
 
The Board may not take action on any item which is not on this agenda, except when (1) an emergency situation exists, (2) there is need to 
take immediate action and the need for the action came after posting, or (3) the item was posted for a prior meeting within specified time 
limits. [Government Code §54954.2 

AGENDA 
AMADOR COUNTY UNIFIED SCHOOL DISTRICT 

SPECIAL MEETING OF THE BOARD OF TRUSTEES WORKSHOP 
Wednesday, February 26, 2020 |  4:30 – 5:30 PM 

 
Meeting Location:   Amador County Administration Building, 810 Court St, Jackson, CA 

Conference Room C 
 
NOTE:  If you need a disability-related modification or accommodation, including auxiliary aids or services to 
participate in the public meeting, please contact the Superintendent’s Office at 209-257-5353 at least 24 hours before 
the scheduled Board meeting.  {Government Code §54954.2} [Americans with Disabilities Act of 1900, §202.] 
 
NOTE: A copy of the Board agenda and backup materials is available for inspection and review at Amador County 
Office of Education, 217 Rex Ave., Jackson, CA during regular business hours.  In addition, this agenda has been 
posted on the Amador County Unified School District Website at www.amadorcoe.org.  An audio recording of the 
Board Meeting is made. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
         
 
 
 
 
 
1.0 CALL TO ORDER 

           
2.0 BOARD MEMBERS 
 [  ] Susan Ross – Board President (Teleconference Location) 
 [  ] Kandi Thompson – Board Clerk 
 [  ] Deborah Pulskamp 
 [  ] James Marzano 
 [  ] Janet White  

[  ] Hailey Dacier – Student Board Member 
[  ] Sophia Davis – Student Board Member 

OUR MISSION:  Enriched by the diversity and deep traditions of our unique community, Amador County Public 
Schools will prepare, support, and inspire each student to achieve career and college success in a rapidly evolving 
world through highly engaging teaching, rigorous learning and innovative pathways supported by strong 
partnerships in a safe, caring and collaborative environment. 
 

Board of Trustees meetings are meetings of the Board in public, as per the Brown Act open meeting law. All five 
Board Members may not have discussion outside an open meeting. This meeting is their opportunity to have 
discussion in order to conduct their business. Board Meetings are not meetings for the public to interact informally 
with the Board.  Members of the public may speak formally to the Board by completing a speaker card and giving 
it to the Board Clerk or Communication Specialist.  

OUR UNITY OF PURPOSE:  We work as a cohesive Governance Team through discussions, actions and 
decisions that are thoughtful, respectful, and sensitive. We support one another in and away from the Board Room 
through active listening, vulnerability and honesty. We make policy decisions that ensure equitable support to 
increase student achievement and foster social, emotional, and physical well-being for all students. 
 

If a person or group of persons disrupt the orderly conduct of a meeting, the legislative body has a right to order 
those persons removed from the meeting. If order still cannot be restored after removal of the individuals disrupting 
the meeting, members of the legislative body can order the room cleared and continue with the meeting. 
(Government Code §54957.9; Penal Code §8403; Elections Code §18340; Acosta v. City of Costa Mesa (9th Cir. 
2013) 718 F.3d 800; White v. City of Norwalk (9th Cir. 1990) 900F.2d 1421, 1425.) 
 

http://www.amadorcoe.org/
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[  ] Kailey Pace – Student Board Member 
[  ] Rebecca Morla  – Student Board Member 

 
3.0 Roll Call Taken by the Secretary to the Governing Board 

 
4.0 PUBLIC COMMENTS  

Public comments regarding Discussion/Action Items will be addressed during the Discussion/Action agenda items. A 
person wishing to be heard by the Board shall first be recognized by the president and shall then proceed to comment 
as briefly as the subject permits. Individual speakers shall be allowed three minutes to address the Board on each 
agenda item. The Board shall limit the total time for public input on each item to 20 minutes. With Board consent, the 
Board president may increase or decrease the time allowed for public presentation, depending on the topic and the 
number of persons wishing to be heard. The president may take a poll of speakers for or against a particular issue and 
may ask that additional persons speak only if they have something new to add. NOTE:  If you wish to address the 
Board please complete a speaker card and give it to the Board Clerk or Communications Specialist. 

 
5.0 DISCUSSION ITEMS 

  
5.1 Equity and Cultural Proficiency – Discussion/Action (Mr. Snider) 
 The Board of Trustees participates in workshops periodically to build their capacity as a 

cohesive governance team, study an issue, learn new information about schools and 
school programs, and to problem solve together.                 1 

          
6.0 ADJOURNMENT   
* The Amador County Unified School District complies with the Americans with Disabilities Act.  Should you 
require special accommodations, or more information about accessibility, please contact the Superintendent’s Office 
by calling (209) 257-5353. 
All efforts will be made for reasonable accommodations. 
 
* Any writings or documents that are provided to the governing board in open session will be made available for 
public inspection at the meeting or at the Amador County Public Schools District Office located at 217 Rex Avenue, 
Jackson, CA during normal business hours.  



Amador County Public Schools 
 District               County 

____________________________________________________________ 
FEBRUARY 26, 2020 

AGENDA ITEM #:  5.1 

SUBJECT:   
Equity and Cultural Proficiency – Discussion/Action 

BACKGROUND INFORMATION: 
Closing persistent opportunity gaps requires a commitment to educational equity and professional 
learning from board members. Students bring a wide range of assets, abilities, backgrounds and needs to 
their educational experience. Schools have an obligation to provide all students with the access and 
opportunities necessary for college, career and life success.  

School leaders are required to address practices, policies and barriers that perpetuate inequities which 
lead to opportunity and achievement gaps. Effective school boards are equity-driven, making intentional 
governance decisions that combat institutional discrimination and bias (both explicit and implicit) and 
eliminate disparities in educational outcomes based on socioeconomic status, gender, gender identity, 
gender expression, race, religion, national origin, ethnicity, sexual orientation, disability or family 
background. 

ATTACHMENTS: 
1. CSBA Governance Brief
2. Board Policy 0415 Equity
3. AVID Culturally Relevant Teaching
4. Cultural Proficiency: The Continuum
5. Build Cultural Proficiency to Ensure Equity
6. The Cultural Proficiency Continuum Self-Assessment
7. The Privilege Walk

FISCAL IMPLICATIONS: 
None 

RECOMMENDATION:    
Superintendent Slavensky recommends that the Board have discussion on equity and cultural 
proficiency. 

PRESENTED BY:  
Amy L. Slavensky, Ph.D., Superintendent of Schools 
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Governance Brief

Introduction

School boards play a key role in setting local education 
policy, and as such, have an important role in creat-
ing conditions within a school district or county office 
of education to support student success. Vital to those 
conditions is the ability of district and county office of 
education leaders to make equity-based decisions, rec-
ognizing that students and schools with higher needs 
require greater resources. Equitable education policies 
and practices ensure that all students have the oppor-
tunities they need to learn. In such systems, all students 
can thrive.

CSBA is committed to providing board members with assis-
tance in promoting equity in their school districts and county 
offices of education. One way we are doing this is by pro-
ducing tools, including a series of educational equity briefs 
to provide school board members with research-based 
information and resources to support equity-driven deci-
sions. The series will focus on concepts that can help boards 
promote the implementation of equity-driven policies and 
practice, and guide the use of data and research to reveal 
and address opportunity and achievement gaps. This first 
brief in the series provides background on the issue of 
equity and the role of board members in supporting the 
concept in their local school districts and county offices of 
education. CSBA has also developed an Equity Policy (BP 
0415) that is available to subscribers of CSBA’s policy service 
(GAMUT Policy).

The Roots of Inequity in the U.S. 
Education System

The inequities in today’s education system reach back 
to the beginning of the United States public school 

system—and there is a distinct connection between this his-
tory and our current reality. It is critical that we recognize 
that educational inequity is a symptom of societal inequities: 
racism, classism, sexism, and many other ‘isms’ that have an 
impact on our students and their families.

The history of public education in the U.S. is rooted in the belief 
that it is acceptable for some students to have greater oppor-
tunities than others. This is, in fact, a foundational idea in U.S. 
education, as evidenced in 1779 when Thomas Jefferson pro-
posed a two-track educational system, with different tracks, 
in his words, for “the laboring and the learned.” Scholarships 
would allow only a select few of the laboring class to advance, 
Jefferson says, by “raking a few geniuses from the rubbish.”1 
Vestiges of this view are manifested in our current school 
system—for example, through the disproportionate gaps per-
sisting in excessive suspensions2 and lack of access to Advanced 

October 2019

Educational Equity: The Need for Boards to  
Support Equity-Based Decisions
By Nicole Anderson with contributions from Manuel Buenrostro

 » Evidence supporting the need for equity, 
including examples of opportunity and 
achievement gaps;

 » A description of shifts in California’s 
education landscape, which present an 
opportunity to focus on educational equity;

 » A discussion of the role of equity-driven 
boards, including the importance of defining 
equity; and

 » Questions for board members to consider.

In this brief you will find:
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Placement/honors courses and courses meeting A-G require-
ments for students of color and in poverty.3

And despite federal statutes on segregation, we find many 
of our public schools today more segregated than ever. 
California has its own history of decisions that separate stu-
dents in ways that curtail their ability to receive a quality 
education in which they can learn from peers of different 
backgrounds. For example, over half of Latino (56 percent) 
and nearly half of African American students (49 percent) 
attend schools where at least 75 percent of students are 
eligible for the free or reduced-priced meals program (the 
most common barometer for measuring poverty among 
student groups).4 These high-poverty schools have more lim-
ited access to factors that create educational opportunities, 
including the most experienced teachers, 21st-century facili-
ties, libraries, and other key resources (Figure 1).

An Urgent Need to Focus on Equity: 
Opportunity Gaps

Research and data reveal numerous opportunity gaps among 
California students ranging from early literacy to access to 
college preparation courses. The intersection between race, 
poverty, disability, gender, and language provide a clear indica-
tion of systemic inequities that have a long history in U.S. public 
education. Very often, students of color and low-income stu-
dents have more limited access to opportunities that can put 
them on a path to graduate from high school ready for college, 
career, and life success. Therefore, it is imperative that board 

members understand these opportunity gaps and how they are 
evident in their communities as a first step to making decisions 
that can help to close them.

CSBA’s 2017 report, Meeting California’s Challenge: Key 
Ingredients for Student Success, presented eight key factors 
for student success that would be available in an education 
system with Full and Fair Funding. In the same report, we 
documented gaps in opportunity for low-income students 
and students of color that include lack of access to several 
key educational opportunities such as:

 » A Rigorous, Well-Rounded, and Relevant Curriculum. 
Students of color and low-income students are less likely 
to attend schools that offer rigorous courses. Even when 
such courses are offered, these students are under-rep-
resented in advanced STEM and AP courses.5 They are 
also more likely to graduate from high school without 
meeting A-G requirements.6 This under-representation 
is due to multiple factors, including few counselors who 
can advise students on courses and prerequisites, fam-
ily experiences that may not include college preparation, 
and lack of the necessary preparation in earlier grades 
for more advanced courses in high school.

 » Academic Support to Enable Achievement. Compared 
to all other states, California has the highest number of 
students per teacher, the second highest number of 
students per counselor, and the third highest number 
of students to total staff.7 This means that access to an 
adult at school who can provide guidance and support 

Figure 1: 2018-19 Enrollment by School
Propor tion of Students Eligible for Free or Reduced-Price Meals
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digestive disorders, and elevated levels of lead in the 
blood.19 These children are also more likely to suffer from 
depression, anxiety, and stress—and have lower levels 
of health insurance coverage and more limited access to 
quality health services to address these issues.20

 » Schools with 21st-Century Infrastructure and 
Technology. A higher percentage of public schools 
in poor areas need repair than those in wealthier 
locales.21 There is also more limited access to the 
internet22 and teachers report more obstacles to 
using technology in low-income areas.23 Another 
important infrastructure issue that impacts the health 
of students is access to a healthy water supply. While 
adequate water consumption has been associated 
with several health benefits and stronger student 
achievement,24 aging lead water pipes are more com-
mon in the lowest-income neighborhoods or cities.25

Impact of School Climate and Discipline

Disproportionate discipline is another gap that is evident be-
tween California’s students of color and their peers. Students 
of color are suspended at disproportionately higher rates 
than White students, even for the same offenses. Students 
with disabilities are also suspended at rates much higher 
than their non-disabled peers—the same disproportionality 
exists for students who identify as LGBTQ. Gender also plays 
a role in whether a student will be suspended. Nationwide, 
more suspensions are given to males than females—males 
make up 66 percent of the students receiving a single out-of-
school suspension and 74 percent of the students expelled.26 
In California, African American students are three times as 
likely to be suspended as their White peers (18 percent vs. 
6 percent).27 In some districts, the disparities are more pro-
found. Variation in suspension rates among schools is large-
ly due to the characteristics of the school and behavior of 
school personnel—schools with high suspension rates often 
have high student–teacher ratios, lower academic quality, re-
active (as opposed to proactive) disciplinary programs, and 
ineffective school governance.

The Results of Opportunity Gaps: 
Achievement Gaps

The lack of access to opportunity and the disproportionate 
impact of school discipline policies are major contributors 
to persistent academic achievement gaps. According to the 
2017–18 California Assessment of Student Performance 
and Progress (CAASPP) results in English language arts and 
math, a significant achievement gap persists between stu-
dents of color and their White peers:

for education decisions is lacking for many California 
students, a fact that disproportionately impacts stu-
dents whose parents are not able to provide this 
guidance. A gap also exists regarding other supports, 
such as enrichment activities, which are more difficult 
for economically disadvantaged students to access than 
their peers from wealthier backgrounds.8

 » Staff with the Skills, Competencies, and Knowledge 
to Promote Student Success. Our highest-need stu-
dents are most often in classrooms with the least 
experienced and prepared teachers. Low-income stu-
dents and students of color are more likely to attend 
schools with more teacher turnover; underprepared and 
underqualified teachers; and staff absenteeism.9, 10

 » Early Support Services. By age three, children from high-
income families have double the vocabulary of same-age 
children from low-income families.11 Moreover, only two 
in five California students have access to quality early edu-
cation programs,12 with low-income families more likely 
to attend lower quality programs.13 This lack of access is 
the root of many inequities in the later grades—children 
who did not attend kindergarten are less successful as 
they move through elementary school. Those children are 
less likely to read proficiently by the third grade, and even 
more likely to drop out of high school.14

 » Education and Assistance for Families to Support 
and Guide Learning. Parents or guardians care about 
their children’s education. Nonetheless, parents or guard-
ians with extensive education understand the system 
better, know what needs to be done in preparation for 
college, and more often have professional jobs that allow 
them the time to participate in school activities as well as 
the financial resources to invest in trips, learning experi-
ences, and supports such as tutoring. All of this contributes 
to a positive association between student achievement 
and parents’ level of education.15 Gaps are also associated 
with income status (which is itself strongly associated with 
education level) and neighborhood characteristics.

 » Physical, Mental, and Environmental Health 
Supports. Nearly one in three students ages 10–17 in 
California are overweight or obese,16 a condition asso-
ciated with missing more days of school, among other 
problems.17 Moreover, nearly two-thirds of California 
students do not meet health and fitness standards in the 
fifth, seventh, and ninth grades.18 Physical and mental 
health challenges are particularly prevalent among eco-
nomically disadvantaged students, who are more often 
students of color. Children in poverty are more likely to 
suffer from asthma, heart conditions, hearing problems, 
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 » In English language arts, there is a 33 percentage-
point gap between African American students and 
their White peers, a 27 percentage-point gap for Native 
American students, and a 26 percentage-point gap 
for Latino students. The gap is 32 percentage points 
between economically disadvantaged and non-eco-
nomically disadvantaged students.28

 » In math, there is a 34 percentage-point gap between 
African American students and their White peers, a 28 
percentage-point gap for Native American students, and a 
27 percentage-point gap for Latino students. The gap is 32 
percentage points between economically disadvantaged 
and non-economically disadvantaged students.29

A gap also exists in high school graduation statistics. 
According to 2017–18 four-year adjusted cohort graduation 
data, 73 percent of African American students, 71 percent of 
Native American students, and 81 percent of Latino students 
graduated from high school, compared to 87 percent of 
White and 94 percent of Asian students.30 However, despite 
the progress in high school graduation rates, there is a larger 
gap in preparation for entrance to a University of California or 
a California State University campus (exemplified by comple-
tion of A-G coursework). Out of all of the cohort students, 
only 29 percent of African American, 23 percent of Native 
American, and 34 percent of Latino students graduated 
from high school having met UC and CSU entrance require-
ments—compared to 47 percent of White and 70 percent of 
Asian students.31 This means that although there have been 
increases in graduation rates for all students, there is a larger 
and often hidden achievement gap in preparation to enter 
and succeed in college and career (Figure 4, page 5).

The Current Opportunity to Focus on 
Educational Equity in California

There is a moral imperative to close educational gaps in a 
system in which some students have not been served well 
since the inception of schooling. Changing trends in pub-
lic education in California can help school board members 
seize the opportunity to make decisions for their district or 
county office of education that can make a real difference 
in the lives of their students and community.

Two changes that have taken place in California public 
schools within the past 10 years can help local educational 
agencies to think differently about how to provide a quality 
education for all students. These changes include:

1. A shift to a funding formula and accountabil-
ity system focused on student need and local 
empowerment. The Local Control Funding Formula 
(LCFF) shifted California’s funding for public schools 
toward a system focused on students and their 
needs, as opposed to programs and categories. The 
Local Control and Accountability Plan (LCAP) process 
and new accountability system (in the form of the 
California School Dashboard and the California System 
of Supports) encourages districts and county offices 
of education to focus on the opportunity gaps in their 
schools and determine strategies to close them. The 
LCAP and Dashboard further push districts and coun-
ty offices of education to redistribute funds to better 
serve the students who need them the most. Moreover, 
the stronger focus on continuous improvement should 
empower districts to work in collaboration with their 

Figure 2: 2017–18 Students Who Met or  
Exceeded Grade-Level Standards in English  
Language Arts, by Ethnicity and Economic Status
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Figure 3: 2017–18 Students Who Met or  
Exceeded Grade-Level Standards in Math,  
by Ethnicity and Economic Status
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county offices of education to improve outcomes for 
students in the schools identified for support.

2. A shift toward an assets-based philosophy and 
a focus on cultural relevance, where the back-
grounds of students are viewed as an asset to 
the education of all students and not a hinder-
ance. Recent policy changes in California reflect a shift 
toward an assets-based and culturally relevant approach 
to education. Moreover, several of the strategies based 
on these views have a strong research base indicat-
ing their effectiveness at improving student outcomes. 
These attitudes are reflected in the support of bilingual-
ism, biliteracy, and multiculturalism with the passage 
of Proposition 58, the expansion of the State Seal of 
Biliteracy, and the English Learner Roadmap. The move 
toward a more culturally relevant curriculum has also 
been seen in the expansion of ethnic studies. In 2016, 
California passed a law requiring the state to develop 
a model curriculum in ethnic studies and encourage 
districts to offer an ethnic studies course based on this 
curriculum for high school students (Assembly Bill 2016, 
now Education Code 51226.7). In 2018, a new law was 
passed, allowing the board of a school district to apply 
for a three-year grant from the California Department of 
Education during the 2019–20 school year, in order to 
provide a semester- or year-long course in ethnic stud-
ies and make it a high school graduation requirement, 
commencing with the 2020–21 school year (AB 2772). 
Regarding school discipline, the expansion of Positive 
Behavioral Interventions and Supports (PBIS), restorative 
justice, trauma-informed care, and other research-based 
practices are positive developments toward creating a 
more inclusive school climate.

These ideas and shifts are not new, but when coupled with 
a stronger focus on local control and decision making that 
is better aligned with the needs of each community, there 
is an opportunity for school district and county boards of 
education to implement sustainable change that is tailored 
to local community needs. 

The Role of Equity-Driven School Boards

School board members are local policymakers who can sup-
port access to programs that serve the educational needs 
of all students. Therefore, it is critical that board members 
understand their role in relation to the intersection between 
educational policy, leadership, and equity. 

One way that educational leaders can create expectations 
for equitable schooling and outcomes is by beginning with 
equity conversations. To shape an equity discourse, school 
leaders must first encourage and lead the conversation in 
schools, districts, and county offices of education. How 
can board members do this? One way is to make equity an 
ongoing agenda item, providing space for not only board 
members, but also staff, parents, and community stake-
holders to engage in conversations that can lead to progress 
in policy and practice designed to close opportunity and 
achievement gaps. Frank discussions of challenging issues, 
such as racially motivated behavior displayed by students 
or the bullying and harassment of students who identify as 
LGBTQ, can lead to the passage of resolutions; development 
of a new vision, mission, and goals; as well as policy to bring 
about systemic change. 

Equity-driven work is undeniably politically charged, there-
fore educational leaders must understand the importance 

Figure 4: 2017–18 Four-Year Adjusted Cohort Graduation Rate and Cohort Students that  
Graduate Meeting UC and CSU Entrance Requirements, by Ethnicity
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of relationship building, including leveraging strategic alli-
ances to move an equity agenda. Board members must 
reflect upon their roles as strong influencers on policy that 
directly impacts students. They must be bold in their con-
victions to advocate for the students who have the least 
power to invoke change in the system and act with urgency 
and intentionality to examine, revise, and develop policy 
with an equity focus. To successfully implement equitable 
practices across the district or county, board members must 
also understand the dynamics of school leadership and find 
ways to balance accountability with support of their super-
intendent and staff.

The following are general recommendations for board 
members to consider as they seek to develop and imple-
ment equity-driven policies:

1. Create a common definition and understanding of equi-
ty for the district or county office of education and what 
it means for board members, staff, parents and guard-
ians, students, and other community members.

2. Analyze and question relevant data to identify root 
causes of opportunity and achievement gaps and use 
these analyses as drivers of an equity agenda.

3. Discover strategic ways to effectively discuss, interpret, 
leverage, and implement policy while aligning with 
and supporting current district or county office of edu-
cation initiatives.

4. Communicate the message of equity effectively and 
often, beyond teachers and students, out to the 
larger community.

5. Cultivate alliances with the community and advocate for 
policies that have an impact beyond schools, reaching 
the community.

6. Listen to and consider student voice as an important 
lever for change in the educational system.

7. Embrace all stakeholder voices to provide ongoing 
assessment of progress toward educational equity goals.

The Importance of Defining  
Educational Equity

It is essential that equity-driven leaders take the time to 
define the term before diving into equity-driven decision 
making. The term often raises emotions based on past expe-
riences and can be associated with the concept of racism 
or confused with the word equality. Because many people 
have been conditioned to avoid discussing race, it is critical 
to unpack the meaning of equity.

In addition, equity has become a buzzword in education, 
and its overuse and misuse can lead to a loss of meaning. 
Therefore, developing a common understanding of what is 
meant by equity in a district or county office of education is 
essential to working toward that shared understanding and 
vision. Without this common understanding, leaders run 
the risk of applying the word equity to efforts that do not 
substantially change structures, policy, or practice. This can 
undermine future initiatives and decrease trust and support 
as community members and other stakeholders perceive 
new equity initiatives as false promises.

Developing this definition is a foundational step in an orga-
nization’s equity journey. To do this, strategic facilitation 
with shared community agreements must be established 
up front. There are numerous ways to collaboratively 
develop a definition of educational equity. It is often 
effective to have a skilled external facilitator work with 
the various stakeholder groups because the process can 
result in discourse and raise emotions that can create bar-
riers to progress. There are multiple activities that can be 
utilized during this process, depending on the readiness 
of the group and the level of expertise of the facilitator. 
Examples of activities include allowing stakeholders to 
share their personal experiences with equity and inequity 
(which allows for storytelling, building of empathy, and 
making cultural connections) and asking stakeholders to 
share one word that expresses equity for them (which 
fosters deeper discussion and buy-in). Moreover, activities 
to define equity can be used as a tool to improve staff 
culture, deepen shared belief systems, and create a shift 
from equity as a side item on the agenda to equity as the 
focus of the agenda.

Once a definition is developed, it can be revisited and revised 
until consensus is reached. This process is a simple, organic, 
yet profound starting point that could last the entire school 
year and beyond. The definition can then be used as a lens 
for reviewing, revising, and developing policy that promotes 
equitable practices.

Conclusion

Our public education system faces equity challenges that 
call for board members and others in the education system 
to build capacity as equity leaders in order to gain the tools 
and strategies to close educational equity gaps. To meet the 
needs of the most vulnerable children and families, leaders 
must commit to a long-term plan for equity. A pivot to an 
equity paradigm requires a shift away from a focus on com-
pliance with legislative initiatives and educational trends to a 
focus on the moral imperative to create an equitable school 
system. Board members have a unique and critical role and 
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opportunity to lead an equity-driven agenda and impact the 
closing of opportunity gaps in their schools. Future CSBA 
briefs will provide additional information and resources on 
educational equity to support this journey.

Questions for Board Members

Based on the information covered in this brief, board 
members might consider the following questions:

1. What are some of the opportunities in our dis-
trict or county office of education to improve 
services for historically underserved students?

2. How can we use data to guide, support, and 
communicate about equity-based decisions?

3. What is the role of board members in leading 
for educational equity?

4. Does our district or county office of education 
have a common definition of equity? 

a. If not, how can we begin an ongoing con-
versation to establish one? 

b. If we do, how can we use the definition to 
continuously foster equity-based decisions?
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5 See Endnote 3.

6 California Department of Education. 12th grade gradu-
ates completing all courses required for U.C. and/or C.S.U.  
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7 CSBA Analysis: National Center for Education Statistics. State 
nonfiscal public elementary/secondary education survey data, 
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Amador COE and USD 

Board Policy 

Equity 
 

BP 0415  

Philosophy, Goals, Objectives and Comprehensive Plans 
 

 

The Governing Board believes that the diversity that exists among the district's community of 

students, staff, parents/guardians, and community members is integral to the district's vision, 

mission, and goals. Addressing the needs of the most marginalized learners requires recognition 

of the inherent value of diversity and acknowledgement that educational excellence requires a 

commitment to equity in the opportunities provided to students and the resulting outcomes. 

 

(cf. 0000 - Vision) 

(cf. 0100 - Philosophy) 

(cf. 0200 - Goals for the School District) 

(cf. 0410 - Nondiscrimination in District Programs and Activities) 

(cf. 5145.3 - Nondiscrimination/Harassment) 

 

In order to eradicate institutional bias of any kind, including implicit or unintentional biases and 

prejudices that affect student achievement, and to eliminate disparities in educational outcomes 

for students from historically underserved and underrepresented populations, the district shall 

proactively identify class and cultural biases as well as practices, policies, and institutional 

barriers that negatively influence student learning, perpetuate achievement gaps, and impede 

equal access to opportunities for all students. 

 

The Board shall make decisions with a deliberate awareness of impediments to learning faced by 

students of color and/or diverse cultural, linguistic, or socio-economic backgrounds. To ensure 

that equity is the intentional result of district decisions, the Board shall consider whether its 

decisions address the needs of students from racial, ethnic, and indigent communities and 

remedy the inequities that such communities experienced in the context of a history of exclusion, 

discrimination, and segregation. Board decisions shall not rely on biased or stereotypical 

assumptions about any particular group of students. 

 

(cf. 6173 - Education for Homeless Children) 

(cf. 6173.1 - Education for Foster Youth) 

(cf. 6174 - Education for English Learners) 

(cf. 6175 - Migrant Education Program) 

(cf. 9000 - Role of the Board) 

(cf. 9310 - Board Policies) 

 

The Board and the Superintendent or designee shall develop and implement policies and 

strategies to promote equity in district programs and activities, through measures such as the 

following: 
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1. Routinely assessing student needs based on data disaggregated by race, ethnicity, and 

socio-economic and cultural backgrounds in order to enable equity-focused policy, planning, and 

resource development decisions 

 

(cf. 0400 - Comprehensive Plans) 

(cf. 0460 - Local Control and Accountability Plan) 

(cf. 6162.5 - Student Assessment) 

 

2. Analyzing expenditures and allocating financial and human resources in a manner that 

provides all students with equitable access to district programs, support services, and 

opportunities for success and promotes equity and inclusion in the district. Such resources 

include access to high-quality administrators, teachers, and other school personnel; funding; 

technology, equipment, textbooks, and other instructional materials; facilities; and community 

resources or partnerships. 

 

(cf. 0440 - District Technology Plan) 

(cf. 3100 - Budget) 

(cf. 4113 - Assignment) 

(cf. 7110 - Facilities Master Plan) 

 

3. Enabling and encouraging students to enroll in, participate in, and complete curricular 

and extracurricular courses, advanced college preparation programs, and other student activities 

 

(cf. 6141.4 - International Baccalaureate Program) 

(cf. 6141.5 - Advanced Placement) 

(cf. 6143 - Courses of Study) 

(cf. 6145 - Extracurricular and Cocurricular Activities) 

(cf. 6152.1 - Placement in Mathematics Courses) 

 

4. Building a positive school climate that promotes student engagement, safety, and 

academic and other supports for students 

 

(cf. 5137 - Positive School Climate) 

 

5. Adopting curriculum and instructional materials that accurately reflect the diversity 

among student groups 

 

(cf. 6141 - Curriculum Development and Evaluation) 

(cf. 6161.1 - Selection and Evaluation of Instructional Materials) 

 

6. Providing and/or collaborating with local agencies and community groups to ensure the 

availability of necessary support services for students in need 

 

(cf. 1400 - Relations Between Other Governmental Agencies and the Schools) 

(cf. 6164.2 - Guidance/Counseling Services) 
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(cf. 6164.5 - Student Success Teams) 

(cf. 6179 - Supplemental Instruction) 

 

7. Promoting the employment and retention of a diverse staff that reflects the student 

demographics of the community 

 

8. Providing district staff with ongoing, researched-based, professional learning and 

professional development on culturally responsive instructional practices 

 

(cf. 4131 - Staff Development) 

(cf. 4231 - Staff Development) 

(cf. 4331 - Staff Development) 

 

9. Conducting program evaluations that focus on equity and address the academic outcomes 

and performance of all students on all indicators 

 

(cf. 0500 - Accountability) 

 

The Board shall regularly monitor the intent and impact of district policies and decisions in order 

to safeguard against disproportionate or unintentional impact on access to district programs and 

achievement goals for specific student populations in need of services. 

 

 

 

Legal Reference: 

EDUCATION CODE 

200-262.4 Educational equity 

52077  Local control and accountability plan 

60040  Selection of instructional materials 

GOVERNMENT CODE 

11000  Definitions 

11135  Nondiscrimination in programs or activities funded by state 

PENAL CODE 

422.55  Definition of hate crime 

422.6  Interference with constitutional right or privilege 

CODE OF REGULATIONS, TITLE 5 

4900-4965  Nondiscrimination in elementary and secondary education programs 

UNITED STATES CODE, TITLE 20 

1400-1482  Individuals with Disabilities in Education Act 

1681-1688  Discrimination based on sex or blindness, Title IX 

2301-2415  Carl D. Perkins Vocational and Applied Technology Act 

6311  State plans 

6312  Local education agency plans 

UNITED STATES CODE, TITLE 29 

794  Section 504 of the Rehabilitation Act of 1973 

UNITED STATES CODE, TITLE 42 
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2000d-2000d-7  Title VI, Civil Rights Act of 1964 

2000e-2000e-17  Title VII, Civil Rights Act of 1964 as amended 

2000h-2000h-6  Title IX 

12101-12213  Americans with Disabilities Act 

CODE OF FEDERAL REGULATIONS, TITLE 28 

35.101-35.190  Americans with Disabilities Act 

36.303  Auxiliary aids and services 

CODE OF FEDERAL REGULATIONS, TITLE 34 

100.1-100.13  Nondiscrimination in federal programs, effectuating Title VI 

104.1-104.39  Section 504 of the Rehabilitation Act of 1973 

106.1-106.61  Discrimination on the basis of sex, effectuating Title IX 

 

Management Resources: 

CSBA PUBLICATIONS 

Meeting California's Challenge:  Access, Opportunity, and Achievement:  Key Ingredients for 

Student Success, 2017 

The School Board Role in Creating the Conditions for Student Achievement, 2017 

African-American Students in Focus:  Closing Opportunity and Achievement Gaps for African-

American Students, 2016 

African-American Students in Focus:  Demographics and Achievement of California's African-

American Students, 2016 

Latino Students in California's K-12 Public Schools, 2016 

Research-Supported Strategies to Improve the Accuracy and Fairness of Grades, 2016 

Climate for Achievement Governance Brief Series, 2015 

Math Misplacement, 2015 

CENTER FOR URBAN EDUCATION PUBLICATIONS 

Protocol for Assessing Equity-Mindedness in State Policy, 2017 

WEB SITES 

CSBA:  http://www.csba.org 

California Department of Education:  http://www.cde.ca.gov 

Center for Urban Education:  https://cue.usc.edu 

Safe Schools Coalition:  http://www.casafeschools.org 

 

 

 

Policy AMADOR COUNTY UNIFIED SCHOOL DISTRICT 

adopted:  November 14, 2018 Jackson, California 
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9 Things Culturally Relevant Educators Do 
Use High-Engagement Strategies 
Never lecture for 45 minutes. If you do, it will be clear that you know the material, but you won 't know if your students 
do until an assessment. 

Celebrate Academic Success 
What you celebrate is what you value. Provide positive reinforcement for th ings other than sports, music, and 
entertainment. Dedicate a section of your classroom giving students praise for academic achievement. 

Build Relational Capacity 
What can you get your students to do based solely on your relationship with them? Show students that you respect 
them and care for them. As Rita Pierson said, "Kids don 't learn from people they don 't like." 

Provide Scaffolding 
You don't need to change what you're teaching, but consider changing how you deliver it Scaffold your assignments by 
breaking them into manageable chunks and giving your students the tools they need to successfully complete each part. 

Include All Learning Styles 
Create lesson plans that support left- and right-brained thinking. School is built for left-brained thinking. Provide more 
scaffolding and offer students more ways to show mastery of content. 

Build Movement and Collaboration Into Your Lessons 
As adults, we expect the opportunity to move, stretch , and dialogue. Why wouldn 't we let our students move and interact 
in their learning too? 

Activate Prior Knowledge 
No matter what topic you 're teaching, look for what your students can relate to and use that to increase their 
background knowledge. Bu ild on that knowledge through your instruction. 

Identify and Develop Talents 
Let your students show mastery of your class with their talents. Don't put ceilings on what your students can do. Put the 
floor underneath their feet. 

Try a New Seating Arrangement 
Think about how you can arrange your classroom to be conducive to collaborative strategies. This allows your students 
to be collaborators and inquirers, and to learn more from each other. This way you can be the guide on the side 
(instead of the sage on the stage). and you'll become a facilitator of learning. 

Establish Verbal and Non-Verbal Cues 
Creating verbal , non-verbal . and cal l-and-response cues supports classroom management in a fun way and can create a 
positive culture in your class. 

Want to learn more about Culturally Relevant Teaching? Visit: 
www.avid.org/ crt-webinar.ashx 14
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Cultural Proficiency:  The Continuum 
Cultural 

Destructiveness 
Cultural 

Incapacity 
Cultural 

Blindness 
Cultural 

Pre-Competence 
Cultural 

Competence 
Cultural 

Proficiency 
Seeking to eliminate the 

cultures of others in all 

aspects of the school 

and in relationship to 

the community served 

Trivializing and 

stereotyping other 

cultures; seeking to 

make the cultures of 

others appear to be 

wrong or inferior to the 

dominant culture 

Not noticing or 

acknowledging the 

cultures of others within 

the school community; 

treating everyone in the 

educational system 

without recognizing the 

needs that require 

differentiated 

interaction 

Increasing awareness of 

what you and the school 

don’t know about 

working in diverse 

settings; at this level of 

development, you and 

the school can move in 

a positive, constructive 

direction, or you can 

falter, stop, and possibly 

regress 

Aligning your personal 

values and behaviors, 

and the school’s 

policies and practices in 

a manner that is 

inclusive of cultures 

that are new or different 

from yours and the 

school’s; enables 

healthy and productive 

interactions 

Holding the vision that 

you and the school are 

instruments for creating 

a socially just 

democracy; interacting 

with your colleagues, 

students, families, and 

the community as an 

advocate for life-long 

learning to serve 

effectively the 

educational needs of all 

cultural groups 
See the difference and 

stomp it out. 
See the difference and 

make it wrong. 
See the difference and act 

like you don’t. 
See the difference and at 

times, respond 

inappropriately. 

See the difference and 

value it. 
Seek the difference and 

esteem it as an advocate 

for equity. 
“In this class, we speak 

English only.” 

 
 “If we could get rid of 

our special needs 

students, our scores 

would improve.” 

“You know that those 

parents never show up 

to school functions.”  
 
“Asian students come to 

this country and 

succeed.  Why wouldn’t 

the other students do so 

as well?” 

“I don’t see color.  I just 

see kids.” 
 
“Racism and 

discrimination don’t 

exist anymore.  I really 

hate it when parents use 

the race card.” 

“During Christmas time 

I have a menorah in my 

classroom.” 

 
“We value all cultures.  

We have a night where 

parents bring food 

representing their 

country.” 

“A student made a 

derogatory remark and I 

used it as a teachable 

moment to remind 

students of the right 

thing to do.” 
 
“The co-teach model 

with the push-in Special 

Education teacher is 

allowing us to have 

honest conversations 

about differentiation in 

the classroom.” 

“Our school’s Social 

Justice and Equity 

Vertical Team is doing 

a great job of 

embedding culturally 

relevant lessons into our 

curriculum.” 

 
“My job as an educator 

is not only to teach 

content.  I also openly 

embrace my role as an 

advocate for each child 

and their family.” 
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By Delores B. Lindsey and Randall B. Lindsey

C
ultural proficiency is about serving the needs of all students, with a 
laser-like focus on historically underserved students. When educa-
tion is offered in a culturally proficient manner, historically under-
served students gain access to educational opportunities intended 
to result in high academic achievement. When education is deliv-
ered in a culturally proficient manner, all students understand and 
value their own culture and the cultures of those around them. In 

the same vein, when educational experiences are delivered in a culturally proficient 
manner, all educators, legislators, board members, and local business community 
members understand and value the culture of those around them in ways they have 
rarely experienced or appreciated. 

Culturally proficient professional learning focuses on the learner outcomes 
described in Learning Forward’s Outcomes standard. Professional learning 
aligned with educator effectiveness and focused on student performance takes 
into consideration the student’s culture, learning style, and academic need. 
Clearly stated outcomes with a system for monitoring and benchmarking ensure 
equitable student results.

THE CONCEPTUAL FRAMEWORK 
To understand the Conceptual Framework for Culturally Proficient Prac-

tices on p. 52, begin reading at the bottom of the table and follow the arrows to 
the top. Observe that markedly contrasting sets of values guide behavior. Take 
particular note of the manner in which barriers are unhealthy while guiding 
principles as core values inform healthy practices. Recognizing and understand-
ing the tension that exists for people and schools in terms of barriers versus assets 

Delores and Randall Lindsey 

approach the Outcomes 

standard through the lens of 

their cultural proficiency work 

to highlight the equity focus 

embedded in the standard. In 

their full essay in Reach the Highest 

Standard in Professional Learning: 

Outcomes, they write, “Cultural 

proficiency is an approach to equity 

and access for all learners. 

… Our assumption, built 

on sound practice, is 

equitable professional 

learning experiences 

aligned with professional 

learning standards and 

student performance goals 

support equitable learning 

outcomes for educators 

and their students.” They 

also explore the idea of 

“inside-out change” for individuals 

and systems and its importance 

in achieving equity of access and 

outcomes (Lindsey, Lindsey, Hord, & 

von Frank, 2016). 

This excerpt dives into their 

cultural proficiency tools and 

framework and their connection to 

the Outcomes standard. 

theme   
EXPLORE THE STANDARDS  
FOR PROFESSIONAL LEARNING

JSD     |     www.learningforward.org February 2016     |     Vol. 37 No. 150

OUTCOMES

BUILD CULTURAL 
PROFICIENCY TO 
ENSURE EQUITY
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February 2016     |     Vol. 37 No. 1 www.learningforward.org     |     JSD 51

Professional learning that increases educator effectiveness and results for all students aligns its outcomes with 
educator performance and student curriculum standards. 

ABOUT THE BOOK

Lindsey, D.B., Lindsey, R.B., 
Hord, S.M., & von Frank, 
V. (2016). Reach the highest 
standard in professional 
learning: Outcomes. Thousand 
Oaks, CA: Corwin. Excerpted 
with permission.

is a good first step in this journey of continuous improvement. 
Acknowledging barriers that exist for students and being able 
to see their cultures as asset-based prepares educators for serving 
the diversity of students in their classroom, school, and district. 
Take time to read each layer of the table and note how the ar-
rows indicate relationships and patterns of influence.

BARRIERS VERSUS CULTURAL ASSETS
The barriers to cultural proficiency and the guiding prin-

ciples of cultural proficiency are the invisible guiding hands of 

the framework. Barriers inform the harmful aspects of the con-
tinuum — cultural destructiveness, incapacity, and blindness 
— while the guiding principles function as core values to guide 
the constructive aspects of the continuum  — precompetence, 
competence, and proficiency. 

Recognizing and acknowledging the barriers to cultural 
proficiency is basic to overcoming resistance to change within 
ourselves and our schools. The barriers to culturally proficient 
attitudes, behaviors, policies, and practices are systemic forces 
that affect our daily lives and impact professional learning by 
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theme  EXPLORE THE STANDARDS FOR PROFESSIONAL LEARNING 

embracing deficit conceptions of students and their cultures 
(Cross, 1989; Lindsey, Nuri Robins, & Terrell, 1999, 2003, 
2009). Forces that serve as systemic barriers include:
• Being resistant to change and believing that, since the cur-

rent system works for most students, there must be a defi-
ciency with those who can’t keep up.

• Being unaware of the need to adapt and expecting that it 
is those who are not currently successful who are failing to 
adapt. 

• Not acknowledging systemic oppression by either being 
oblivious to forces, such as racism or sexism, or dismissing 
them as artifacts of bygone eras.

• Benefiting from a sense of privilege and entitlement that 
current policies and practices foster and either not being 
able to see that some communities are served poorly or sum-
marily ignoring discrepant results in the school.
On the Conceptual Framework for Culturally Proficient 

Practices above, note the line between the barriers and the guid-
ing principles. That gulf between cultural blindness and cultural 
precompetence represents the paradigmatic shifting point where 
educators have clear choices.

On the left, educators are victims of social forces and em-
brace a cultural deficit approach to marginalized and historically 
underserved communities, or, every bit as damaging, they re-

THE CONCEPTUAL FRAMEWORK FOR CULTURALLY PROFICIENT PRACTICES

THE ESSENTIAL ELEMENTS FOR CULTURALLY PROFICIENT PRACTICES
Serve as standards for personal and professional values and behaviors, as well as organizational policies and practices:
• Assessing cultural knowledge.
• Valuing diversity.
• Managing the dynamics of difference.
• Adapting to diversity.
• Institutionalizing cultural knowledge.

The Cultural Proficiency Continuum portrays people and organizations who possess the knowledge, skills, 
and moral bearing to distinguish among healthy and unhealthy practices as represented by different 
worldviews:

UNHEALTHY PRACTICES:
• Cultural destructiveness.
• Cultural incapacity.
• Cultural blindness.

Differing 
worldviews

HEALTHY PRACTICES:
• Cultural precompetence.
• Cultural competence.
• Cultural proficiency.

Resolving the tension to do what is socially just within our diverse society leads people and 
organizations to view selves in terms of unhealthy and healthy.

BARRIERS TO CULTURAL 
PROFICIENCY

Serve as personal, professional, and 
institutional impediments to moral 
and just service to a diverse society 
by:
• Being resistant to change;
• Being unaware of the need to 

adapt;
• Not acknowledging systemic 

oppression; and
• Benefiting from a sense of 

privilege and entitlement.

Ethical 
tension

GUIDING PRINCIPLES OF CULTURAL PROFICIENCY

Provide a moral framework for conducting one’s self and 
organization in an ethical fashion by believing the following:
• Culture is a predominant force in society.
• People are served in varying degrees by the dominant 

culture.
• People have individual and group identities.
• Diversity within cultures is vast and significant.
• Each cultural group has unique cultural needs.
• The best of both worlds enhances the capacity of all.
• The family, as defined by each culture, is the primary 

system of support in the education of children.
• School systems must recognize that marginalized 

populations have to be at least bicultural and that this 
status creates a distinct set of issues to which the system 
must be equipped to respond.

• Inherent in cross-cultural interactions are dynamics that 
must be acknowledged, adjusted to, and accepted.

SOURCE: Lindsey, Nuri Robins, & Terrell, 2009.
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Build cultural proficiency to ensure equity

THE CULTURAL PROFICIENCY CONTINUUM: DEPICTING UNHEALTHY AND HEALTHY PRACTICES

Cultural
DESTRUCTIVENESS

Cultural
INCAPACITY

Cultural
BLINDNESS

Cultural
PRECOMPETENCE

Cultural
COMPETENCE

Cultural
PROFICIENCY

COMPLIANCE-BASED TOLERANCE FOR DIVERSITY TRANSFORMATION FOR EQUITY

Cultural 
destructiveness: 

Seeking to 
eliminate 
references to the 
culture of “others” 
in all aspects of 
the school and in 
relationship with 
their communities.

Cultural 
incapacity:

Trivializing “other” 
communities and 
seeking to make 
them appear to be 
wrong.

Cultural 
blindness: 

Pretending 
not to see or 
acknowledge the 
status and culture 
of marginalized 
communities and 
choosing to ignore 
the experiences 
of such groups 
within the school 
and community.

Cultural 
precompetence: 

Increasingly aware 
of what you and 
the school don’t 
know about 
working with 
marginalized 
communities. It 
is at this key level 
of development 
that you and the 
school can move 
in a positive, 
constructive 
direction, or you 
can vacillate, 
stop, and possibly 
regress.

Cultural 
competence: 

Manifesting your 
personal values 
and behaviors 
and the school’s 
policies and 
practices in a 
manner that is 
inclusive with 
marginalized 
cultures and 
communities 
that are new or 
different from you 
and the school.

Cultural 
proficiency: 

Advocating for 
lifelong learning 
in order to be 
increasingly 
effective in serving 
the educational 
needs of the 
cultural groups 
served by the 
school. Holding 
the vision that you 
and the school are 
instruments for 
creating a socially 
just democracy.

SOURCE: Adapted from Terrell & Lindsey, 2009.

gard racism, sexism, ethnocentrism, and heterosexism as societal 
issues too ingrained for schools to overcome. In contrast, on 
the right, educators choose to believe in their capacity to effec-
tively educate all students, irrespective of their race, ethnicity, 
gender, socioeconomic status, sexual identity, special needs, or 
faith communities.

The guiding principles of cultural proficiency are core values 
that regard students’ cultures as assets. The guiding principles 
help identify and overcome both overt barriers that serve to 
marginalize students as well as the unrecognized and uninten-
tional barriers that serve to limit students’ access and eventual 
academic success. The issue of intentionality is very important. 
To students, their families, and members of their community, 
overt and unintentional barriers feel the same whether they are 
intentional or unintentional on the part of educators and the 
school. 

Culture embraced as asset serves to make the guiding prin-
ciples inclusive. In order to be effective and manifest an inclu-
sive approach to culture, your core values and the school’s core 
values must be deeply held beliefs and values fully vetted by you 
and members of your learning community. They cannot and 
must not be lightly agreed to in nodding assent, then carelessly 
disregarded. 

Note that the guiding principles are brief, direct, and un-
complicated statements. As you continue your cultural profi-

ciency journey, you may choose to use these guiding principles 
as your core values. It is important to have core values that 
serve as the moral center of your work and your school’s work 
because it is our core values that shape our actions. The guiding 
principles inform our actions through the stages of cultural pre-
competence, cultural competence, and cultural proficiency. The 
alignment of what we profess to value with our actions becomes 
our outcomes measurement. Members of the community can 
only assess what we do, not what we say.

TRANSFORMING SCHOOL CULTURE 
In considering issues of diversity, equity, and access, the or-

ganizational culture must be the focus of professional learning. 
Researchers have studied organizational and school cultures ex-
tensively and concur that schools need leaders who understand 
and manage that culture in a constructive manner (Deal & Ken-
nedy, 1982; Fullan, 2003; Schein, 1992, 2010; Wagner et al., 
2006). Experienced and new educators agree that change is not 
easy. Implementing new practices in schools is often difficult and 
made even more challenging when addressing the educational 
needs of historically underserved or marginalized students. 

No Child Left Behind and similar state-level initiatives have 
contributed to a slowly evolving national context of responding 
to the educational needs of marginalized communities in ways 
not previously confronted. While it may be true that change is 
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not easy, we know also that change in our increasingly diverse 
society is inevitable and natural.

Formal and nonformal school leaders must be able to rec-
ognize and acknowledge personal and institutional barriers to 
creating conditions for teaching and learning while advocating 
for practices that benefit all students, schools, and districts. The 
Conceptual Framework for Culturally Proficient Practices is a 
mental model for managing change that we use to understand 
and tell our stories in ways that may inform as you continue 
your journey to increased effectiveness as an educator (Dilts, 
1990, 1994; Lindsey, Nuri Robins, & Terrell, 2009; Senge et 
al., 2000). 

CULTURES AS ASSETS
With this basic grounding in acknowledging barriers and 

using core values informed by the guiding principles, we are 
now prepared to get to the doing. The Cultural Proficiency 
Continuum (see p. 53) and the Essential Elements for Cultur-
ally Proficient Practices (see below) are the most visible tools 
of cultural proficiency and are represented by what we do, not 
by what we say we do. The essential elements are standards for 
personal and professional behavior as well as for organizational 
policies and practices. The guiding principles are core values 
that inform and guide the essential elements. When culture is 
embraced as an asset, professional learning goals can be crafted 
for ourselves as educators and for the communities we serve. 

The Cultural Proficiency Crfrontinuum on p. 53 aligns the 
six phases of cultural proficiency to illustrate that the effects of 
the barriers are in contrast to the effects of the guiding prin-
ciples. The cultural destructiveness, incapacity, and blindness 
phases are composed of harmful behaviors that explicitly or im-
plicitly foster actions that limit the academic and social success 
of historically marginalized students or the effective exclusion 
of historically marginalized colleagues and community mem-

bers. In marked contrast, the culturally precompetent, compe-
tent, and proficient phases are inclusive and support policies 
and practices for students, educators, parents, and community 
members by esteeming their cultures.

The Essential Elements for Culturally Proficient Practices are 
carefully crafted standards borne out of a deeply held value for 
culture in all its manifestations. Engaging in effective professional 
learning experiences that honor and recognize diverse communi-
ties combined with the view that students’ cultures are assets on 
which to build a relationship better equips educators to meet the 
academic and social needs of historically marginalized students. 

Valuing culture and diversity through commitment to the es-
sential elements prepares educators to manage change effectively. 

COMMITMENT TO IMPROVEMENT 
A school or district’s change initiative is often the primary 

indicator of success or failure in reaching student performance 
goals. A variety of factors reflect the level of commitment: edu-

THE ESSENTIAL ELEMENTS 
FOR CULTURALLY PROFICIENT 
PRACTICES

1. Assessing cultural knowledge: 
Becoming aware of and knowing 
the diverse communities within your 
school. Knowing how educators 
and the school as a whole react to 
marginalized communities. Learning 
how to be effective in serving these 
communities. Leading and learning 
about the school and its grade levels 
and departments as cultural entities in 
responding to the educational needs 
of the underserved communities.

2. Valuing diversity: Creating informal 
and formal decision-making groups 
inclusive of parents/guardians 
and community members whose 
viewpoints and experiences are 
different from yours and the dominant 
group at the school, which will enrich 
conversations, decision making, and 
problem solving.

3. Managing the dynamics of difference: 
Modeling problem-solving and conflict 
resolution strategies as a natural and 
normal process within the culture of the 
schools and the diverse contexts of the 
communities of your school.

4. Adapting to diversity: Learning about 
underserved cultural groups different 
from your own and the ability to use 
others’ experiences and backgrounds 
in all school settings.

5. Institutionalizing cultural 
knowledge: Making learning about 
underserved cultural groups and 
their experiences and perspectives 
an integral part of the school’s 
professional development.

SOURCE: Adapted from  
Terrell & Lindsey, 2009.

DELORES B. LINDSEY, a retired associate professor, uses 
the lens of cultural proficiency to help education leaders 
examine their organization’s policies and practices as 
well as their individual beliefs and values about cross-
cultural communication. 

RANDALL B. LINDSEY is an emeritus professor at 
California State University, Los Angeles, and an education 
consultant on issues related to equity and access. 
He works with colleagues to design and implement 
programs for and with schools and community-based 
organizations to provide access and achievement.
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IDENTITY: The individual’s or group’s sense of self.

Answers the questions: WHO ARE WE? OR WHO AM I?

BELIEF SYSTEM: The individual’s or group’s values, beliefs,  
assumptions, and meanings.

Answers the questions: WHY DO WE DO WHAT WE DO?

CAPABILITIES: The individual’s and group’s reflective and dialogic skills 
to use new knowledge, understanding, and proficiencies.

Answers the question: HOW CAN WE DEVELOP AND USE THE SKILLS THAT WE HAVE?

BEHAVIORS: The individual’s or group’s actions and reactions.

Answers the question: WHAT SPECIFIC BEHAVIORS CAN I (OR WE) EMPLOY?

ENVIRONMENT: Basic physical surroundings, tools, materials,  
supplies, and technology.

Answers the question: WHAT DO WE NEED TO BEGIN?

NESTED LEVELS OF ORGANIZATIONAL CHANGE

SOURCE: Adapted from Lindsey, Martinez, & Lindsey, 2007.

Build cultural proficiency to ensure equity

cators’ public pronouncements, the allocation of resources (i.e. 
time, people, money, and materials) assigned to the initiative, 
the widely held belief that the initiative can produce desired 
results, the overall efforts to sustain growth over time, and the 
ability of teachers and leaders to identify change initiatives as 
part of “the way we do things around here.” 

Robert Garmston and Bruce Wellman expanded the work 
of Gregory Bateson and Robert Dilts by developing a model of 
intervention based on the nested levels of learning (Garmston 
& Wellman, 1999). The Nested Levels of Organization Change 
above is a model of behavioral and organizational change that 
supports consideration and implementation change efforts, such 
as those in the college- and career-readiness standards.

The nested levels indicate that behavioral and observable 
changes most significantly occur when all levels are addressed. 
Change that occurs at one level impacts behaviors below that 
level (i.e. allocation of resources, decision making, problem 
solving, professional development, assessment, curriculum, and 

instruction decisions). Change processes that reside only at the 
lower levels have little impact or influence on the levels above, 
limiting the chances or opportunities for large-scale changes 
(Lindsey, Kearney, Estrada, Terrell, & Lindsey, 2015). 

School improvement efforts focused at the two lowest lev-
els — providing or improving facilities, purchasing materials 
of instruction, and implementing new academic programs as 
mandated by local, state, or federal agencies — are common in 
schools and districts. Such interventions represented as change 
or improvement processes are often employed as the answer to 
problems such as disproportional suspensions and expulsions of 
specified cultural groups of students. The same answer is often 
applied to the cultural characteristics of students in advanced 
placement or honors classes.

Although these lower-level interventions are important 
and necessary, they should be employed only after considering 
whether they are the most effective. Beginning at the lower 
levels of the change process often becomes “fill-in-the-blank” 
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responses to problems, issues, or needs. Schools or districts of-
ten see new programs or interventions as the solution to dis-
proportionality or underrepresentation even before analyzing 
student data or student needs and posing questions that chal-
lenge operating assumptions. 

Implementation decisions for school change initiatives 
should be based on student achievement and participation data, 
involving educators in collaboratively selecting intervention 
programs, developing instructional techniques, and designing 
assessment strategies that reflect student needs. Educators have 
to be engaged in collaborative conversations and data dialogues 
as part of their districtwide reform efforts to support all stu-
dents, parents, and community members. 
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Amplify change with professional capital

22



The Cultural Proficiency Continuum Self-Assessment 
Read each of the points on the continuum, presented in italics, and the indicators that 
follow. Place a mark in the column that best matches your ability to describe how culture 
is regarded. Please treat this instrument as a needs assessment, not a test to be passed. For 
the instrument to have value for you, it must provide you with a profile of what you 
already know and what you have yet to learn. 
 

The Continuum for Cultural Proficiency 

The Continuum and Indicators Yes No Not Sure 

Cultural Destructiveness – I can describe how cultures that 
are different from mine are negated, disparaged, or purged by: 
 

• describing how systems of oppression (i.e., racism, 
sexism, homophobia) are represented in the history of 
our country 

• describing how historical oppression is usually 
invisible in our history and literature texts 

• describing how the invisibility of culture in schools 
leads to non-dominant groups not being viewed as 
legitimate 

• describing one specific example of cultural 
destructiveness in our school/program 

     

Cultural Incapacity – I can describe how my cultural values 
and beliefs can be elevated and how cultures that are different 
from mine can be suppressed by: 
 

• describing how superiority and inferiority are 
represented in the history of our country (e.g. Jim Crow 
laws and the need for civil rights acts, school 
desegregation) 

• describing discriminatory practices present in some 
educational settings 

• describing instances of low expectations held by 
educators 

• describing examples of subtle messages to people that 
they are not valued 
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The Continuum and Indicators Yes No Not Sure 

Cultural Blindness – I can describe how I can act to not see 
differences among cultures and to not recognize differences by: 
 

• describing how the messages that people intend to send 
are often not what is heard by others 

• describing the value placed in this country on 
pretending not to see difference 

• describing how textbooks do not include the 
meaningful representation of non-dominant groups 

• describing how we use expressions such as you need to 
work a little harder and don’t be so sensitive to dismiss 
people’s struggles 

     

Cultural Precompetence – I can describe how my lack of 
knowledge, experience, and understanding of other cultures 
limits my ability to interact with people whose cultures are 
different from mine by: 
 

• giving examples of the frustration of knowing that 
current practices are not effective and not knowing 
what to do 

• describing instances of jumping to easy solutions that 
have no sustaining effect 

• describing the paradigmatic shift that occurs when 
moving from talking about others as beign the problem 
to discussinghow one changes their practices to meet 
the needs of people from other cultural groups 

• describing the movement at this point in the continuum 
as representing a tipping point 

     

Cultural Competence – I can describe my use of the essential 
elements as standards for adapting my behavior by: 
 

• describing how I am aware of the impact my culture 
has on others 

• describing how valuing diversity is different from 
tolerance 

• describing how one adapts to diversity inorder to be 
effective 

• describing how one uses the essential elements to 
leverage change, personally, and organizationally 
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The Continuum and Indicators Yes No Not Sure 

Cultural Proficiency – I can describe my constructive 
experiences in a variety of cultural settings by: 

• describing how learning about cultures is a life-long 
process 

• describing examples of advocacy as a moral construct 

• describing examples of esteeming the cultures of others 

• describing how one learns about the cultures of others, 
including organizational cultures 

     

 

Score Sheet 

There is no score sheet in the traditional sense. The purpose of the exercise is for you to 
have the opportunity to reflect on what you know and value prior to coaching others. 
Please accept our invitation to reflect on the marks and comments you entered into the 
Yes, No, and Not Sure columns. 

 

Reflection 

Take a few moments and review the six points on the Continuum, the indicators and the 
columns you marked for each point. What was your reaction to the first three points of 

the continuum? What was your reaction to the next three points of the continuum?    
What did you learn about yourself in doing this activity? 

 

 

 

 

 

 

 

Adapted from:  Lindsey, Delores B., Richard S. Martinez, and Randall B. Lindsey. Culturally Proficient Coaching: 
Supporting Educators to Create Equitable Schools. 
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t h e  p r i v i l e g e  wa l k  

The typical classroom version of this activity involves between 10-40 participants. Throughout 
the privilege walk, the following statements are read by the facilitator and the participants are 
asked to take a step forward or backward based on their responses. This activity forces 
participants to confront the ways in which society privileges some individuals over others. It is 
designed to get participants to reflect on the different areas in their lives where they have 
privilege as well as the areas where they don't. 

The following is the complete set of questions from the classroom version of this activity. 

 If your ancestors were forced to come to the USA not by choice, take one step back. 

 If your primary ethnic identity is "American," take one step forward. 

 If you were ever called names because of your race, class, ethnicity, gender, or sexual 

orientation, take one step back. 

 If there were people who worked for your family as servants, gardeners, nannies, etc. 

take one step forward. 

 If you were ever ashamed or embarrassed of your clothes, house, car, etc. take one step 

back. 

 If one or both of your parents were "white collar" professionals:  doctors, lawyers, etc. 

take one step forward. 

 If you were raised in an area where there was prostitution, drug activity, etc., take one 

step back. 

 If you ever tried to change your appearance, mannerisms, or behavior to avoid being 

judged or ridiculed, take one step back. 

 If you studied the culture of your ancestors in elementary school, take one step forward. 

 If you went to school speaking a language other than English, take one step back. 

 If there were more than 50 books in your house when you grew up, take one step 

forward. 

 If you ever had to skip a meal or were hungry because there was not enough money to 

buy food when you were growing up, take one step back. 

 If you were taken to art galleries or plays by your parents, take one step forward. 

 If one of your parents was unemployed or laid off, not by choice, take one step back. 

 If you have health insurance take one step forward. 

 If you attended private school or summer camp, take one step forward. 

 If your family ever had to move because they could not afford the rent, take one step 

back. 
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 If you were told that you were beautiful, smart and capable by your parents, take one 

step forward. 

 If you were ever discouraged from academics or jobs because of race, class, ethnicity, 

gender or sexual orientation, take one step back. 

 If you were encouraged to attend college by your parents, take one step forward. 

 If you have a disability take one step backward. 

 If you were raised in a single parent household, take one step back. 

 If your family owned the house where you grew up, take one step forward. 

 If you saw members of your race, ethnic group, gender or sexual orientation portrayed 

on television in degrading roles, take one step back. 

 If you own a car take one step forward. 

 If you were ever offered a good job because of your association with a friend or family 

member, take one step forward. 

 If you were ever denied employment because of your race, ethnicity, gender or sexual 

orientation, take one step back. 

 If you were paid less, treated less fairly because of race, ethnicity, gender or sexual 

orientation, take one step back. 

 If you were ever accused of cheating or lying because of your race, ethnicity, gender, or 

sexual orientation, take one step back. 

 If you ever inherited money or property, take one step forward. 

 If you had to rely primarily on public transportation, take one step back. 

 If you attended private school at any point in your life take one step forward. 

 If you were ever stopped or questioned by the police because of your race, ethnicity, 

gender or sexual orientation, take one step back. 

 If you were ever afraid of violence because of your race, ethnicity, gender or sexual 

orientation, take one step back. 

 If your parents own their own business take one step forward. 

 If you were generally able to avoid places that were dangerous, take one step forward. 

 If you were ever uncomfortable about a joke related to your race, ethnicity, gender or 

sexual orientation but felt unsafe to confront the situation, take one step back. 

 If you use a TDD Phone system take one step backward. 

 If you were ever the victim of violence related to your race, ethnicity, gender or sexual 

orientation, take one step back. 
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 Imagine you are in a relationship, if you can get married in the State of ___ take one 

step forward 

 If your parents did not grow up in the United States, take one step back. 

 If your parents attended college take one step forward. 

 If your parents told you that you could be anything you wanted to be, take one step 

forward. 

 If you are able to take a step forward or backward take two steps forward. 
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