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A Message ﬁ/owv the State § W&ntmdmf
of Public Instruction

ulturally responsive practices are essential to supporting children’s development

in all domains. To address culturally responsive practices in early care settings,

seven noted experts have been brought together to create this second edition of A

Guide to Culturally Sensitive Care, which was developed collaboratively by the
California Department of Education and WestEd. The guide focuses on understanding the
role that culture and language play in contributing to children’s development and includes
important considerations in caring for young children from diverse cultural and linguistic
backgrounds. The publication introduces readers to new ways of thinking about culture
and its impact on child development. It suggests ways for teachers to collaborate with
families to better understand how family goals and values influence their daily caregiv-
ing practices and routines. In addition, the book aims to help infant/toddler care teachers
deepen their appreciation of how they are influenced by their own cultural beliefs and
how an awareness of one’s beliefs is the foundation for being responsive to the cultural
perspectives and experiences of young children and families. Above all, this resource
offers infant/toddler care teachers many practical ideas on how to create relationships
with families and establish meaningful connections between the home and the early care
setting.

It is our hope that everyone in the infant/toddler field will use this new publication
hand in hand with the other resources created by the Department of Education to promote
the well-being and long-term development of California’s youngest children and their
families.

Tt [Jonlateson

Tom TORLAKSON
State Superintendent of Public Instruction
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Intvoduction

As early education programs strive to promote development for all children, those
from diverse cultures as well as those from the mainstream, meeting the challenge of
making everyone’s culture visible will do more than merely improve program prac-
tice—it will reshape the entire field. To discover ways to educate all children, we must
also consider the unique differences of individuals. An important influence on these
differences is one’s culture. As our understanding of culture’s influence on the devel-
opment of all people deepens, our understanding of human universals will increase.
So as we work to discover the developing cultural child, we at the same time unveil the
human child.

—Carol Brunson Day, Concepts for Care: 20 Essays
on Infant/Toddler Development and Learning

ilbert, Goode, and Dunne (2007) state that “Culture is the learned and shared

knowledge that specific groups use to generate their behavior and interpret their

experience of the world. It comprises beliefs about reality, how people should

interact with each other, what they ‘know’ about the world, and how they should
respond to the social and material environments in which they find themselves.” Through
culture, children gain a sense of identity, a feeling of belonging, and beliefs about what
is important in life, what is right and wrong, and how to care for themselves and others.
When children are raised only in their home culture, they learn those lessons almost ef-
fortlessly. But when they spend some of their formative years in child care with people
who were not raised in their culture and who do not necessarily share the same family
and community values, the learning of those important
early lessons becomes more complex. That is the condi-
tion that many young children are now experiencing in
the United States, as cultural diversity in child care is
becoming the norm.

Because child care is becoming more culturally het-
erogeneous, infant/toddler care teachers can no longer
be expected “naturally” to provide care that is consistent
with parental care. Child care programs are experienc-
ing an unparalleled growth in linguistic and cultural
representation among the families and children served;
therefore, understanding the impact of the out-of-home
child care experience and the child’s home culture on a
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child’s development is crucial. The Program for Infant/Toddler Care is particularly con-
cerned about the impact of the situation on children under three years of age. Research
and practice have shown that for infants and toddlers to prosper in child care, their experi-
ences should reflect a care teacher’s sensitivity to the home culture. When out-of-home
caregivers support the child’s primary language and culture, they not only help the child
develop, but also open the child care program’s doors to the child’s parents and com-
munity. Early caregiving in a child’s native language and within familiar cultural rules
makes child care a secure and supportive experience for the child. Culturally responsive
care influences positively the development of identity, social competence, language, and
intellectual competence.

This guide is written to assist infant/toddler care teachers in becoming more cultur-
ally responsive. It is intended to help teachers (1) better understand themselves and how
they are influenced by their own cultural beliefs, (2) better understand the children and
families they serve, and (3) learn a process for relating to cultural issues in a way that will
help them become more effective teachers. The entire guide is based on three unifying
themes that recur throughout the text:

e Cultural diversity is good and enriching for everyone.

* Cultural responsiveness is an ongoing process that continues to develop over time.

* Support of a child’s full participation in his or her home culture is vital to optimal
development.

The guide is divided into four sections, including a suggested resources section. Seven
chapters written by experts in infant/toddler development, multicultural education, and
cultural sensitivity underscore the need for culturally responsive infant/toddler care. The
contributing authors present information, strategies, and insights for teachers working
with infants and toddlers from culturally and linguistically diverse communities. The
authors share the belief that commonalities and differences are fundamental to all human-
ity and that cultural diversity brings a rich mosaic to life. The purpose of the guide is to
help readers analyze their own culturally driven behaviors, expand their ability to accept
children and adults as they are, and respond more appropriately to people from cultural
backgrounds different from themselves.

The first chapter, “Culture and Identity Development: Getting Infants and Toddlers Off
to a Great Start,” by Carol Brunson Day, provides a brief overview of identity develop-
ment in the early years, highlighting the important role of infant/toddler care teachers in
supporting the development of young children’s positive sense of self as cultural beings.
The author identifies basic characteristics of culture and discusses culturally responsive
and consistent practices that empower infants and toddlers in multicultural child care set-
tings. The chapter closes with practical ways for teachers to connect the cultural experi-
ences of families and children to children’s experiences in care.

The second chapter, ‘“Prejudice, Bias, and Inequity in the Lives of Infants and Tod-
dlers,” by Louise Derman-Sparks, introduces readers to the ways in which prejudice, bias,
and social inequity enter the lives of infants and toddlers. The chapter challenges readers
to think deeply about messages regarding “who matters or does not matter, and who mat-
ters more” in early care settings and how these often subtle messages affect infant/tod-
dlers’ sense of competence and well-being. Thoughtful and critical examination of one’s
own beliefs and biases regarding families served in the programs is recommended as the
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first step toward providing culturally respon-
sive care. Additionally, elements of the early
care setting (e.g., vision/mission, organiza-
tional culture, milieu, staff makeup and rela-
tionships with one another) are considered as
central to building culturally responsive early
care and education programs.

In the third chapter, “Inclusion of Children
with Special Needs in Diverse Early Care
Settings,” Deborah Chen provides insight into
some of the diverse perspectives that families
hold around disability. Readers are introduced
to early intervention terminology, eligibility
criteria, and interventions for infants/toddlers
with special needs. In addition, ways to sup-
port participation and a sense of belonging in
the early care setting are discussed.

The fourth chapter, “A Cultural Com-
munities and Cultural Practices Approach to
Understanding Infant and Toddler Care,” by
Alison Wishard Guerra and Sarah Garrity,
introduces readers to a new way of thinking
about culture and its impact on development.
A cultural communities and cultural practices lens is discussed as a powerful way to un-
derstand variations within ethnic and linguistic groups as opposed to making comparisons
across these groups. Teachers can utilize this framework to explore with families how
one’s goals and values influence daily caregiving practices and routines.

The fifth chapter, “Cultural Sensitivity in Caregiving Routines: The Essential Activities
of Daily Living,” by Janet Gonzalez-Mena, examines the importance of ongoing and open
communication between parents and child care providers. The author focuses on the care-
giving routines of feeding, diapering and toileting, and sleeping and napping as examples
of how established practices may conflict with the culturally based approaches of parents.
An open attitude of respect is recommended in communicating with parents about rou-
tines in the child care program. Through an understanding of the cultural reasons behind
caregiving practices and preferences, teachers may find acceptable ways to accommodate
parents’ requests.

The sixth chapter, written by Louise Derman-Sparks, takes the reader on an adventure
of self-evaluation, challenge, and professional cultural growth. This chapter is relevant
to the field of cultural awareness and sensitivity. Although it is not necessary to know
everything there is to know about the cultures of the children with whom infant/toddler
teachers work, the process of acknowledge, ask, and adapt challenges even the most expe-
rienced teacher to grow in cultural understanding. Through a process of thinking, writing,
and evaluating, the reader learns concrete methods by which to identify, communicate,
negotiate, and resolve issues of responsive caregiving.

The seventh chapter, “Creating Collaborative Relationships with Linguistically Diverse
Families,” by Gisela Jia and Alison Wishard Guerra, discusses the complexities of work-
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ing with young children from a wide array of linguistic and cultural backgrounds in early
care settings. For young children, culture and language are essential to their developing
sense of self and belonging. As such, continuity between the home and the care setting is
recommended. This chapter offers a wide variety of strategies for teachers to engage with
families in ways that support children’s dual-language development and promote infant/
toddlers’ sense of belonging in early care settings.
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Culture and Identity Development: Getting
Infants and Toddlers Off to a Great Start

Carol Brunson Day

The Beginnings of Identity Development Are in Infancy

In crafting the preparation and training of infant and toddler care teachers, J. Ronald
Lally calls for a focus on identity development as a central concern of infancy. He asserts:
[1]n the process of forming [their] preliminary sense of self . . . part of
what infants and toddlers get from caregivers are perceptions of how
people act at various times and in various situations (seen as how the
infant should behave), how people act toward them and others (seen as
how they and others should be treated), and how emotions are expressed
(seen as how they should feel). The infant uses these impressions and
often incorporates them into the self she becomes. . . . More is happen-

ing than tender loving care and learning games—values and beliefs are

being witnessed and incorporated. (Lally 1995, 58-59)

he idea that an infant is not yet

an individual (psychologically

speaking)—but is in the process

of becoming one—is widely
accepted among experts in infant/tod-
dler development. Although many factors
influence this process, it is within the
context of close, nurturing relationships
that infants begin to see themselves as
they are seen by others who are signifi-
cant in their lives. In this context, infants
begin to develop an identity, which is a
set of organized beliefs about themselves
that influences how they behave in social
settings.

Right from the beginning of life,

infants are competent in engaging in

social interaction and very soon become
sophisticated in their understanding of
the social world. During their first year
of life, infants begin to notice differences
and similarities among people around
them, including differences in skin color
(Derman-Sparks and Olsen Edwards
2010; Katz and Kofkin 1997). Children
as young as two years of age may begin
to talk about the differences they see
between people and begin to comment
on these differences. Between the ages of
three and five years, children may begin
to include racial categories in how they
identify themselves and others (Winkler
2009). When the caregivers in an infant’s
life are aware of the sophisticated ways



in which children process information in
their world, they can respond in a cultur-
ally responsive and sensitive manner. This
is important because the way that teach-
ers respond to infants and toddlers as the
children notice differences between others
and themselves influences how infants
process these experiences and contributes
to their developing sense of self.

As the number of child care and early
education programs serving infants and
toddlers increase, greater attention is fo-
cused on teachers’ capacities to recognize
that their actions are being perceived and
interpreted by young children and incor-
porated into their definition of self that
they are forming.

For example, Zero to Three has
established this premise in its advice to
parents, caregivers, and policymakers,
arguing that “the development of strong
attachment relationships with family and
primary caregivers is a central task of
infancy.”1 It is in the context of warm,
loving relationships that infants learn to
trust, to feel safe exploring their world,
and to develop a sense of competence and
confidence in their ability to master new
skills. This growing sense of self-esteem
and personal identity is a foundation for
later success (Zero to Three 2009).

Dimensions of Identity Development

As this personal identity forms,
children are also developing a refer-
ence group identity. In fact, Bordere and
Morrison (2001) argue that children’s
developing sense of reference group
identity stems from certain social con-
texts, including gender, class, ethnic, or
racial group membership. Others have
argued that maintaining an ethnic identity
is particularly relevant when one’s ethnic
group is a “minority” group in the soci-
ety (Rosenthal 1987). Margaret Spenser

and her colleagues (Swanson et al. 2009)
maintain that, because personal identity
and reference group orientation are inex-
tricably bound together, understanding
one’s personal self as distinct from one’s
social group requires advanced cogni-
tive abilities that neither infants/toddlers
nor preschoolers possess developmen-
tally. Nonetheless, as mentioned above,
it is known that the sophisticated ways

in which very young children process
information allow them to notice skin-
color differences and make group distinc-
tions among people. Yet because personal
identity and reference group identity, for
infants, are interwoven, the messages
they receive about the social group they
can distinguish and identify with also has
implications for their developing per-
sonal sense of self. Therefore, how these
complex and highly significant parts of a
child’s self-identity are treated is impor-
tant even in infancy.

Since culture shapes the context for
the social interactions that form the
fundamental building blocks of the vari-
ous dimensions of identity, it is through
cultural learning that children gain a
feeling of belonging, a sense of personal
history, and security in knowing who they
are and where they come from. Although



infants and toddlers are not capable of
understanding abstract ideas about ances-
try or how their family’s culture fits into
the larger society, Bordere and Morrison
(2001) assert that it is never too early to
demonstrate respect for children’s cultural
traditions. The fundamental question for
infant/toddler identity becomes this: How
do families and caregivers help infants
and toddlers develop an identity that
keeps them rooted in their culture and
firmly attached to their family?

O]

Zero to Three makes a solid case that
goals for infants and toddlers’ early learn-
ing must be developed with attention to
issues of culture, ethnicity, and language
in order for them to be accepted by mem-
bers of different groups. This strategy is
important because culturally authentic
and consistent practice will contribute to
the child’s developing sense of self.

Culture, ethnicity, and language are
incorporated by young infants into their
sense of self through their relationships
and experiences in their environment.
“Each child learns how I am to behave
and how others should be with me
through culturally prescribed interac-
tions” (Petersen et al. 2008, 21). Accord-

ingly, the child care environment should
“be in harmony with what goes on at
home, following the form and style of
what is familiar to the child” (Lally n.d.).

The Role of Culture in Development

Although the early childhood field has
a long history of commitment to develop-
ing culturally appropriate approaches to
educating young children (“multicultural
education”), it still struggles with under-
standing the role of culture in the devel-
opment of our youngest children (Mas-
chinot 2008; Derman-Sparks and Olsen
Edwards 2010). To develop a culturally
responsive approach, it is essential to
understand that what children learn from
parents and infant care teachers is an idea
system that extends deep into the values
of a group of people. Learning goes far
beyond the things generally associated
with culture, such as art, music, or styles
of dress. As a child acquires cultural ways
of being, these cultural rules for behavior
impact identity by giving children the
tools to understand their family/communi-
ty and be understood in it. Acquiring the
idea system of the group is so powerful
that it gives children the ability to interact
with the group. For example, babies are
born with the capability to make sounds;
however, those sounds become meaning-
ful only as they communicate with their
families. Through communication the
sounds are shaped and organized into the
words and sentences the babies’ families
use to share meaning. Thus, as children
come to know the ideas that govern
speech and language in their community,
they gain the power to communicate and
to represent themselves in the world.

So when infant/toddler care teachers
treat culture with an almost exclusive em-
phasis on the celebrations, styles of dress,
art, music, and food habits, they fail to



appreciate the depth of cultural impact
and the idea system at work in the process
of development. Although a child’s iden-
tity is impacted by participation in family
cultural rituals, the focus neither starts
nor ends there. Surrounding children with
artifacts and customs that are a part of
their history, homes, and communities is
important. However, when that approach
becomes the sole emphasis in attempts to
embrace culture, it diverts attention from
the more fundamental role that culture
plays in the development of children’s
social, emotional, physical, and intellec-
tual well-being. The challenge for infant
care teachers and trainers of infant and
toddler care teachers is to understand the
importance of culture to human develop-
ment and to move beyond mere cultural
appreciation and enrichment to cultural
empowerment.

Cultural Empowerment: Preparing
Infant/Toddler Care Teachers for
Competent Practice

This view about the ways that culture
empowers the process of development
is gaining ground in the field of early
childhood education and care. Whereas
the field once sought to teach children
to appreciate the culture of others, or to
enrich children’s understanding of their
own, now it strives to teach children in
a culturally consistent context. Teachers
must become aware that they probably
will never learn a cultural curriculum that
they will teach; instead, they will learn
ways to relate to issues of culture. It will
take work and study to understand the
subtleties of how culture influences and
empowers people. Such an endeavor is
especially important for teachers respon-
sible for the care of children who come
from cultures that are different from the
teachers.

The cultural empowerment approach
helps the infant/toddler care teacher
provide culturally consistent settings for
children—settings built on the attitudes,
values, and behavioral expectations of the
home culture of the child. The knowledge
that teachers need to create such settings
resides in understanding the deep struc-
ture of culture and the way it works to
support development.

Children build their basic sense of
trust, security, and stability on cultural
foundations learned at home. Therefore,
continuity, consistency, and respect in the
early care environment for cultural foun-
dations are essential to children’s growth.
As stated in chapter 2, program practices
vary in terms of continuity or discontinu-
ity with the family’s culture. When the
family’s culture is ignored or when infant
care teachers react to children who are
culturally different from them as though
they are deficient, underdeveloped, or in-



competent, children experience problems
in communication, in getting their needs
met, and in establishing relationships.
Under those conditions, children lose the
power to develop their overall well-being.

The cultural empowerment of children
involves recognizing negative reactions to
cultural differences and taking steps to-
ward shifting these thoughts and reactions
toward more affirmative ones. One way
for infant/toddler care teachers to do this
is to learn more about how culture is and
is not transmitted. The following concepts
are essential to helping teachers move
toward a deeper understanding of cultural
differences:

e Culture is a set of rules for behavior.
e Culture is characteristic of groups.
e Culture is learned.

¢ Individuals are embedded, to different
degrees, within a culture.

e Cultures borrow and share rules.

e Members of a cultural group may be
proficient in cultural behavior but un-
able to describe the rules.

Understanding these concepts will help
in building relationships with families,
a necessary part of providing culturally
consistent and empowering care that sup-
ports identity development for infants and
toddlers.

Culture as a Process

The six concepts mentioned above
focus on the “deep structure of culture.”
They help promote an understanding of
culture as a process. A more detailed dis-
cussion of each concept follows.

1. Culture is a set of rules for be-
havior. Culture cannot be “seen”
because the rules are invisible; one
can see only the products of culture:

the behaviors produced by the rules.
Nevertheless, cultural rules do not
cause behavior; they influence peo-
ple to behave similarly, in ways that
help them to understand each other.
It is by understanding a culture’s
rules that one knows how to greet a
person younger than oneself, older
than oneself, a friend, or a stranger.
Cultural rules help teachers to know
how to hold a baby. Cultural rules
shape food preferences and celebra-
tions—determine whether the sun or
the moon is celebrated; whether to
wear a dress or pants, or nothing at
all. These rules give meaning to all
the events and experiences of life.
The essence of culture is not these
behaviors themselves, but the rules
that produce the behaviors.

. Culture is characteristic of

groups. The rules of a culture are
shared by the group, not invented
by the individual. The rules of the
group, which are passed on from
one generation to the next, form the
core of the culture. It is a mistake to
confuse individual differences with
group cultural differences. Each per-
son develops a unique personality as
a result of his or her personal history
and, at the same time, develops in a
cultural context with some behav-
ioral characteristics that are shared
by other members of the group.

. Culture is learned. No one is born

acculturated; rather, each person is
born with a biological capability to
learn. What each person learns de-
pends upon the cultural rules of the
people who raised the person. Some
rules are taught with words: “hold
your fork in your right hand, and
your knife in your left.” Other rules
are demonstrated by actions—when



are within the core of a
culture. Thinking about
behavioral variations in
this way helps those who
work with individual
families to understand
why, for instance, not

all Japanese people “act
Japanese.”

5. Cultural groups bor-
row and share rules.
Each cultural group
has its own set of core

to smile, how close to stand when
talking to someone, and so on.

Because culture is learned, it is

a mistake to assume a person’s
culture by the way she or he looks.
Someone may be racially black and
culturally Irish. A person can also
become bicultural or tricultural by
learning the rules of cultures other
than his or her own primary group.

. Individuals are embedded, to dif-
ferent degrees, within a culture.
Because culture is learned, it may
be learned well by some people in
the group and less well by others.
As children are acculturated, they
usually learn the core rules of their
culture, yet they may not always
learn each cultural rule equally well.
Some families are more bound to
tradition, others less so. Further,
even though families and individu-
als learn the cultural rules, they may
not always behave according to
what they have learned—some
people are conformists; others are
nonconformists. Consequently, the
behavior of members of a cultural
group will vary, depending on how
deeply embedded their experiences

behavioral rules and is
therefore unique; yet
some of the rules of Culture A may
be the same as the rules of Culture
B. This happens because cultural
rules evolve and change over time,
and sometimes when two groups
have extensive contact with one
another, they influence each other

in some areas. Thus two groups of
people may speak the same lan-
guage, yet have different rules about
roles for women. Understanding of
this concept helps to avoid confu-
sion when a person from another
culture is so much like the teacher in
some ways, yet so different in other
ways.

. Members of a cultural group may

be proficient at cultural behavior
but unable to describe the rules.
Acculturation is a natural process;
as people become acculturated,

they are not conscious that their
ideas and behavior are being shaped
by a unique set of rules. Just as a
four-year-old who is proficient with
language cannot diagram a sentence
or explain the rules of grammar if
asked to do so, so also people may
become thoroughly proficient with
cultural behavior without con-



sciously knowing that they behave
according to rules. In the same way,
understanding acculturation explains
why one cannot walk up to a person
and ask him or her to teach the
culture. Teachers probably cannot
explain theirs.

Culturally Responsive Practices
That Support Identity Development

The following practices are culturally
responsive and support identity develop-
ment in infants and toddlers.

1. Make a commitment to learn
about the cultural expectations
of the families whose children are
in your care and eliminate any
stereotyped and biased attitudes
toward cultures different from
your own. There are no shortcuts to
achieving this goal; it is a continu-
ous process. A conscious choice is
required to create a climate in which
dialogue about culture occurs on
a regular basis. In such a climate,
infant care teachers and parents
can raise issues openly, and deci-
sions about what is best for children
are collaborative, resulting from
a negotiated consensus. Where
to begin is not difficult—begin at
the beginning. Commit yourself
to identifying and examining your
own cultural biases with the aim of
eventually eliminating them. Re-
member that everyone has biases
from growing up and living in a
society in which negative attitudes
and practices are institutionalized in
the political, social, and economic
systems that govern everyday life
(Katz 1978). Biases in institutional
systems give privilege to one group
over others by declaring the char-
acteristics of that group superior

to all others. Racist, classist, and
sexist ideas must also be rejected.
There are many written resources

to help you explore your biases (see
http://www.EdChange.org). Several
organizations that specialize in such
resources for educators are the Anti-
Defamation League’s A World of
Difference Institute (http://www.adl.
org/education) and Educational Eq-
uity Concepts (http://www.edequity.
org).

. Actively search for subtle mes-

sages of bias in your daily life. One
beginning exercise to become aware
of how biased messages subtly pen-
etrate one’s life involves examining
the ways in which different people
and their behavior are represented
on prime-time television. Arrange
with a group of teachers, or with
both teachers and parents, to watch a
series of the same television pro-
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grams; then meet for a follow-up
discussion of what was seen and not
seen on the television screen. You
will probably find that the charac-
ters represent a limited range; in
fact you might notice characters in
roles that reflect typical stereotypes
for their racial or cultural group;

or you might notice the absence of
members of diverse racial or cul-
tural groups. No matter how much
one may want to deny that those
images affect one’s attitude about
various groups of people, they do.
An important step in the exercise is
to look for appropriate models in the
community to counteract the nega-
tive mass-media stereotypes. This
kind of exercise can help eliminate
bias if it is carried out in a sensitive
manner. Once bias is acknowledged,
it is necessary to go beyond the
negative images to the positive ones
to be shared with the children in
your care.

. Seek accurate information about
the culture of the children in your
care and determine how to use the
information in the care setting.
Keep in mind the six concepts of ac-
culturation presented earlier. Avoid
focusing only on artifacts. Instead,
try to get at the attitudes and values
in the deep structure of the culture,
knowing that various families are
embedded to different degrees in
their culture and that they may be
unable to verbalize the cultural
rules. Talk with families about what
they do at home that they feel is par-
ticularly culturally significant, what
they consider to be the right and
wrong ways to discipline children,
and how they want their children to
express anger or relate to authority

figures. Ask how they feel children
should act toward their friends and
toward their siblings. Have them
describe their style of bathing their
babies, feeding them, and playing
with them. Remember that you, too,
operate on cultural rules and should
share them in the discussions.

. Read about other cultures and

discuss what you read with your
families and colleagues. Ask peo-
ple from other cultures whether the
information you read is of value and
discuss with them when and how to
apply it. A good deal of theoretical
as well as practical material appears
in the early childhood education
literature. The Internet is an excel-
lent way to locate resources (one
example is the Web site http://www.
EdChange.org). The most visible
and well-known body of information
in recent years has resulted from the
multicultural education movement
that began in earnest in the 1960s
(York 2006; Cross, Baker, and Stiles
1977). The movement has had an
enormous impact and has generated
a large body of curriculum mate-
rial. Much of what has been written,
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however, contains stereotypes and
biases. Be cautious and remain open
to other people’s opinions about
what you read.

. Help families deal with issues

of cultural conflict. Children and
families experience conflict when
society devalues them by demand-
ing that they give up their culture
to achieve success (Delpit 1995;
Hale-Benson 1986; Morris 1986).
Often, families do not realize that
young children can become bicul-
tural. Family members think they
must choose between their culture
and the dominant one. Sometimes
they feel that the dominant culture
is more important, and they want
their children to be successful in the
broader society. That conflict can
be resolved through open discus-
sions and program approaches that
support families in maintaining their
cultural integrity while they are
acquiring skills to function in the
larger society.

. Work consciously to establish

a program approach that helps
children function in their own cul-
tural community and builds their
competence in the culture of the
larger society. Set up care settings
that emphasize the following strate-
gies:

a. Use culturally appropriate
(culturally empowering) child-
rearing strategies in the daily
functions of the care environ-
ment.

b. Use children’s native language
to communicate with children
and their families.

c. Select and train program staff
members who understand how

culture influences their own be-
havior and who know the culture
of the children.

d. Establish agreed-upon strate-
gies to foster development in the
children’s own culture. (For ex-
ample, develop both English and
the native language through the
natural use of both languages in
child care, whenever possible.)

e. Establish agreed-upon strategies
to facilitate the development in
children of skills necessary for
successful functioning in the
dominant culture. (Development
of such skills is most effectively
done by programs with an addi-
tive approach, helping children
to gain additional skills rather
than substitute dominant-culture
skills for home-culture skills.)

To grow and thrive, children need cul-
tural skills—skills that will provide them
with power and productivity in main-
stream North America and with a sense of
meaning in life, history, and home. With
help, they will learn those skills and form
views about who they are and who they
can be. Children see themselves only as
they are seen by the adults in their lives.
When children see themselves through
culturally responsive eyes, they will see
their power.
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