 
diverse student populations.”

The program blends content, theory, practice, 
and simulations to assist early childhood 
teachers in changing their thinking about 
culture and language, to provide enhanced 
literacy moments, to integrate culture across 
curriculum areas, and to become better 
equipped to use culture and language as tools 
for learning and supports for positive cultural 
identity and self-esteem.  The optimal goal of 
the program is to assist teachers in becoming 
more culturally conscious by implementing 
seven core program strategies: classroom 
design; routines and transitions; enhanced 
literacy moments; co-teaching and co-decision 
making; utilization of children’s home language 
to expand vocabulary in both the children’s 
home language and English; greater parent 
involvement; and children’s engagement in 
learning.

Table 1 in the Appendix illustrates the core 
program strategies and the commendations 
and recommendations mentors typically use 
to prompt the teaching teams to make changes 
in their thinking, as well as in their practices. 
The recommendations are written in more of 
a suggestive tone of voice using the words 
“consider” or “think about adopting.” These 
terms help the teachers feel less threatened 
by the process, which helps to maintain the 
cooperative relationships between the cultural 
coach and the educators.  Also, after the 
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mentors receive monthly reading assignments, 
keep a reflective journal on their journey as a 
cultural coach, meet monthly to share lessons 
learned, identify areas in which they need 
support, and are observed in action once or 
twice a year by the program director. They 
also serve as co-facilitators during the Summer 
Institute and the Director’s Institutes, and are 
deeply vested in the personal and professional 
growth of the teachers they mentor. 

The cultural coach’s role is to be a sounding 
board, a challenger of biases, a thinking 
partner, and a person who is invested in the 
teacher’s (mentee’s) professional and personal 
growth and development. The cultural coach 
can motivate, influence, and persuade teachers 
to want a more accurate picture of the students 
in their classroom and help them understand 
the unconscious lenses they use to think, judge, 
and respond to their diverse students. These 
mentors are also consistently modeling the 
principles of becoming culturally conscious 
to ensure the efficacy of the program. As the 
teaching teams progress through the stages of 
change, it is expected that the mentors also 
travel through a parallel trajectory of change 
and reflections in becoming cultural conscious. 

In essence, the mentors and the teaching teams 
are learning from one another. The coach and 
teaching team partnership allows for all parties 
involved to become scholars of culture and 
collaborative thinkers on ways to welcome 
every single family’s culture and language into 
the learning experience in a significant way. 
Mentors change the learning environment one 
team at a time, and teachers transform their 
classrooms by connecting with one family at a 
time.  The cultural coach presents and models 
various strategies that will help the teachers 
and the students enter into a more culturally 
inclusive learning environment that supports 
first- and second-language acquisition.  

When teachers get an “Ah-ha” moment and 
see where they have been blind-sided, the 
change process happens relatively quickly. 
When teachers are resistant and fail to see their 
shortcomings, the change process is complex 

The New Jersey Cultural Competency and 
English Language Learners Summer 

Institute and Mentoring Program is grounded in 
the principles of action research, believing that 
teachers are equal partners with their mentors 
in their learning and the architect of their own 
professional development.  Action research 
utilizes five steps: 1) Identify and Diagnose; 2) 
Plan; 3) Interpret; 4) Action; and 5) Reflect. We 
have seen first-hand in the New Jersey model 
this spiral process that alternates between 
action and critical reflections.  The supportive 
visits offer the opportunity to be action-oriented 
on the targeted changes in both thinking and 
practices, and the assessment visits offer an 
opportunity to measure what has changed and 
what still needs to be changed [Refer to Table 
2 in the Appendix for a complete description of 
Action Research as it relates to the New Jersey 
Model].

The paradigm shift must first occur in the 
teachers’ thinking by identifying blind spots 
and examining their own disposition for 
change. In the words of the late William Perry, 
esteemed professor at Harvard University, “We 
must pay closer attention to our own powerful 
inclinations not to change” (Kegan & Laskow-
Lahey, 2001). Change is difficult for everyone.  
The familiar provides a safety net so we remain 
unprovoked, level-headed, and safely in our 
comfort zones. Nevertheless, in these comfort 
zones we are blinded from the reality that we 
can hold biases against our students that impact 
their academic success and the development 
of their cultural identities and esteem. This is 
the first premise that teachers must arrive at 
if they are to begin the process of addressing 
their blind spots and biases that impact child 
development, their esteem for children, and 
their practices in the classroom.  

The mentors (cultural coaches) in the New 
Jersey model promote a deep level of cultural 
knowledge and reflection. It is not only because 
they have an innate disposition and perspective 
for working with diverse populations, but also 
because they are mentored, too, through the 
process called “mentoring the mentors” and 
“coaching the coaches.”  The New Jersey’s 

The Science of Change:  Transforming Teachers’ Thinking and Practices 
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In 2011-12, the Summer Institute and 
Mentoring Program engaged and prepared 

teaching teams from 12 classrooms in the 
following cities throughout New Jersey: 
Irvington, Jersey City, Montclair, Paterson, 
Perth Amboy, and Trenton. Three classrooms 
were located in New Jersey’s central region, and 
nine classrooms were located in the northern 
region.  The program participants represented 
New Jersey’s increasingly diverse population, 
with nine educators identifying as Hispanic, five 
as Caucasian, and seven as African American 
[Refer to Figure 1 for ethnicity information].  In 
addition to speaking English, nearly half of the 
educators (10 of the 21 participants) indicated 
competency in Spanish as well. The educators 
ranged in age from 25 to over 50 years old.

The teachers participating in the Summer 
Institute and Mentoring Program ranged 
broadly in educational background.  More 
than half of the teachers possessed a bachelor’s 
degree (12 of the 21 participants) with 10 hold 
a pre-school to third grade standard teaching 
certificate, two had earned master’s degrees, 
two had associate’s degrees, three had a CDA 
credential, two teachers were candidates for a 
CDA credential. 

Through post-program interviews and surveys 
with the 2011-12 cohort, the teachers reported 
that the Summer Institute and Mentoring 
Program was an excellent learning experience.  
The teaching teams remarked very favorably 
upon the helpfulness and usefulness of the 
program in transforming their thinking and 

are carved-out times in the day where the 
mentor acts as a cultural coach to help the 
teachers dig deeper into the frame of culture and 
language.  In these teachable moments, mentors 
urge teachers to examine how both culture 
and language impacts children’s self-esteem 
and cultural identities. Mentors also take this 
time to commend the team on implementing 
effective strategies and make recommendations 
for further improvement.

and can be frustrating for both parties (the 
teacher and the coach). The only way the change 
process can begin is if there is awareness that 
something needs to be changed. The buy-in of 
the teachers and the rapport that the cultural 
coach establishes is essential, and necessary, if 
real change is to occur and be sustained. 

Teachers can make changes in their thinking 
as well as in their practices through carefully 
designed “mentor moments.” Mentor moments 

Meet the Teachers of the 2011-2012 Cohort
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“I began pointing to objects, emphasizing key 
words, and using props in my storytelling.  I also 
re-read stories in Spanish so that all students 
could hear the story in two languages.”  In 
another interview, one participant commented 
that she was inspired by the program’s learning 
experience, “It was so interesting and beneficial 
to me that it encouraged me to go back to school 
and obtain a master’s degree concentrating in 
English Language Learners.” 

efficacy of the program and its impact on early 
childhood classrooms working with diverse 
children and families. In addition, pre- and 
post-program tests are administered to measure 
what teachers knew prior to the three-day 
Summer Institute and what knowledge they 
gained after attending the Institute.  Moreover, 
a Final Program Evaluation (Likert Scale) is 
mailed to each participant to evaluate each 
component of the program, what was learned, 
and the mentor’s effectiveness in engaging the 
teams as a change agent.  The findings of the 
program are published and distributed annually 
to the larger early childhood community as 
evidence of best practices.

The New Jersey Cultural Competency and 
English Language Learners Summer 

Institute and Mentoring Program is an 
evidence-based program with a proven 
track record of changing the way teachers 
think about and implement strategies that 
link culture and language. The data collection 
process is highly dependent on mentors’ reports 
that include Supportive Visit Narratives with a 
Core Program Strategies Checklist, and two 
assessment tools (The Culture and Language 
Assessment Scale and the Stages of Change 
Scale).  The program reports are written to 
inform the director, mentors, participants, 
evaluators, policymakers, and funders on the 

2011-2012 Program Cohort: Results 

 Tools for Measuring Program Impact
n	 The 5-Point Culture and Language Assessment Scale measures across three competency 

areas that include developmental appropriate practices, English Language Learner strategies, 
and cultural-competency strategies using 26 categories across three domains: classroom design, 
teachers’ rhythm and temperament, and instructional strategies.

n	 The Children’s Institute Stage of Change Scale measures teachers’ general dispositions and 
readiness for change using seven indicators that rank the teachers’ overall stage of change using 
the following stages: Pre-contemplation, Contemplation, Preparation, Action, and Maintenance.

n	 Supportive Visit Narratives with Core Program Strategies Checklist measures what specific 
strategies teams are thinking about implementing and what supports are needed to help them go to 
the next level using language that is closely related to the Stage of Change terminology.  

n	 Final Program Evaluation (Likert Scale) measures what components of the program have been 
most effective in changing teachers’ thinking and practices.
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classroom practices. Several participants 
reported that the Summer Institute provided 
them with immediate ideas to transform their 
classroom and incorporate new strategies 
into their teaching.  Inspired by the literacy 
moment demonstrations, one teacher described 
enhancing her own read-alouds with props and 
dress-up centers immediately when returning to 
her school. “I realized that I needed to make my 
storytelling more visual to the children who do 
not fully understand English, ” she explained.  



that indicate the adoption of best practices. 
[Refer to Figure 2 for complete results.]

The greatest improvement within the 
instructional strategies domain was the 
increasing incorporation of culturally 
competent instructional strategies.  The mean 
score for culturally competent instructional 
strategies increased by 2.7 points on the 
5-point scale throughout the course of the 
program.  Similarly, the mean score for English 
Language Learner instructional strategies 
increased by 2.6 points, while the mean score 
for developmentally appropriate instructional 
strategies increased by 1.5 points. 

The strongest improvements reported by the 
mentors for the 2011-12 cohort were in the 

area of instructional strategies.  An analysis of 
the Culture and Language Assessment Scale 
data indicates that the New Jersey Cultural 
Competency and English Language Learners 
Summer Institute/Mentoring Program was 
highly successful in empowering the teaching 
teams to apply their cultural and linguistic 
knowledge to support the development of 
diverse young children.  When comparing the 
instructional strategies assessment results of the 
pre-Institute assessment with the results of the 
final post-Institute and Mentoring assessments, 
there are notable improvements across domains 

2011-2012 Program Cohort: Improvements to Classroom Instruction  

Figure 2: Using the Culture and Language 
Assessment Scale for All Teaching Teams
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and visual cues, rather than raising his or her 
voice, to help English Language Learner 
students understand the new language of 
English. Exceptional teaching temperament 
would also be observed through an instructor 
learning basic phrases in a parent’s home 
language to help communicate classroom news 
and remain patient and diligent in translating 
information about a child’s academic progress. 

When comparing the teaching rhythm and 
temperament domain results from the pre-
Institute assessment with the results of the 
final post-Institute assessment using the 
Culture and Language Assessment Scale, the 
data demonstrates improvements in all three 
competency areas. [Refer to Figure 3 for 
complete results.]  The greatest improvement 
was demonstrated through the increasing 
incorporation of culturally competent strategies.  
The mean score for culturally competent 
teaching rhythm and temperament increased 
by 2.6 points on the 5-point scale throughout 
the course of the program. Furthermore, the 
mean score for English Language Learner-
appropriate teaching rhythm and temperament 
increased by 2.5 points. Overall, the data 
clearly demonstrates improvements in the areas 
of student and parent interaction, as well as co-
teaching and co-decision making within the 
teaching teams.

Throughout the Summer Institute and 
Mentoring Program, the mentors focused on 
improving the teaching style of, and interaction 
between, the members of the teaching team.  
The teaching rhythm refers to how the lead and 
assistant teachers work cooperatively to support 
students’ culture and language development 
during moments of co-teaching and within 
small groups.  A successful teaching team 
applies the skill sets of each educator to provide 
all students with the maximum attention and 
support.  

For example, in a teaching team where the 
assistant teacher can play a musical instrument 
and the lead instructor cannot, the assistant 
teacher should feel empowered to have a 
significant role in adding musical elements to 
literacy activities and classroom transition to 
enhance understanding for English Language 
Learner students.  Similarly, an educator that 
is fluent in one of the students’ home languages 
should be viewed as an asset, and regularly 
apply their linguistic skills through bilingual 
read-alouds.  

The teaching team’s temperament refers to the 
educators’ degree of empathy and disposition 
towards students and parents whose home 
language is not English.  A culturally competent 
instructor would incorporate modeling, props, 

2011-2012 Program Cohort: Enhancing Educators’ 
Teaching Rhythm and Temperament 
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Figure 3: Results Using the Culture and Language
Assessment Scale for All Teaching Teams

When comparing the results of the pre-Institute 
assessment with the final post-Institute 
assessment, the classroom design domain 
improved in all three core competencies areas. 
[Refer to Figure 4 for complete results.] The 
mean score for culturally competent design 
demonstrated the greatest increase, with an 
improvement of 2.3 points on the 5-point scale 
between the pre-Institute assessment and the 
final assessment. Similarly, English Language 
Learner classroom practices grew by 2 points 
on the 5-point scale. 

Participants attending the Summer Institute 
and Mentoring Program gained substantial 

knowledge of the unique needs of young 
English Language Learners and applied this 
knowledge by transforming their classroom 
environment. With guidance from their mentors, 
the teaching teams made substantial gains 
in redesigning their classroom environments 
to be culturally competent and welcoming 
to all learners and their families.  Successful 
improvements included adding photos and 
posters representing all students’ cultures, 
as well as labeling classroom objects in the 
children’s home languages and English. 

2011-2012 Program Cohort: Transforming Classroom Design 
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Figure 4:  Overall Classroom Design Domain
Language Assessment Scale for All Teaching Teams

and surmised that “successful changers use 
tools at a specific time, choosing a different 
one whenever the situation demanded a 
new approach (Prochaska, Norcross, and 
DiClemente 1995). The original scale had 
Six Stages of Change: Pre-contemplation, 
Contemplation, Preparation, Action, 
Maintenance, and Termination/Relapse.

The transtheoretical model (TTM) of change 
developed by James O. Prochaska, John 

C. Norcross, and Carlo C. DiClemente (1995) 
is a model that demonstrates how people 
intentionally change. These esteemed clinical 
psychologists and researchers uncovered a 
scientific approach that demonstrates how 
change unfolds through a series of stages 

Applying the TTM to Assess Culturally Competent 
Early Learning Environments 

Stage of Change
n	 Pre-contemplation	 n	 Action
n	 Contemplation	 n	 Maintenance
n	 Preparation	 n	 Termination/Relapse

For full description and processes of change, see Table 3 in Appendix
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working and what interventions are still needed 
to help the team make changes across the core 
program strategies. It also helps the mentors’ 
efforts to get the teachers to entertain the 
thought of change in general. It helps teaching 
teams be reflective, and think about their 
actions and desired outcomes. Additionally, 
the Stage of Change Scale helps to illustrate 
the transformational process that teachers must 
undergo before change is possible and evident. 
The cultural coach used the Stage of Change 
Scale score to help the teaching teams think 
about the tools needed to effectively respond to 
specific situations in the diverse classroom. In 
some cases, the teaching teams did not need to 
learn five languages fluently; rather, they needed 
to make cultural and linguistic connections 
with children and families to demonstrate how 
much they valued their culture and language. 
The more the mentors and teaching teams 
studied culture and language, the more skills 
they acquired to become scholars of diversity.

Once the categories were carefully examined 
and scored, an average score was determined 
by the mentors for each supportive visit using 
the Core Program Strategies Checklist and 
language that was closely related to the Stage 
of Change Scale.  To quantify the results of the 
mentor’s Core Program Strategies Checklist 
assessment, each stage of change was assigned 
a numerical representation to illustrate the 
movement along the core program strategies to 
full transformation in thinking and actions: Not 
Ready for Change (1), Thinking about Change 
(2), Getting Ready for Change (3), Ready for 
Action (4), and Consistently Changing and 
Action Driven (5).

The Children’s Institute in Rochester, New 
York, applied the work of Prochaska, 

Norcross, and DiClemente and created the 
Stage of Change Scale as a simple method 
of assessing an early childhood educator’s 
readiness to change their practices using only 
Five Stages of Change: Pre-contemplation, 
Contemplation, Preparation, Action, and 
Maintenance. The Scale was then piloted 
through Partners in Child Care in Rochester, 
funded by the U.S. Department of Education. 
The Children’s Institute Stage of Change 
Scale was used by the New Jersey Model to 
measure teachers’ readiness to change and 
rank their disposition to change using seven 
indicators that determine readiness: intention 
to change, awareness of a need for change, 
seeking information, effect on children, 
overcoming obstacles, social support, and 
professional identity.  This adaptation allowed 
both the assessment tools and the supportive 
visit narratives to use the same change scale 
terminology and arrive at an overall Stage of 
Change score that accurately reflected the 
actions and journey each team made to become 
more culturally conscious. The New Jersey 
Institute and Mentoring Program then adopted 
the Children’s Institute Stage of Change Scale 
to assess the participants’ changes in thinking 
as they worked to transform their classroom 
practices.  The mentors used the Stage of 
Change Scale in conjunction with the Culture 
and Language Assessment Scale to assess the 
progress of the teaching teams. 

The Stage of Change Scale process is 
particularly helpful in the New Jersey Model 
because it allows the mentor to see what is 

The Adaptation of the Stage of Change Scale for 
Early Childhood Education
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Figure 5: Overall Changes in Thinking About Specific Core Program Strategies
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strategies were in place and the teaching teams 
had fully embraced positive changes in their 
classroom. However, the mentors also observed 
teaching teams that had made little or no 
change throughout the nine-month mentoring 
period. The number of improved classrooms 
appears to be balanced out by the number of 
teaching teams whose progress in transforming 
their thinking stagnated during the mentoring 
phase of the program.  This is reflective on 
the sixth stage that Prochaska, Norcross, and 
DiClemente developed - the stage of relapse.  
This stage occurs when teachers return to their 
previous routine and do not make any effort to 
be culturally and linguistically responsive. 

The delayed process of some of the teaching 
teams in fully embracing change is due to 
the slow process of becoming culturally 
conscious. Change is not a quick formula. 
It is a process between a mentor and teacher 
that takes time, effort, and fidelity to methods 
that have proven to work with other teaching 
teams. The mentors had to work hard to form 
sustained relationships with the teachers to 
ensure these early childhood educators become 
self-motivated and committed to engaging 
diverse children and families in meaningful and 
profound ways.

Overall, when assessing the transformations 
in thinking and practice for all the teaching 

teams across the four supportive visits during 
the 2011-12 program cohort, it is clear that 
the teachers’ thinking was transformed and 
that classroom practices improved to become 
more linguistically and culturally responsive. 
When averaging the Core Program Strategies 
Checklist results for all the classrooms, the 
teaching teams appear to stay within the 
Getting Ready for Change phase and moved 
slowly towards the Ready for Action phase 
Refer to Figure 5 for full results] throughout 
the nine-month mentoring period.  The overall 
average score of the teaching teams on the 
Core Program Strategies Checklist during 
the first supportive visit is 3.0 points on the 
5-point scale, improving by .8 points to reach 
an average score of 3.8 by the fourth supportive 
visit.  

This overall analysis is not particularly indicative 
of the truly remarkable transformations 
some of the teaching teams achieved when 
changing their thinking and practices, as there 
was a wide variety of results between the 12 
classrooms.  During the 2011-2012 program 
year, some teaching teams hit the ground 
running and, when the mentors conducted the 
first supportive visits, most of the core program 

Measuring Impact on Teachers’ Thinking and Practices



Classroom Profiles
Improving Learning as a Team: Gilmore Memorial Preschool 

Trying to ensure that all of their students 
felt accepted in the classroom, the Gilmore 
Memorial teaching team worked hard to make 
their classroom environment and activities 
welcoming to all learners.  The teachers focused 
on leveraging each of their personal strengths, 
and working together more effectively as a 
team.  Ms. Vizcarrondo focused on leveraging 
her Spanish-speaking abilities to integrate both 
languages into daily greetings and circle time, 
while Mr. Zambrano used his musical abilities 
to play the guitar to songs that the students could 
sing in English and Spanish.  Mr. Zambrano also 
enhanced transitions and movement activities 
such as guiding students to dance the Hokey 
Pokey. Mentor Dee Bailey commented on the 
musical addition to the classroom, “What a 
wonderful gift for the children to be exposed 
to on a daily basis… This activity is conducted 
in Spanish and English to the joy and delight of 
the children.”

Ms. Vizcarrondo 
and Mr. Zambrano 
also worked to 
improve their co-
teaching, as well 
as their rhythm 
and temperament.  
Their mentor saw 
great progress 
throughout the 
supportive and 
a s s e s s m e n t 
classroom visits. 

The Gilmore Memorial Preschool team of 
Luisa Vizcarrondo and Giovanni Zambrano 

worked passionately to create a culturally 
competent classroom for their diverse learners 
throughout the New Jersey Summer Institute 
and Mentoring Program.  For this teaching team, 
the journey was personal.  Ms. Vizcarrondo 
first attended school in a primarily English-
speaking classroom in the United States, but 
as a young learner, she moved and attended a 
Spanish-speaking classroom in Puerto Rico.  
Sympathizing with the young English Language 
Learners in her classroom, she remembered her 
own abrupt transition, commenting, “I felt a 
little lost, I know that feeling.” 

Because of her personal experience attending 
schools in two different countries, Ms. 
Vizcarrondo found the New Jersey Summer 
Institute and Mentoring Program extremely 
helpful.  Ms. Vizcarrondo remarked, “I am 
very glad I went to the program and completed 
the training because there were a lot of 
Spanish-speaking children in my school.  In 
my classroom, we had five students that were 
speaking Spanish with some English proficiency 
and three who did not speak English at all.  I 
saw a big improvement by the end of the year 
– all students were able to speak in English and 
write in English.   What the Institute did for me 
is that it made me realize I need to cater to them 
more and start speaking to them in Spanish and 
slowly transition them to English.” 
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Bilingual lesson on the Shoe Store.
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She noticed that, during her supportive 
visits, the teachers were very receptive to 
recommendations for future improvements.  
Ms. Bailey applauded their efforts, stating, 
“The teaching team works excellent together.  
They both rely on their strengths in Spanish 
and English to ensure that the children and 
families are greeted, received, and transitioned 
into the daily routine in a manner that says I am 
welcome here!” 

One of the most inventive and innovative 
activities the teaching team designed for their 
students was a theme of Shoes “Zapatos or 
Zapatillas.”  The teachers created a mock shoe 
store out of a cardboard box and placed it in the 
dramatic play area.  The teachers engaged the 
parents by asking each family to send in a pair 
of shoes from their house or work to stock the 
shoe store.  The end result was a wide variety 
of shoes, from high heels to work boots.   To 
indicate their purchase, the students practiced 
their literacy skills by writing the word shoe 
in both English and Spanish, and math lessons 

Figure 6:  Gilmore Memorial Preschool
Results Using the Culture and Language Assessment Scale

were designed around exchanging money to 
purchase the shoes.  Literacy moments were 
designed around books with shoe themes 
and the library was stocked with books about 
shoemakers and shoes required by different 
occupations.  

The evaluation data further supports the 
teaching team’s success, indicating that the 
team’s rhythm and temperament significantly 
improved throughout the course of the New 
Jersey Summer Institute and Mentoring 
Program. The mean score for the teaching 
rhythm and temperament domain that related 
to culturally competent techniques increased 
by 3.6 points on the Culture and Language 
Assessment 5-point evaluation scale from 
the first pre-Institute assessment to the final 
assessment.  Similarly, the mean score for 
teaching rhythm and temperament related to 
English Language Learners increased by 3.3 
points to achieve a nearly perfect ‘excelling’ 
rating of 4.6 by the final assessment. [Refer to 
Figure 6 for full results.]
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Figure 7:  Gilmore Memorial Preschool, Changes in Thinking
About Core Program Strategies Checklist 

The teaching team also demonstrated signifi-
cant gains in transforming their thinking and 
practices in several core competencies.  When 
analyzing the improvement in core competen-
cies between the first and fourth supportive 
visits, the team made great improvements in 
expanding vocabulary in both languages. Dur-
ing the first supportive visit, the Core Program 
Strategies Checklist competency of expanding 
vocabulary in both languages was assessed to 
be in the Thinking about Change phase, rep-
resented by a score of 2 on the 5-point scale.  
By the fourth supportive visit, the teaching 
team score in this core competency improved 
by 3 points, indicating that they were now in 
the Consistently Changing and Action Driven 
stage, represented by a score of 5 on the Core 

Program Strategies Checklist 5-point scale. 
[Refer to Figure 8 for full results.]

Corresponding to the evaluation data, this 
teaching team also made gains in transforming 
their thinking, as indicated by the Core Pro-
gram Strategies Checklist assessment.  By the 
fourth supportive visit, the Gilmore Memorial 
Preschool teaching team was regularly incorpo-
rating culturally and linguistically appropriate 
routines.  Ms. Bailey determined that the team 
had moved from the Ready for Action phase to 
the Consistently Changing and Action Driven 
phase, indicated by a final average score of 5 on 
the Core Program Strategies Checklist 5-point 
scale. [Refer to Figure 7 for full results.]

17

0.0

1.0

2.0

3.0

4.0

5.0

1st Supportive
Visit 2nd

Supportive
Visit

3rd
Supportive

Visit
4th Supportive

Visit

3.8 3.9

4.6
5.0

Changes in Thinking 

Average Change
Score



Figure 8:  Gilmore Memorial Preschool Most Improved Strategies
Using the Core Program Strategies Checklist

When evaluating the teaching 
team’s changes in thinking using 
the Children’s Institute Stage of 
Change Scale, an analysis of the 
assessment data further supports 
the teaching team’s success.  Us-
ing the 5-point Stage of Change 
Scale, it is clear that the overall 
stage of change for the teach-
ing team moved from the Action 
stage, represented by a score of 
3.7 in the first assessment, to the 
Maintenance stage, represented 
by a score of 5 during the final 
post-Institute visit. [Refer to Fig-
ure 9 for full results.]
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Figure 9:  Stage of Change Scale-from Action to Maintenance

Throughout the program, the assessments of 
the teaching team steadily improved as Ms. 
Stewart and Ms. Gates received consistent 
and individualized support from their mentor, 
Liliana Gomez.  When beginning the program, 
Ms. Gomez noted that, while the teaching 
team used basic Spanish phrases in their 
instruction, the students would benefit from 
the extended use of their home language in 
all instructional activities.  Throughout the 
supportive visits, Ms. Gomez demonstrated 
how Spanish and Burmese phrases could be 
incorporated into literacy activities, as well as 
circle time and learning centers.  Throughout 

When entering the New Jersey Summer 
Institute and Mentoring Program, Little 

Kids College teaching team Kaitlin Stewart and 
Michele Gates were excited to start learning 
new techniques to engage their classroom’s 
diverse English Language Learners.  With 11 
English Language Learner students in their 
class out of 15 total students, both Ms. Stewart 
and Ms. Gates recognized that they needed 
to learn new strategies to make all of their 
students feel welcome.  The teaching team also 
wanted to develop their language skills to better 
communicate with diverse family members.  
Ms. Stewart expressed in her application 
to the program that one of the professional 
development goals she set for herself was to 
“become more aware of the different cultural 
needs in the classroom and learn how to 
incorporate these needs into my teaching so 
that I can assure that all of my children’s needs 
are being met.”

Building Confidence to 
Integrate Diverse Cultures and 
Languages: Little Kids College 
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the mentoring process, 
Ms. Gomez also worked 
with the team to scaffold 
instructional activities 
with additional props to 
increase comprehension 
and bolster understanding 
of concepts for students 
learning English. 

While initially hesitant 
to practice new Spanish 
phrases, Ms. Stewart 
realized that these 
skills were necessary, 
commenting, “The 

Summer Institute helped me realize that is hard 
to be a parent who does not speak English.  
This experience helped me become more 
sympathetic to parents’ needs and want to better 
communicate with them.”  She slowly began 
to feel more comfortable in speaking with 
parents who did not speak English by jotting 
down notes and phrases in Spanish to aid in 
her communications. Ms. Stewart appreciated 
both her mentor’s and center director’s support 
as she transitioned to use more Spanish in her 
instruction and when communicating with 
diverse parents.

The team’s diligent efforts to establish closer 
relationships with parents, and communicate 
in their home language, paid off with parents 
volunteering to perform read-alouds with 
the students and becoming more involved in 
classroom activities.  Most notably, a parent 
demonstrated how to prepare the traditional 
Puerto Rican spice “sofrito” by leading the 
children in mixing together the spice blend.  In 
addition to increasing parent engagement, this 
activity enabled all the children to learn more 
about the Puerto Rican culture and experience a 
hands-on activity that reaffirmed the importance 
of accepting all cultures and cuisines. 

Ms. Gomez noted that the strongest indication 
of this team’s improved instructional practices 
and ability to change was observed in 
their implementation of literacy moments. 
Throughout the course of the program, Ms. 
Gomez observed the team transition from 
first just using a book in their read-alouds to 

eventually expanding their activities by using 
props, poems, and songs (in both English 
and Spanish), as well as connecting the story 
to other areas of the curriculum.  Kaitlin 
described the mentor’s and team’s efforts to 
create literacy moments, “We started to make 
prop boxes so that children could have more 
visuals of the concepts represented in the story.  
This was important so that the students who did 
not speak English could see and touch what the 
story was talking about.”  

When implementing a literacy moment for the 
story, A Snowy Day, the team worked with their 
mentor to create a prop box full of materials 
that could be incorporated into every learning 
center. This included creating a counting center 
with snowflakes, providing felt pieces to retell 
the story in the library center, and assembling a 
self-serve hot chocolate station so the children 
could practice following a recipe. The literacy 
moment was further complemented by gross 
motor activities that related the story’s theme 
as the children acted out ice skating across the 
classroom. The props and activities provided 
tangible reinforcements to the weather 
concepts presented in the story, and improved 
comprehension for the students learning to 
acquire English. 

As the Little Kids College teaching team 
transformed their classroom to become 
culturally competent and welcoming to all 
learners, their mentor consistently observed 
improvements in both their practices and 
thinking.  By the final observation, Ms. Gomez 
commended the team for filling their classroom 
with books in both Spanish and English, and 
creating multicultural bulletin boards that 
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affirmed the diverse cultures represented in 
the classroom. Also, Burmese books were on 
order to further support the three languages 
that co-existed in this classroom.  She also 
observed that transitions were improved with 
the incorporation of the children’s home 
languages, and that science and math concepts 
were now tied together to culturally competent 
literacy moments.   

The evaluation data further supports the teaching 
team’s transformation.  Using the Culture 
and Language Assessment Scale, the mentor 
visits indicated that the teachers’ instructional 
practices significantly improved throughout 
the course of the New Jersey Summer Institute 
and Mentoring Program. The mean score for 
the instructional practices domain that related 
to English Language Learners and culturally 
competent techniques both increased by 2.2 
points on the 5-point Culture and Language 
Assessment Scale from the first pre-Institute 
assessment to the final assessment.  The Little 
Kids College teaching team also achieved a 

nearly perfect ‘excelling’ rating of 4.6 points in 
the quality of their developmentally appropriate 
instructional practices by their final assessment. 
[Refer to Figure 10 for full results.] 

Figure 10:  Little Kids College Results Using
the Culture and Language Assessment Scale 
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Figure 11:  Little Kids College Changes in Thinking
About the Core Program Strategies Checklist 

When analyzing the team’s progress using the 
Core Program Strategies Checklist, it is appar-
ent that this teaching team steadily improved 
their thinking about not only their own cultural 
identity, but also the identity of their students.  
Their mentor, Ms. Gomez, determined at the 
first supportive visit that the teaching team was 
in the Thinking about Change phase, repre-
sented by a score of 2.9 points on the 5-point 
scale. Working with their mentor, the team 
made steady progress throughout the nine-
month mentoring period.  This team’s efforts 
resulted in Ms. Gomez determining that their 
changes in thinking had improved by 1.1 points 
on the 5-point Core Program Strategies Check-
list to the Ready for Action phase by the fourth 
supportive visit. [Refer to Figure 11 for full re-
sults.]

The sustained commitment of the teachers 
to create a welcoming and inclusive environ-
ment for children of all language backgrounds 
is demonstrated when analyzing the improve-
ment in core competencies between the first 
and fourth supportive visits.  Using the Core 
Program Strategies Checklist, the changes in 
thinking in the core competency of literacy mo-
ments was assessed to be in the Thinking about 
Change phase, represented by a score of 2 on 
the 5-point Core Program Strategies Checklist, 
during the first supportive visit.  By the fourth 
supportive visit, the teaching team scores in 
these core competencies both improved by 3 
points, indicating that they were now in the 
Consistently Changing and Action Driven 
phase, represented by a score of 5. [Refer to 
Figure 12 for full results.]
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Statement of Five-year Investment
										        
                       Revenues	 2007-08	 2008-09	 2009-10	 2010-11	 2011-12
	 Family Strengths--NJ Department of Human Services	 $9,000.00 	 $25,000.00 	 $50,000.00 	 $50,000.00 	 $50,000.00 
	 The Schumann Fund for New Jersey	 25,000.00 	 24,500.00 	  15,000.00 	  -   	  -   
	 TD Bank Charitable Foundation		   5,000.00 	 5,000.00 	  5,000.00 	  7,500.00 
	 Bank of America		  5,000.00 	  -   	  -   	  -   
	 Thomas Edison State College	 90,756.54 	  95,335.65 	  95,335.65 	  95,335.65 	  98,692.65 
	     Total Assets	 $124,756.54 	  $154,835.65 	  $165,335.65 	  $150,335.65 	  $156,192.65 
							     
			 
                       Expenses						    
	 Personnel	 $90,756.54 	  $95,335.65 	  $103,185.65 	  $103,185.65 	  $103,185.65 
	 3-day Summer Institute	 6,000.00 	  10,000.00 	  13,000.00 	  9,800.00 	  10,250.00 
	 Mentoring Component	 15,250.00 	  24,150.00 	  24,150.00 	  21,350.00 	  26,757.00 
	 Classroom Enhancements	 1,500.00 	  7,300.00 	  7,300.00 	  6,000.00 	  6,000.00 
	 Learning Community via Teleconferences	 750.00 	  750.00 	  750.00 	  750.00 	  750.00 
	 Program Evaluation	 10,500.00 	  17,300.00 	  16,950.00 	  9,250.00 	  9,250.00 
	      Total Liabilities	 $124,756.54 	  $154,835.65 	  $165,335.65 	  $150,335.65 	  $156,192.65 
						    
	                        Net Assets	  $         -   	 $         -   	 $         - 	 $         - 	 $         - 
	                        Total 5-Year Investment:	  $751,456.14 				  

IN CELEBRETION OF THE NEW JERSEY CULTURAL COMPETENCY AND ENGLISH LANGUAGE 
 SUMMER INSTITUTE AND MENTORING PROGRAM’S 5TH ANNIVERSARY

Class of 2007 - 2008 Class of 2009 - 2009

Class of 2009 - 2010 Class of 2011 - 2012

Class of 2010 - 2011
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Figure 12: Little Kids College Most Improved Strategies
Using the Core Program Strategies Checklist

An assessment of the Little Kids College teach-
ing team’s changes in thinking using the Chil-
dren’s Institute Stage of Change Scale demon-
strates that the teaching team remained within 
the Action Stage throughout the nine-month 
mentoring period.  During the first assessment 
visit, their mentor, Ms. Gomez, determined 
that, when applying the Children’s Institute 
Stage of Change Scale, the teaching team was 

in the lower end of the Action stage; however, 
their score on the 5-point scale improved by .8 
points, for a final score of 4.4 points. While the 
teaching team did not reach the most optimal 
stage of change-Maintenance-the Little Kids 
College educators did make notable progress 
in transforming their thinking and classroom 
practices.
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Figure 13: Stage of Change Scale in Action

welcoming for their diverse learners.  By the 
end of the mentoring period, Afiya and Ellie 
felt comfortable and strong as co-teachers by 
taking turns in leading circle time and read-
aloud activities.  Similarly, Afiya learned to 
integrate Spanish activities into her instruction, 
and even began reading stories in Spanish and 
discussing them with the students.  The team 
also integrated more multicultural dolls, ethnic 
foods, and music into their learning centers to 

One of the most successful teaching teams 
in the 2011-2012 program year was from the 
True Servant Preschool Academy. The teaching 
team of Afiya Grissom and Ellie Rivera was 
already beginning to think about changes they 
could make to their classroom practices before 
arriving at the Summer Institute, but they were 
unsure how to incorporate cultural activities 
into their classroom. Afiya found it hard to 
communicate with her students and their 
families as a non-Spanish speaker; however, 
she was eager to learn ways she could better 
connect with her diverse students and their 
parents.  

Experienced mentor, Merlene Taylor, guided 
this teaching team to work together more 
effectively, as well as incorporate culturally 
competent materials into their instructional 
and literacy activities.  Ms. Taylor encouraged 
this eager team throughout the nine-month 
mentoring period and, as a result, the teachers 
transformed their classroom environment 
to be more linguistically and culturally 

Transformation in Thinking and Practice: 
True Servant Preschool Academy 

25

0.0

1.0

2.0

3.0

4.0

5.0

4 Month
Assessment 6 Month

Assessment Final Post-
Institute

3.6
4.4 4.4

Little Kids College Stage of Change Scale Results 

Average Stage of
Change Score

Afiya Grissom and Ellie Rivera



Strategies Checklist. Working with their mentor 
and incorporating suggestions throughout the 
nine-month mentoring period, this teaching 
team strove to transform their thinking and 
classroom practices.  Their diligent efforts, 
along with a significant change in their 
thinking about diversity and ELL students, 
resulted in Ms. Taylor determining that their 
changes in thinking had improved by 2.4 points 
on the Core Program Strategies Checklist to 
the Consistently Changing and Action Driven 
phase. [Refer to Figure 14 for full results.] 

enhance student engagement.  Ms. Taylor was 
very impressed by the team’s transformation, 
commenting, “The team is in the position to 
mentor other teams at their center and across 
the state.”

Based on an assessment of the implementation 
of the core strategies, the average changes in 
thinking using the Core Program Strategies 
Checklist were assessed to be in the Thinking 
about Change stage, represented by a score 
of 2.6 points on the 5-point Core Program 

Figure 14:  True Servant Preschool Academy Changes
in Thinking About the Core Program Strategies Checklist

The teaching team demonstrated remarkable 
gains in transforming their teaching practices 
and thinking throughout the mentoring period 
in several core strategies.  The most significant 
changes were demonstrated in the Core Pro-
gram Strategies Checklist areas of: routines 
and transitions, co-teaching and co-decision 
making, utilization of the children’s home lan-
guages, expanding vocabulary in both languag-
es, and utilization of children’s cultures across 
the curriculum.  In all these core strategies, the 
teaching team was found to be in the most opti-

mal stage of their changes in thinking based on 
the Core Program Strategies Checklist 5-point 
scale the Consistently Changing and Action 
Driven phase represented by a score of 5 on the 
fourth supportive visit.  

Most notably, the True Servant Preschool 
Academy teaching team was readily receptive 
to their mentor’s feedback.  After their mentor, 
Ms. Taylor, conducted their first supportive vis-
it, she found that the teaching team appeared to 
be on the path towards change, but was lacking 
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in the implementation of seven strong transi-
tions throughout the school day to provide solid 
routines to enhance understanding of class-
room routines for ELL students.  Working with 
the team, Ms. Taylor encouraged their use of a 
‘No Yell Bell’ and Spanish songs as transitions 
throughout the mentoring portion of the pro-
gram.  By the fourth supportive visit, the True 

Servant Preschool Academy teaching team was 
regularly incorporating these developmentally 
and linguistically appropriate routines, im-
proving by 3 points on the 5-point Core Pro-
gram Strategies Checklist, and being ranked by 
their mentor as in the Consistently Changing 
and Action Driven phase of transforming their 
thinking. [Refer to Figure 15 for full results.]

Figure 15:  True Servant Preschool Academy
Using the Core Program Strategy Checklist

When evaluating the teaching team’s changes 
in thinking using the Children’s Institute Stage 
of Change Scale, an analysis of the assessment 
data further supports the teaching team’s suc-
cess in changing their thinking around incorpo-
rating culturally and linguistically responsive 
practices in their classroom.  Using the 5-point 
Stage of Change Scale, the teaching team 
moved from the Action stage in their first as-

sessment, represented by a score of 3.7, to the 
Maintenance stage in the final post-Institute as-
sessment, represented by a score of 4.8.  This 
analysis indicates that the team steadily im-
proved their changes in thinking from the Ac-
tion to Maintenance stage throughout the nine-
month mentoring period. [Refer to Figure 16 
for full results.] 
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Figure 16:  Stage of Change Scale from Action to Maintenance
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professionals to understand how they use their 
knowledge in practical situations, and how they 
combine action and learning in a more effective 
way (Texas Instrument, 2009). 

Our program results show that change 
is possible, but it takes time and perhaps 
extended time because, after all, we are talking 
about changing the way teachers think and, 
therefore, the way they behave with and for 
diverse children. Given the time and strategies 
alongside an experienced scholar of culture and 
language (a cultural coach), early childhood 
teachers can make changes to the way they 
think and teach about culture and language. 
Everyday teachers can learn something new 
about diverse children and families-they just 
have to be open to the culture of change and 
supported by both their administrators and their 
colleagues. The science of change facilitates 

this process and allows 
for the supports that will 
keep teachers moving 
forward in becoming 
culturally conscious 
educators. 

The most rewarding part 
of the process is to see 
classrooms that were 
once English-only, that 
lacked cultural items 
and materials, and that 
did not use culture or 
language in the curricula, 

turn around and blossom into enriched cultural 
and linguistic centers of learning that embrace 
all children regardless of their background.  
When walls and learning centers speak about 
who is in the classroom, the buzz of languages 
indicate that more than one language is valued, 
and the curricula tells you the cultural stories 
and experiences of the children, it all sends 
a strong message that  culture and language 
matter.  It not only matters to diverse children 
and families, it provides a foundation for a 
quality education that is paramount for school 
success, and confident and strong cultural self-
identities.

During the 2011-2012 program year, some 
teaching teams hit the ground running, and 
others made slow but progressive change to 
remove their blinders and become culturally 
and linguistically conscious.  The New Jersey 
Model is an evidence-based program with a 
proven track record of providing professional 
development coupled with both mentoring and 
reflective practices that support early childhood 
teachers in working with diverse children and 
families. Research also shows that one-time 
workshops focus mostly on awareness or 
general knowledge rather than specific skills, 
or on models that have little basis in what is 
known about effective instruction, curriculum, 
or classroom interactions (Texas Instrument, 
2009).  The New Jersey Model takes a different 
approach by creating a year-long program 
that continues to challenge teachers’ thinking 
and behaviors to produce specific skills that 
can improve 
instruction and 
interactions with 
diverse children 
and their families.

The New 
Jersey Model 
blends content, 
theory, practice, 
s i m u l a t i o n s , 
and reflective 
practices to assist 
early childhood 
teachers in 
changing their thinking and practices over 
time so that they can become more culturally 
and linguistically conscious of who they are 
as cultural people and who their students are 
as cultural people. This new-found awareness 
supports children’s self-identity and self-
esteem, which fuels academic success, growth, 
and learning. The intensive three-day Summer 
Institute, followed by nine months of mentoring 
that offers opportunities for reflective practices, 
yields tremendous results for the teaching teams 
enrolled in the program and the children and 
families enrolled at the early childhood centers. 
Reflective practices is an approach that enables 

Conclusion

2011 Awaka Simulation.
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NEW JERSEY CULTURAL COMPETENCY AND ENGLISH LANGUAGE 
 SUMMER INSTITUTE AND MENTORING PROGRAM

CORE PROGRAM STRATEGIES CHECKLIST: 

Indicate where each team is in the implementation of the core program strategies of the program using 
the following classifications: 1) Not Ready to Change; 2) Thinking about Change; 3) Getting Ready 
for Change; 4) Ready for Action; and 5) Consistently Changing and Action Driven. Sample Rating 
highlighted in yellow.

Classroom Design
	 4	 Classroom contains diverse photos that reflect the students in the room
	 4	 The classroom has rich print and labels in two or more languages that represent the children 

enrolled.
	 4	 Learning centers are well-stocked and contain ample items that reflect the diversity of the 

classroom.

Solid Routines & Transitions
	 4	 7 Strong Transitions every time the activity changes
	 4	 A Consistent and Predictable Routine

Literacy Moments
	 4	 Literacy Moment as Modeled
	 4	 An Enhanced Story (props & gestures)
	 4	 Read-aloud (book only)

Co-teaching and Co-decision making
	 4	 Both teachers are involved in circle time and instructional time using the children’s home 

language(s) and culture(s)
	 4	 The team seems to balance their strengths/skills to be culturally and linguistically responsive 

to the children.
	 4	 Utilization of Children’s Home Language-Thinking about Change
	 4	 Attempts to use survival phrases and other frequency used words from the children’s home 

language are being made.
	 4	 The children’s home language(s) are used for directions and content.
	 4	 The children’s home language(s) are used for daily interaction and instructional time.

Expanding Vocabulary in both Language
	 4	 Creating rich block of time for the children to hear their home language via a native speaker, 

a book on CD, or music.
	 4	 Creating bilingual or multilingual word walls.
	 4	 Utilizing rich vocabulary in literacy moments, interaction, and discussions.

Utilization of Children’s Home Culture across the Curriculum

Greater Parent Involvement-Getting Ready to Change

Children Engaged in Learning-Getting Ready Change
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Post Graduate Ed.S. She used this knowledge to help families with deeper emotional and parenting 
issues. Merlene’s first love is teaching and mentoring as well as being taught. As a lifelong learner, 
Merlene is pursuing her Masters of Divinity at Philadelphia Biblical University, and a Certificate 
in Gerontology at Mercer County Community College. In her spare time, Merlene volunteers with 
several organizations in Mercer County. This is Merlene’s second year with the New Jersey Cultural 
Competency and English Language Learner Summer Institute/Mentoring Program.
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2011 Mentor’s Retreat, from left to right: Ramata Choma 
(advisor) Merlene Taylor, Dee Bailey, Liliana Gomez, Kamili 
Leath, Ana Berdecía (Program Director), and Natalie Gomez 
(Program Assistant).
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