DOCUMENT RESUME

ED 084 923 ' , FL 004 643"

AUTHOR Baratz, Joan C.; And Others

TITLE Development of Bilingual/Bicultural Educatlon Models.
‘ Final Report. .

INSTITUTION Education Study Center, Inc., Washington, D.C,

SPONS AGENCY Office of Economic Opportunity, Washington, D.C.

PUB DATE 73 '

NOTE ' 191p.

EDRS PRICE KF-$0.65 HC Not Available from EDRS.

DESCERIPTORS *Biculturalism; *Bilingual Education; *Bilingqualism;

Bilingual Schools; Bilingual Students; Community
Developmert; Educational Needs; Educational Policy;
*Educational Programs; Educational Strategies;

* Language Planning; *Language Programs; Language Role;
Minority Groups; Non English Speaking; Second '
Language Learning; Sociolinguistics

ABSTRACT

This report discusses the development of
bilinqgual/bicultural education models. Included is information
concerning the goals of bilingual education, six models of program
realization, and problems and possibilities in implementing the
models. Also included are footnotes and a bibliography. The
appendixes present various articles: "A Brief Survey of Selected
Bilingual Programs and Curricula," by Judith Perez de Heredia; "The
Descriptive Analysis, Establishment, and Measurement of "Bilingual"“
Verbal Behavior,'" by Stanley Sapon; "Bilingual Education: An
International Perspective," by Charles Ferguson, Catherine Houghton,
and Marie Wells; "Pedagogical Models of Bilingualism--A
Socielinguistic Appraisal,™ by William Stewart, and
“"Biculturalism-Bilingualism," by Harvey Sarles. [Not available in
hard copy due to marginal legibility of original document.] (SK)




5
>
s
3
i
e

= ||m Provided

DUVIELOGPIEIY OP ﬁILIUGUAL/WICULmUﬁAL EDUCATIN

v eceaa
N N o

FILMED FROM BES’I‘ AVAILABLE COPY

1) .

. - FL

-
“ODITLS

"THAL TERONT

00 GrAT 4 30061

U.5. OEPARTMENT OF HEALTH,
EOUCATION & WELFARE
NATIONAL INSTITUTE OF

EOUCATION

THIS DOCUMENT HAS BEEN REPRO
OUCEODO EXACTLY AS RECEIVED FROM
THE PERSON OR ORGANIZATION ORIGIN
ATING IT. POINTS OF VIEW OR OPINIONS
STATEO OO NOT NECESSARILY REPRE
SENTOFFICIAL NATIONAL INSTITUTE OF
EOUCATION POSITION OR POLICY.

Prenared Ly

tilliam », Stewvart

Juidith Perez e Heredia

rANAatEI A Q4 Ax “PERMISSION TO REPRODUCE THIS COPY-
Ecucatio Stu 4 Center RIGHTED MATERIAL HAS BEEN GRANTED BY

Mbcxxn. Ebakd}2.

Convright & 1273

TO ERIC AND ORGANIZATIONS OPERATING
UNDER AGREEMENTS WITH THE NATIONAL IN-
STITUTE OF EDUCATION. FURTHER REPRO:
DUCTION OUTSIDE THE ERIC SYSTEM RE.
QUIRES PERMISSION OF THE COPYRIGHT
OWNER." .




DEVIELOPIEHIT OF BILINGUAL/BTICULTURAL EDUCATION MODLLS
- Takle of Contents

1.0 Introduction

1.1 pilingual education versus education of
" minority group children

2.0 GCoals of bilingual education
2.1 Eocietal level
2.2 Socidlinquistic level
2.3 Program level

3.0 Development of models

3.1 Anthropological and psychological models
: of human behavior

3.1.1 RBducation from an anthrovological
perspective: Fnculturation, ac-
culturation, biculturation

3.1.2 1Il’ducation from a psvchological
perspective

3.2 Scociclinguistics ~ on language acauisition
and bilingaalism

3.2.1 ©The particularistic, hehavioristic
model, concerning language acquisi-
tion and hilingualism

3.2.2 The nativistic, relativistic model,
conuerning language acquisition and
Litingualism

3.2.3 The cognitive psychology model,
concerning language acquisition anAd
bilingualism

3.3 Conclusion

19
14

15

15

31



4.0 DProgram realizations:@ six models {nlus one)

4.1 Programmatic obhservahles - the theoretical
axis

4.1.1 7Teachers and teacher training - the
relativist base

4.1.2 '"Teachers and teacher training - the
normativist model

4,1.3 Curriculum choices - the relativist
model

4.1.4 Curriculum choices - the normativist
model

=Y
[0S

Programmatic observables - the methodolo-~
gical axis 1

4.2.1 TFeatures of the irmersion methodo-
logy’ ' . :

4,.2.2 Teatures of the hehavicrist metho-
dology

4.2.3 Teatures of the discovery model
.. 4.3 The community develonrent model
4.4 Summary of models

4.5 Check lists of observables for assigning
programs to models

4.6 Other variables

5.0 Implementing the models: problems and possibi-
lities

IFootnotes
Ribliogranhy
Apnendix X: N Brief Survey of Selected Bilingual Pro-

granms and Curricula
by Judith Perez de Heredia

33

35

37

38

30

39

N

an

.40



Aprendix B: The Dascriptive Analvsis, Tstablishment,
and HMeasurement of "Bilingual" Verbal Be-
havior
by Stanley M. Sapon

Bilingual Nducation: An International
Perspective

by Charles A. Ferguson, Catherine Illoughton,
and Harie:yells

Pedagogical Models of Bilingualism -
A Sociolinguistic Appraisal
vy William A. Stewart

Biculturalism—-Bilinqualism
by Harvey B. Sarles



Q

ERIC

Aruitoxt provided by Eic:

DCEVELOP/ENT OF BILINGUAL/RICULWURAL ENUCATICIT MODILS

‘1.0 Introduction

In 1968 in response to the rencated failure of non-Eng--
lish speaking children in our public schecols, Congress
nass2d the Dilingual Tducation Act (BF2) as Titla VIT of the
amended Elementary and Secondary Fducation Act (TSREA). This
authorized Federal expenditures to pubklic schools that insti-
tuted ilingual education vrograms for economically disadvan-
taged non-Iinglish svealzing children. »2Mlthough there were a
fevy bilinqual programs that were state supnorted pripor to the
?PA, the vast majorityv of non--Fnaglish snealiing children were
placed into regqular nublic school nrograms waere they vere
expected to sink or svim. ‘

In 1969, 7% programs were funded by I'GEA Title VIT monies
(Pena 1270, 3): by 1272 there were 211 such programs.l (0ffice
of Bducation, 1272) It has been estimated that the numher of
children currently being served by Title VII funds constitutex
less than 1.7% of those children who might %“e e=ligible.

(A\lire 1272)

Daswite the fact that only a tiny fraction of the eligible
children were receiving programs initiated under Title YII
expenditures, and deswnite the fact that none of the wroorams
had pbeen in existence more than three vears, in early 1%72 it
vas decided by the Denartment of Health, Iducation and "elfare
(DHEY!) that an evaluation of Title VII Lilingual nrocrams would
e undertaken and a Pequest for a Pronosal (FP) concerning
such an evaluation vas circulated.

Responsas to the RPP were evaluated by a panel involving
ataff from the Division of Tilinadual Education as wrll a=c from
the 7F "lanagement aid Planning Office. There was annarentlv
intense rivalry for the contract among Spanish-American c¢on-
sulting firms as well as other ceducational firms. It became
evident in the course of the selection process that some of -
tie indivirluals connected with the review nanel had involve-
ments that vere highly irrecular if not illegal vith firms sub--
mitting provnosals. hecause of these aoparent irregularities --
e.g., the confidential panel revie' comments on proposals were
transmitted to firme that vere competing for the contract --
it wvas decided to abandon evaluation efforts at that time.

Shortly after ihe Office wf Fducation (OF) nlans for an
evaluation rrere drormed, the Office of Tconomic Opnortunity
(O0r2) decided to conduct a nlanned variation study in which
various models of Lilingual educAation would bz constructed
in orger to determine rodels of effective bilingual ecduca-
tion. :
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The rationale belind a wlann2¢ variation studv is that
such large--scale, svsteratic ernerimentation vill present a
data Lase for more intelligent »nolicv making as regards the
choice of options for allocation of resources. Such a ration-
ale assumes sgaveral things-

1. Policy making can he de-politicized by the infusion
of science. Baratz (1v72) agives us some evidence that this
right not Le the case tthen he renorts the following incident:

. « o in my wanderinas through the "research

to ordexr world the bLest Aefinition, [of no-

licy relevant research] and »erhans the most

operational one, came fror an ex-rmember of

tha Cabinzt vho looke at.re with an infec-

tious smile and raic, "Policv relevant research,

rny oy, is hatever researci I need to sunmort

my policy. (hraratz, <. 1270, 3)
2. The options availakle caon 22 maninulated vithin a
nolicy frame. %hic does rot necessarilv annear to e the
case. One can easily create and carryv out 2 »olicv that
there shall be one teachar to every five chilédren, but no-
licy stating that teachers shall not be et'inocentric is not
50 easily imnlerented.

3. 4Yhe options being varie? (for examnle, nodels of
education) are the ones crucial to solving the »nroh:lems
(e.g., poverty). Thev may, in fact, not be tha2 crucial
ones, or thesy may e nececscary hut not suffinient.

4, The ontions being tested renresent the universe nof
alternatives ralated within the nolicy issue. In realitw,
the models tested mav be the ones most =2asily imnlerented
hut perhars not the ones necessarv to solve the nrobler
(even if the colutiontlies in finding the right model).

8. The ontions that mav be dermonstrated to he effec-
tive in a wlanne! variation study are eventually deliverable
outside of the »lanned studv. Fvidence with other attemnts
at educational innovation (see, for examnle, farason's (1971)
descriptions of 2xweriences with ‘new math') do not seem to
support such an assumntion.

ihe preliminary evi“ence of earlier "»lannec¢ variation”
studies doex not suggest the nroductivity of such a procedure
for offering solutions to comnlex educational »nrohlems that
would Le of great help to rolicv makers. ['onetheless, ONC
and OFE have begun. the imnlementation of a »wlanned variation



O

ERIC

B
l

-3

é" » LR (] (] ’ ‘
study of "bilingual education.3 This report rzpresents

Phase I -- the construction of kilingual/bicultural models -
for this planned variation stuldy.

It is important to note here that an underlving assump-
tion of the OEO planned wvariation study is that it is the
absénce of testable models in existing nroarams that make
an evaluation of them, in terms of discovering the crucial
elements for successful education, impossible. The factors
that have contributed to the difficulties in existing nro-
grams (absence of teacher training, adequate personnel,
curricula, etc.) and their evaluations (political issues as
well as the absence of adequate measurements) are the same
ones that may make for the difficulties in imnlementing a
planned variation study of bhilingual/bicultural models of
education that will yield readv answers to the endemic nroh-
lems of education flor minority group children in the United
States. The difficulties inherent in bilingual e:ucation
programs todav may not be a simple one of a dearth of models,
therefore, the provision of more fullv explicated models is

. not likely by itself to vield promising answers to the nrob-

lems of educating non-English speaking disadvantaged chil-
dren. Unlike basic research, here the failure of one sug-
gested solution does not affect the rationale for continued
study of possible causes and reredies, a planned variation
study of bilingual education (given the nresent lack of
knowledge and materials and the consequent difficulties with
implementation) mav onlv provide a rationale for the policy
maker who needs$ “science®:to support his desire to cut back
such programs.
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1.1 ©2ilingual eclucation versus education of minoritw groun
chilcdren : .

Uith the 1054 Sunrere Gourt decision involving Rrown v.
roard of Lducation, Topeka, Yansas, care a hurst of concern
on the part of educators for the econormically disadvantagned
minority groun child. 1In 1964, the Civil Richts Act called
for the conduct of a survay to determine '"the lachk of avail-
ability of equal ecducational omnortunities for individuals
by reason of race, color, religion or naticnal origin’' rrithin
the nation's nublic schools. 'that gsurvey, cornletacd in 124¢€,
and known popularly as The Coleman Neport, dramaticallv doc-
unented the educational failure of disadvantaced minority
group children. There follormd a three nronged educational
policy - integration, more roney and finally cchimunity con-
trol -+ designed to cure these educational ills.

The initial response concerning the educational failure -
of poor minority group chillren (it was to some extent a
class -hased phenomenon in that our schools annecared to he
able to educate middle class children from minority croun
farilies) ras to embrace the "culture of povert;’ mod=al.
Inde2d, the three nolicy efforts.outlined above can be seen
as generated from suchx a model. The “culture of novertv”
model postulates that the conditions of noverty wnroduce a
culture (i.e., psycho-social environrent) whic“ when trans--
mitted to a child produces a nathology in that the child is
unable to function aferruately in terms of the mainstream "
society. Integration postulated that the exneriences of
going to zchool with “successful” children (hy mainstream
definition) would in itself nroduce ecucational irmrovement
in minority groun children in that it would reduce the stigma
of segregation, and in manv ingtances wrovide minority croun
children with “better schools and teachers - - that is
schools and teachers that l:af demonstrated success in the
past with their rajority group student nopulations. Inte-
gration proposad no fundamental change in @oals, what was
to be taught, or how it zhould ke taught. Competence in
nasic skills was still the m=asure of success,

ilore money addressed the insue of the former unequal
distribution of goods and services to noor, minority groun
students, and to the need of rer2diating the skills of mino--
rity groun children who were to be intzgratad with majoritw
agroup children who were alreadv achieving at or akove the
national norms on tests of basic slillz. This additional
money vas denarally used for snecial services (e.q., psvcho-
logists and reading specialists), new eruipment (e.q., =slide



nroiectors and tane recorders), new materials (e.q., likrary
books,; commerecial curriculum) or to reduce teacher/punil
ratios Again the general nroceriure was not on2 of funda-

mental eﬂucatlongl change but rather of intensity --—~ more
of the same.

Community control, which came on the heels of the apnar-
ent failure of the initial nolicies, again was not so much
an educational changes as a shift in terms of responsibility
For service delivery. It, too, was born out of the “culture
of poverty’ model in that it was -an effort to reduce the

“feeling of nowerlessness” that was 5o often described in
the literature as characteristic, while at the same time
creating “role models” for the minority group children to
asoire to.

Tiie Bilingual Fducation Act was passed when these edu-
cational pOllC‘G vere in full swing and indees, they are
reflected in the act itself. Integration was not emnhasized;
however, the Cffice of Tducation guide1inca did svecify
that “children from environments vhere the dominant language
is Inglish are eligible to particinate when their partici-
nation is such as to enhance the affectiveness of the nro-
gram.” (Anderson and Bover, Vol. IT, 1270, 10) The Bilin-
gual Iducation Act was a compensatory act in that it was
initiated to »nrovide extra funds for the special needs of
non-rnglish speaking childéren living in areas with a hgih
cencentration of families with incomes under $3,200. Among
the criteria usa2d to evaluate pronosals submitted to OF for
the creation of bilingual programs tras the inclusion of
evidence that such a program would provide “for extensive
involvernent of non-Inglish snzaling parents and other adults
in the community.  (Anderson and Rover, Vol. II, 1272, 13)

The aswnect of bilingual education that was unique con-
cerning educational nolicv for econowmically disadvantaged
‘children was the infusion of th=2 notion that the culture
of these non--faglish speaking childran was distinet and
valuable. Witle VII was distincuished from other Titles
cf the kElementary and Secondary Iducation Act in +Hat it
appeared to infer, at least superficiallvy, that the “special
needs® of non--English speaking woor children was not so
much a direct consequence of a culture of poverty, as it was
the presence of their own unigue, non-Anglo-Saxon culture.

Bilingual programs were not merelv to teach a second lan-
guage, Lnglish, but also to teach the native culture of

the child. 1In this sense; the 2ilingual Fducation Act pro-
nosed a fundamental change in the goals as well as the con-
tent of what vas to e the education of minoritv group, non-

o English speaking children. -
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2.0 Goals of bilingual education

Bilingual education pregraris can operate from many
different perspectives. TFerguson, Woughton and Wells (1972)
have detailed some of the goals implicit in diverse bilin-
gual programs around the world.

l. To assimilate individuals or groups into
the mainstream of society.
2. To unify a mulitlingual society.
3. To enable neople to communlvato with +he out-
" side world . . . so as to mate it possikle
for nationals to interact with foreigners.
4, To gain an economic advantage for individuals
or groups.
5. To preserve ethnic or religious ties.
6. 7o promote underﬂtanding between privileged
.and deprived grouns '
7. To reconcile dlfferent DOlltlcal or socially
separate communities.
3. Yo help meet the individual's spiritual or
emotional needs. ‘
9. To introduce 1ndlv1dual to foreign cultures,
' via language.
10. To urge the learning of language for 'its.own

sake. -

11. To spread. and maintain use nf a colonial lan-
guage. : '

12. To embellish or strengthen the education of
elites. '

13. To give two languages already przsent in the
soc1ety in unequal dis trlbutlon a rore eﬂual
prominence.

( Ferguson, lioughton and rTells)s

1

Some of these implicit goals have motivated educational
policy in the. Unitecd States even prior to the 1968 Act. In-
deed, if we look at the history of bilingual education in '
the United States we find that different goals have been
emphasized at different times and in different locations.
Thus the desire to. preserve an ethnic heritage led immicrant
groups such as the Germans in the mid-v7est in the nineteenth
century to establish their own bilingual schools. At that
time pullic policy regarding education in Ohio, Indiana
and ‘linnesota was influenced by this goal to such an extent

~that specific ethnic grouns were allowed their own schools

within the public educational systerm (Fishman 1966, 233).
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At a later date society found the goal of assimilation and
unity more crucial. The policy changed and these public
blllngual schools were eliminated.

Moreover, the crucial goals and thexefore policy, were
not the same throughout the country. At the same time that
German irmmigrants had access to public schools in their own
language, Spanish-Americans in the Southwest did not. Even
when public schools were established in'the Southwest they
paid little attention to the problems of the Spanish speaker.
In 1870, California statute required that school be taught
entirely in English. (One of the major reasons for the
policy differences was undoubtedly sociopolitical in that
German held a prestigious position as a language of scicnce
and literature whereas Spanish had come to be associated.

- with a poverty class population. The advent of World War I
“markedly altered the soc1opollt1ca1 prestige of the “erman-
language )

In regard to curren# oolwcv as lncornorated in the ESEA
Title VII legislation and the OE guidelines, it is clear
‘that both assimilation to the mainstream and preservation
of ethnic ties are important goals. On the society level,
the assimilationist-maintenance goal is an attempt to make
the society more tolerant of bilincualism and more aware of
‘cultural diversity. On the individual level, the assimila~
tionist-maintenance goal is to gain new competencies while
retaining a positive self-image.

The term transfer oriented is often.‘used to refer to
programs with assimilationist goals while maintenance orien-
ted refers to programs with goals of preservation of ethnic
Ianguage and culture. Because hoth maintenance and transfer
goals are often held by the same minority group, the attempt
to define models for thris remort within a discrete mainten-
ance or a discrete transfer paradigm appeared to be futile..

The Amish appear to have the only distinctly mainten-
ance oriented public education for a minority group in the
United States. f'hen their right to educate their children
outside the mainstream culture was upheld by the Supreme
Court, the Court noted this exception, and specifically
stated that their decision was not generalizable and related
only to the unique circumstances of the Amish group.

To our knowledge, there have heen no proposals for the
use of public funds for the education of Qpanlsh speaking
Americans for programs which do not include the teaching of
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FHQlloh and other mainstream skills. Those educators like
N0lf Xjosleth (1972) who.advoéate what thev call maintenance
programs really mean a nuadrilinqual education involving
both assimilationist. and maintenance features. That is,

the child begins school- in his vernacular, learns the locally
used English dialect and then’ pventually adds to his rener--
toire the standard dialect of each language. .Thus, such
models are not exclusively maintenance of the child's ori=
ginal culture, but process models which use that culture to
reach an assimilationist coal without comoletely e11m¢natlnq
his natlve language and cultural Horltage.

It aopeare ‘that hiculturation hy definition produces
assimilation to mainstrzam culture and languace to some ex-
tent. t‘hile a person can control a continuum of lanquage
ztyles and a rnnert01rp of interaction patterns vthich allow
him to function aooroorna+elv in a varietv of cultural con-
texts, there are choices he will have to make in gefining
his own life stvle as an adult. It may be easy to maintain
a repertoire of language and Aressing styles that can %e
emnloycd when the occasion (i.e., cultural setting) demands

.however the maintenance of conflicting value systems i
(1 e., fatalism and non-fatalism) may not be possible. .

Indeed, the issue of languaq@ and culture contact may
ultimately focua on value system discrepancies and not lan-
quade use per se. This factor mav account for the ease in
acculturation of manv immigrant ethnic crouns where the
value syster matched that of the.malnstreum as regards atti-
tudes toward work etliic, success, etc., so that assimilation
merely involved superficial. caange in such behaviors as
dressing styles and languane _

Except in the context of a societal policy of multilin-
qualism (vhich has not heen the case in the United States),
maintenance of a minority group language for more than a
generation beyond the movement from voverty and cultural
isolation to mainstrecam middle-class life is somewhat un-
usual. IHowever, examination of the nrocess of biculturalism
indicates that individuals will retain features of their
original cultural uobrlnclnq. This accounts for identifi-
alle differences in behavior and values of diverse ethnic
groups even within the middle class. .



2.1 Societal level

NDifferent elerments of the society mav give different
emphasis to various goals. Thus for the mainstream at the
societal level we may find that the »rimarv goals of »ilin-
gual e¢ tion are articulated in assimilationist trrs.
These ¢ .3 can be stated simmly as:

1. children shall be nroficient in lanquage arts
skills in Engalish,

2. children shalil nerform at or above grade le-
vel in other school subjects (academic and/or
vocational),

3. children will complete schooling, at l=ast

through hiagh school, and ‘

. ‘upon leaving hich school childran will be

able to function in mainstream settings (work,
college, etc.)

oo

oals such as

1. children shall be nroficient in their native
language, ,

2. children shall have a high self--esteem,

3. children shall have a wride in their cultural
heritage,

4, children and adults shall have an understand-

‘ ing and appreciation of bilingualism and cul-
tural diversity, and

5. adults shall particinmate in the nlanning and
decision making of the school

can be thougiht of as mediating coals within the mainstream
perspactive in that they are thought to be necesszary for
the achievenent of the nrimary goal.

. For the community, societal goals may in fact e dif--
ferent --- or at least of a cifferent prioritv sn as to re-
flect Loth maintenance and assimilationist goals. Their
nrimary goals may Le-

l. the community will havs control over the-«w
school hoth in terms of fiscal and academic
policy

2. employment of more Spanish-American profes-

; sionals :

. 3. children shall Le »nrodi

; ) Znglish language arts s

cient in Swanish and

: \) |
ERIC
e
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4. children shall have a hich ovlf -esteen
5. children shall have A »nride in their cultural
heritage

The mediating qgoals within the community rerswective might
well be '

1. nerforrmance at crade level in other schonl subjects
2. appreciation and understanding of bilingualism
and cultural Jiversity
3. children completina high school
4. children able to function in mainstream as well

as native culture unon leaving high school.

2.2 Sociolinguistic lewel

BDefore we can explora alternative goals on the socio-
linguisti¢ level, it is necnssarv to define languace from
the linguists' and the educators® n»noints of view.

from a linguist's noint of views, a lancuage is the
system of comrmunication within a given sneech cormunity.
All languages (dialects, vernacularg,_pltglns, creoles)

have definable phonoloqgical and syntactical systems which

can be described in.terms of rules which govern the spealer's
nroduction of sentences which are grammatical (accentable,
understandable) within the s»weec cormunity. ‘Mile indivi-
duals within the communitv differ in theix sneech nerformance,
they share enough features in common for the lincuist to
describe the sound svstem, the lexicon, and the grarmar : i
which underlie the individuals' sneech.

'the standard form of a narticular landnage is only the
dialect of one locale which :ecause it is (was) the center
of learning or government haz become the dialect used for
writing down history, goverament documents and alrost all
literature. From a lincuistic woint of view, however, the
dialect which is the standard languaqe is no more highly
develoned or grarmatical thar anv other dialect of that
language. (Weinreich clearlv indicate@ that there are: nd
inherently greatey linquistic values in a standard varietv
of a language when he remarked, YA lanquage is merelv a
dialect with an armv and a navy.”) 211 lancuage svstems ---
e.g., dialects -- are internallv cons l"t“nt, follow rules,
and are therefore grammatical. “Thile in manv countries the
dialect whic!i has become the standard lancuage has snread
from its original locale to bhecome the native dialect of
rmost speakers, thiat is L no means universally true. Tor
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many children, their native dialect is significantly dif-
ferent from the standard swolen or written lanquage.

Linguists and anthropologists studying cultures all
over the world have observed that

every normal child, in every known society,
gains control of the language of his cenviron-
ment. The nattern of develomment is every-
vhere thie same, wvhat<ver the child's intelli-
gence, whatever the social or economic or edu-
cational background of his parents . ... A
child vwho reaches the arz of six not snesaliing
the language of his surroundings is a rare ex-

ception indeed. (Spolsky 1272, 1, 2)

The language of the child's surroundings may not
De the language of traditionazl schooling and it indeed may
not be a formally recognized language at all, but all lan-
guage types -~ standard, diamlect, vernacular, etc. -~ are
equally valid as systems, and are classified as standard,
vernacular, creole, etc. on other than linguistic attributes.
(Stewart 1268)

Educators, on the other hand, have tended to view dia-~
lects as noorly lzarned lansuage. In so doing, thev define
the standard variety of a linguistic svite™ as "languaae”
and all of the wariants of the standard as "incorrect"” and
“vatholocical” atternts at nroducing languaqge. The litera-~
ture on educating minority froun children ic replete with
statements that these chilvren “can har-ly swneal’ tthen they
come to school, that thev fean’t even form a comnlete sen-
tence, that Blac¢k children can't express concents of nega-
tion; that not only do ‘lexican-Pmericans not speak% I'nqlish,
they "can't even spealk Spanish.” <Comments such as these
come from a normativistic vie'moint that is embodied in the
deficit model 9f education. Fducators, administrators and
lavmen: in both the mainstrear and the minority communitv
share this definition of one linguistic variety as "lan-
quage" comparec to which all other varieties are “incorrect,®
"substandard’ or “deficient.”

Educators, in general, 4o not see the vnroduction of
language as an innate, natural consequence of beinc human,
but ratiher as the result of having learned a behavior ade~
rquately or inaderuately. The exnlanation that is frensuently
nrovided to account for the "inarfecuate” learning is the
“"culture of noverty" model;/ that is, the child was not nro-
vided adequate sensory stimulation, the mother didn't talk
to him, etc.



—-12-

Consideration of these twa Az2finitions of languace
affects our aporaciation of '"ho a hilingual is and what the
goals of a program for ":im should He. ! Tt is our understand-
ing that the vagt majority of the children vho would be
inclucded in the liliraqual education proarams in this studv
speal: a non-standard dialect of Swanish or Tnglish., %The
sociolinqguistic ¢oals of these procrams will then denend
largely on two nersrectives: whaether hilincualism is vieved
as associative or disassociative and whether bilinaual edu-
cation is seen as nrocess or nroduct.

The disassociative view considers the bilincual (i
cultural) person to be the sum of two indenendently onera-
tive monolinguals (monoculturals). In some sort of schizoid
fashion tle bilingual is secen as movinc consciously bacl
and forta from one lanovage and culture to another lept
always cdistinct and mutually indenendent.

The notion of associative Bilinqualism (biculturalism),
on tiie other hand, recognizes the individual as a functional
unit whose knowledge, includina his control @f various lan-
quages and lehavior patterns, forms an interrelated whole.
Tven sunoosedly monolinqual, ronocultural speakers are
actually multilinqual and malticultural in the sense that
thiey control many different lanaquaqge codes (registers,stvles)
and many different behavinrs annronriate to various roles
(functions, interactions) which they fill every day.
(Fercquson 1253)

In ajdcdition, the orocess annroach conceives of bilin-
gual education as a means to a goal and not as an end in
itself. The rationale fcor Lilinaual education as process
has leen clearly stated in the 1253 renort on the use of
vernacular® in education®

It is axiomatic that the rest medium for
teaching a child@ is is mothar tongue.
Psvchologically, it is the svstem of meanineo-
ful signs that in "is mind veor's auvtomaticallwv
for exnression and understanding. Socioclogi-
cally, it is a means of identification amonqg
tiie mem.aers of tha community to which h2 he-
longs. =sducationallv, he learns rore auicl-ly
through it than throuch an unfamiliar medium.
(Uli=ecs 1034, 14) A

*rom the wrocess mersnactive one uses the langquage and
culture of tiile childl to teach neairr things includipfg another

ERIC
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linguistic system. Thus, the process view of bilingual
education involves using the indigenous lanqua¢ge and cul-
ture of the child -- whether sucr a lanquage and culture

is of high or low nrestiae, or standard or non-standard ~-
trithin the formal educational setting. Since such a func-
tional apnroach to kilingual ecducation rests on a recogni-
tion of the linguistic and cultural reality of the child,
concerns over the social status of that reality are, though
very recal for other purposes, nedagoaically irrelevant.

The “"product” orientation, on the other hand, looks

primarily at the output rather than the innut of the svs-

- tem and sees kilingual education as the production of a
person competent in two standar® lancuages, for employment
in international .(stancdard language) bilingual situations.
It is this position which 1u tifies bilingual education on
the grounds that to not nroduce bilinguals is '"a waste of
a valuable natural resource.” Because of this orientation
to the product, such bilinqual programs are usuall uncon-
cerned with the actual language the children sneak. Alt:ough
many of the programs make references to using the languafqe
of the children (e.g., Srnanish) and might suoerficially
anpear to Le process oriented, it frequently i3 the case
that the children speak a variant of COpanish that ig dif=-
ferent from the standard and therefore the school is not
in fact using their actual language system.?

Possilkle goals of bdilinmual education at the socio-
linguistic level include permutations of the followina-

l. children shall be ale to read standard
Englis’ty and/or stancdard S»nanish and/or verna-
cular

2. children shall he able to write standar?
Inglish and/or standarf Snmanish and/or verna-
cular

3. children shall be able to speak standard
English and/or standard Snanish and/or verna-
cular

4, children shall Le alle to understand stan-
dard Inaglish and/or standard Smanish and/or

vernacular
5. chilcren shall study all subjects in both
languages :
<o 6. children shall study onlv language arts skills

in both languages
7. <caildren shall study sorme but not all subjects
(other than language arts) in koth languages.
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Obviously the choice of languaqe qoals is wvery much
related to primary goals and tn the proarar's nrocess or
nroduct orientation,

2.3 Program level

On a more concCrete proaram level tlhere are goals vhich
relate ¢ :

1. teacher training, teacher comnetence, teacher
attitudle v

curriculum develonrent and choice

tezt Jdevclonment, evaluation wmeasures
sociocultural survey

PR VS IRV ]

Clearly, the specific teacher training and curriculum devel-
opment qoals will be influenced by the wriorities chosen

on the societal ar? sociolingquictic levels. For exammle,
if high priority on the societal level is given to the
ci:ild's self--esteer and rasnect for his indicenous culture,
and at the sociolinguistic level, orioritv is aiven to the
child®s native vernacular: t"en one of the goals of teachar
training will be to appreciatc, understand and use the ver-
nacular in ecucation. If, on the other hand, the primarv
societal goal is learnince Fnglish and the %ociclinquistic
level is nroduct oriented in recard to Srnanish, there mavy
be no teacher trairinc goals relatina to the vernacular.
Nur lists of ~observalles” for teac:2rs and matarials for
the different models in section four can be considereAd
coals for the »nrograrm level.

lithin thwe nlanned variation study, all nrograms have
to Ln evalunted in terms of the coals of all the models,
Chviously, some alternative mecdels are more conducive to
successful fulfillment of certain goals than are other
rodels. Cne of the voints of the sturldv should be tc trv
to link rodels w1ith voals, i.e., to £find out what Joesz t*hat
vest: so that, in the future, comunities and scliool hoards
who want to institute irilinqgual ecducation »nrocrams 1ill
have sowe cata base on which to chonse a nroqgranm likelv to
meet their rarticular goal nriorities.
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3.3 Development of models

The 0EO Phase I plan snecifically requested models of
bilingual/l'icultural education that would

a) explicate appronriate theories of lanaquage anA
knowledqge acruisition
b) provide models related to existing wvrograms.

In subsequent discussion with 0OF0O staff, the Pducation
Study Center (ESC) learned that NN staff member, *“r. Car-
bajal, was reviewing the OI' nrojects and it was decideAqd,
thigrefore, that kSC would concentrate moct heavily on model
construction rather than e2xisting nrograms.

n8C has attempted to specify the models of human
learning and human hehavior tthich undarlie Lilinqual/Licul-
tural »nrograms and which delilierately or tacitly motivate
choices of particular goals and stratecies within thenm.
e have also attemnted in a hroad fashion to Aeal viith how
tihese modelc of human learnine are differentiated in mndels
of bilingualism/Liculturalism in particular. Finally ve
have attempted to indicate the realizations of these models
rithin the context of educational frameworks (strategy an?d
content). hus our models have a societal level: a lin--
guistic level deriving from the societal level; and an
educational level derivina from the societal and linquistic
level.

3.1 Anthropological and nsvchological rodels of wuman be-
havior

Tt is critical for nur discussion to distinquish
setween antironoloqical and nsvchological models of human
ehavior and human develonment and the relationshing of
these to language and to education and schooling.? Anthro-
nology views human behavior from a relativicst position.

It identifies universal liehaviors -- for example, the nro-
duction of languace, the arouming together of indiwviduals -
and then examines the ranage of nossible exnressions of

that behavior within human societies. It does not nresurme
that langquagz varietv A or kinshin structure B is inherentlv
superior as a system. It cdoes nresurme that the diverse
manifestations of a lLehavior are all normal, systeratic

and an integral part of the cultures that nroduce them.

Psychologv on the other hand tends to be norrativistic.
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It defines numan behavior in terms of idealized svstems,
It tends to vier lannuage or family networks, for examnle,
not as a structural woncept that can have diverse realiza-
tions, but rather as an invariant svstem that individuals
nither master or fail to master, }lut nerhans anoroximate
in some deviant fashion.

Because nsychology has no model for dealing with Jif -
ferences it defines difference as deviance. Ther nsvcho -
logs is faced with the necesaityv of explaining the source
of the alleged deviart "ehavior. The concent of “cumula--
tive deficit” is an artifact of a normative theory to ex-
plain variance. Tor examnle, nsvchologists define languaqge
developwent normrativelv in terms of develomment of standard
I'nglish. They test minoritv orou» children, o are develon-
ing other varieties of Incvli<h, and discover thew are de-
ficient in "language develomment.'

8y extension -this normativistic model is sunerimmosed
Ly psvchologists on the cescrintion of humrman developnent.
Adult wehavior is the norm acainst vhich the child ig mea-
sured. Developrent is seen as a linear nroqression from
birth to adulthood to Ceterioration.

Thus at any given moment in childhood a chilAd is
described in terms of ho'r muc nearer to, or further from,
adulthood he is. Develonmant is defined in terms of houw
much and how well A childl has mastered adult shills. ™e
nsychological studies of lancuage develomment (("cCarthv 19%4)
are an exarnle of just such a mndel.

On the other hand, tha anthronoloqgical relativistic
model of human develonment vierrs socialization as a con-
tinuing process of the organism to learn the annronriate
behaviors for Leinog a person of a particular age in a nar-
ticular culture. The nroces~t of arriving at adulthood is
not linear. The acnuisition of hehaviors appropriate to
seing three years old are not necessarily linear to theose
of l'eing ten vears old. ™e culture can verv readily have
a model of a child of threae that dictates that he be auiet,
ask few nuestions, and interact with adults as little as
nossible, and have a model of a ten vear-old that exnccis
him to b2 noisy, lisruntive, and * full narticinant with
adults.l0 Thc irehavior of the child is not underctood in
terrs of now it apnroximates adult hehavior but rather in
tarmns of what the beliavioral rules of bheing three or ten
are as a total systen, “Me lancuage studies of Hrown and
Nis students (12464) are instructive in this regard in that

3
0
-
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the child's language is described not as a gross approxi-
mation of adult sveech, buft rather as a linguistic entity
with a highly organized structure of its ovn.

3.I1.1 EILducation from an anthronological perspective;
Enculturation, acculturation, biculturation

Anthropologists have fiscussed the education«of a
child as a process of enculturation -- that is, the trans-
mission of the culture of his community, including skills,
knowledge, attitudes and valués. In this sense, education
represents learning how to be an adult vithin one's own
community. ‘

Partcof a child's enculturation, esweciallv in a hiqghly
complex and technological societv, may include schooling.
"talinowski (1243) succinctlv stated the distinction Letween
education (the entire enculturation Process) and schooling
(a particular segment of that nrocess):

I want to start from the axiom that education is
something much wider and more comprehensive than
schooling. By education I mean the integral pro-
cess of transmission of culture. Schooling is
hat somevhat restrictecd wmart of it which is pro-
fessionally giwven by teacher to pupil, by the
professional educator to those who come under

his tutclage in an organized institution of
learnine. ("*alinowski 1243, 21)

Thus, schooling is nrimarily concerned with passing on to
ciildren those asnects of the claborated sunra--structure of
their culture -- e.g., technical and social skills --- that
are not usually taught at home. The infra-structure of

the culture - e.qg., its vorld view, values, social roles ~-
are a part of the enculturation process that is learned at
home and in the general community. In any homogeneous so=
ciety, the formal schoolinag institution is a product of

the larger society that generates it, and therefore, im-
plicitly if not explicitly, shares the values, attitucdes
and expectations that are espressed in the culture's infra-
structure. 7Thus, in a homogeneous society, schooling for
the child is harmonious t'ith, and an extension of, his edu-
cation. Schooling in such a situation represents a normal
part of the enculturation nrocess.
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The difficulty arises in a heteroceneous societv twhen
the culture of the child is different from the culture of
the dominant society at the infra-structure level., If the
child is placed in a formal schooling institution that is
a product of a diffesrent culture, then such a child is no
longer facecd with a natural continuation of his enculturation
process, but rather with the nrcessity of acculturating --
that is, acquiring a different culturz. This nrocess of
acculturation involves the rewlacement of one culture with
another. :

lien there are significant differences between the-
infra-structure of the child's native culture and that of
the elaborated susra-structure culturc of the school, the
child usually experiences failures in the school setting.
Generally, when acculturatiorn has heen successful for a
child from a different culture than that of the scheool, it
is ecause the supra-structure culture of the school fit
relatively easily onto the infra-structure of the child's
native culture. 1In such caces, the acculturation involves
superficial aspects of culture at the elaborated sunra:-
structure level rather than at the infra-structure, vorld
view level. '

For a chil? growing u» in a minority qroun culturs
vho attends the nublic schools that ars a oroduct of the
d¢ominant aroun culture, schooling is disjunctive vith his
normal enculturative nrocess.

In seeing the importance of cultural continuity ve can
better apnreciafe that whila lancuage nlays an irmortant
role az a manifzstation of a culture it i3 not the lanquage
barrier alone which is th2 crucial factor in the chiléd's
difficulties at school. »2s the UJESCO committee on Verna-
cular in !Iducation observed

Lvery child is born into a cultural environment:
the language [he learns] is hoth a part of, and
an expression of, that environment. Thus the
accruiring of this lanauage (his “mothar tongus ')
is a mart of the process Lv which a child alsoris
the cultural znvironment: it can then, be said
that this language nlays an immortant part in
moul-ling the chilc's earlv concents. Tle will
therefore, find it Adifficult to grasn any neu
concept which is so alien to his cultural environ-
ment that it cannot readils find expression in
nis mother tonque. If a foreign language belongs
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to a culture little different from his own (as
for example French is to an Fnglish child) the
child's chief difficulties will e onlv lincuis-
tic. But if the foreign lanquage bhelongs to a
culture very different from his own (as for ex-
ample, English to a Migerian child), then his
learning difficulties are greatly increased: he
comes into contact not only with a nevu language,
but also with new concepts.

(UWESCO 1954 as quoted in Plshman 1968, 690)

For the child vhose infra-structure is different
enough from that of the school and dominant socictv to
impede the acculturation nrocess, sonetimes over several
generations, b;cultgggplon mav he ‘an alternative. The hi-
culturation process is one that sees the acquisition of
another culture not so much as renlacemcnt, but rather as
the simultaneous enculturation of the individual ‘to two
different cultures. In this instance the discontinuitv
hetween the tio cultures.may he lessened by presenting the
infra-structure as well as the supra-structure of the two
cultures to the child. 1In addition the content of the
elaborated supra-structure culture mav ke prasented within
the learning stvle of the native culture so as to lessen
the differences encountered in a disjunctive schooling sit-
uation.

3.1.2 ©DRducation from a psychological persnective

Psychology has had a great deal -of influence in educa-
tion. It has been concerned vith creating images fer
teachers alxout rho children are and how children learn.
Content per se has not heen its nrimarv focus --- ratheor
attention has heen directed toward personality development
and learning theory. 'tThile stressing the importance of
individual dlfgcr-“COb (the norral curve phenomenon), psy-
chology has crezted images of idealized "normal" children
with whom teachers are likelv to come into contact. ~roup
differences have not heen of concern excent as these chil~
dren represent the “excepticnal child" -- (mentally retarded,
gifted, autistic, etc,). 'Mhere marked variance in behavior
of groups of children who are socio-culturallv distinct is
evicent, these children have_cither been incorrectly ner-~
ceived as mentaily retardedll hy vsvchologists and educators,
or have Lkeen placed in a new category, "the culturally de-
nrived”,
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“The culturellv deorive? category relics heavilv on
sociclogical corsirucsts derived from the culturs of povertw
model. . Tus msvchology has tended to view the nroblem of
educating_ mirority arxoun children as one of preventinc
hathology~2 rather than presenting a second culture to ade-
~uate .ut different children. The concent of bLiculturation
is aasent in wsycholoay which has a normative model, with
roorn! to accorwodate individual but not group #ifferences.
rs Baratz and Daratz (1967) have nointed out,

1. 'Yhe ethnocaentrism of nsvchologists that has lad
them to see their own culture as the definition
of “normal Lehavior®,

2. the normativism of the 4discipline vhich has no
wlace for qroup Aifferences and '

3. the acceptance v many nsvcholocirts of the meltinc
not myth regariina Arerica, and of a faultr egali-
tarian concept which has erroneously defined
‘equality® as ~amen=zas,

nave led nsvcholodvy in general to denv cultural differences
and lience contrilsute little tn a concent of Liculturation
in education.

Co

Psvchology has defined the nrabhlem of educatine minor-
ity children as one of "fit?. Thew have realizaed that to
some extent the cuildren of minority orouns do not “fit”
comfertaibly into tha school sviterm as it is »nresentlv con-
stituted. These childéren do not hehave-in the school set-
ting the way mainstraam children do and ther o not achiesva,
Pather thaen change the school to “fit® the chiild (an act
nat vould invelve cranting legitimacy to the child's
"strange, inaderuata: - from the mainstream teacher's ner-
spective ~-- Lehaviors), nsychologists lhave ¢enerallv nro-
nose.l chanding the child bhefore W reaches school. Thus
thev have gone bkack to tha earlv chilcdhood, "forrative”
vears in an cffort to nroduce minority groun chilsren who
will fit into the school svster when thav encounter it.

he earlv childhood Years are nracisely the neriod
vhen the child is Taing ancultvrated into the infra-struc-
ture of his native culture. - Tducators and .1ild develon-
rent psychologists (not sharine the anthronclogical model
of viable but different cultures ) aenerally; o not think
in terms of infra--structures. Terefore, thay do not con-
ceptualize the child's rroblems in terws of infra-structure

Jifference, wut concentrate entirelv on sunra-ttructure
skills.
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“iany psychologists and educators have often failed

to realize that 1any minority qroup children are, in fact,
being socialized into a vrorld view that treats time, social
relations, definitions of success, status, work, freedom,
etc. differently from their own dominant culture nercen-
tions. ©Because many minority groun children do'not disnlav
the same kehaviors ag middle class children, educators tend
to assume that these children have never, in fact, bhean
socialized -~ e.g., “develoned’ attitudes and values, ac-
¢uired language, learned to think - and thus thev have not
develonad skills neccessarv for success in school. Tith
such a view of the problen of “fit¥, it is not surnrising
to discover that the early childhood intervention vroqgrams
display a preoccunation with the skills that are a part of
the elavorated supra-structure culture (reading readiness,
vocarulary develonwnnt, numbar concepts, standard languace
use) , and little recognition of values 1ntrinsic to the
child's native culture.

Thus, thev »nronose programs that bring formal schooling
to minority grous cliildren earlier, either in the form of
nre-zchool programa, or in tha form of “teachers” (mothers
or outsiders) entering the child's home environment. ‘thile
starting school carlier way allov for more time to be snent
learning the skills that are a »art of th=s supra-structure,
these programs ¢o not teach the child a different infra-
structure culture. "“herefore, carly childhood nrograms mav
merely nresent the Jdisjunctive »nroblem of forral «choolincg
to th1 minority group child at an earlier aqge,

In alﬁifion, since psychology has traditionallyv con-
cernec} self uith lbarnlnq, fefined s a wocification of
behavior waich arises in resnonsze to a Fnown stirulus
yavchologists are interested nrirarily in exnprzﬁnntal1"
wroducable visible (or racordable) change. Fauating thic
definition of learnino with education, as most =2ducators
do, it is much easier to concentrate on skill develonnent

han on the more eclusive arzas of the child's infra-structure.

The inherent ethinocentrism of most educators is thus
compounded Ly the psvcholocical pers»nective given them in
teacher tralnlng courses Uhlch emnhasize the objective qoal
(renuired response) and the stlmu1u¢ remuire” to nroduce
that response wvhile relecgating to a wosition of verwy limitad
importance in the learninc process the cultural input which
the child brisgs with him. Defining the exnected outnut
behavior as appronriate, the nsychological nersnective sees
the child as having either learne? or not learned that he-



O

ric

Aruitoxt provided by Eic:

havior ademquately hefore coming to schoonl., If he has not
mastered it, he must i:e traine? to »nroduce it. This vivcho-
logical perspective generally creates a ‘nroduct"’ oriented
education which takes a normativist view of wvhat mav in

fact be culturally deterrined hehavior.

Psychology has, nonetheless, develoned several con-
cepts of how children learn that have een important to
educators and that may bhe useful to the construction of
models of milingual/bicultural ecducation. The two models
of learning that will be of concern to us here are the Le-
haviorist and the cognitive models.

3.2 Sociolinguistics - on lanquage acruisition and bilin-

gualism -
From assumntions about society, chilsd develonment and
education, we move now to theories of language acquisition
and kilingualism. In this area, we define three models,
the bhehaviorist, the nativist and the cognitive. These
three positions relate to the teaching methodologies which
are elaborated in section four and which arzs there called
he pehaviorist, tuhe immersion and the discovery models.

3.2.1 %he narticularistic, tehaviorist model, concernina
lanqguaqge acruisition, an? bilingualism

The most important characteristic of the L:ehavioriat
model is its rejection of the imnortance of anv internal
m2chanisms as an explanation of behavior. 2s Sanon (1972)
has stated regarding the hehaviorist's avnnroach

ne analysis of behavior is characterized Ly a
strong cormittment to the OLSHERVATION and DRACAIP-
TICY of what it icdentifies as its suhject of
study -~ wvhat it is that peonle are o%served to
do. It avoids involvement in the traps of circu-
lar reasoning that are created by ~uestions as to
“why" a narson does (or wworse; does not o) some-
thing. . . notions of inferred "vrocess” forr no
part of the [Ibelaviorist] apnroach. Our onlv
concerns are dencrivtion, analysis, prediction
and contrnl of observalle uman behavior.

(Sapon 1©72)
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dehaviorist theorv argues that learning is the intern-
alization of conditionesd responses which are reinforced.
Laws of learning are derived from the stimulus-resnonse-
reinforcement cvcle. Thus the behaviorist viewpoint em-
nhasizes strateqy, opnerating out of the assumntion that
"anybody can be taught anythina”, )

. « . that the deqgree of success achiever in the
teaching of any subject matter is wromortional to
the accuracy and cetail of the de=crintion of the
teaching objectives, and the directness of the re-
lationshipr between the objectives and the mreans
of measuring those obientives. Teachers in a
nurber of areas are now heina asked to vrite ‘be-
havioral objectives” for their courses, and to
develop tests which provide the occasion for the
measurable displav of target kechaviors.

(saron 1772)

lZithin this rodel, e aviecrist: lefine lanauadge as
articulatory movements produced within particular settinas.
Bilingualism involves having twvo sets of articulatorv
movement that are elicited by Aifferent stimuli (situational
or verbal). Lancuage is a hahit.

« « +» Verbal Behavior is no different from other
behavior with regard to the Laws of Behavior.

That is, the basic relationshins bhetween the Cet-
ting, the "iovements and the ful:senuence remain
unchanged. 2\ Strengthening Suhsermuence is still
seen as a change in the environment that increases
the nrobability of the disnlay of a set of Move-
ments withain a civen Setting. e are still very
machh concerned with the kinde of control exercised
by ‘the Setting over th“i2 nature of the "overents,
and we are still concrerned with observing how the
nature of the Subsequence controls the nrobalility
of the re-occurrance of the preceding set of
‘lovements. (sanon 1972)

Lancuage acriuisition in such a mode can be sren as
developing i the same way as cother instrumental acts.”

“Certain combinations of vords and intonations

of voice are strengthened through reward and are

gradually made to occur in appronriate situations

. : vy the process of discrimination learning.® '
' (as aquoted in ‘jiller, 344)
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Chomsky (1959%) has nresentead a critinue of the hehav-
iorist rosition in his reviaw of Akinner's (1957) Yerbal
Learning. Chomsky states that the apwlication of the be-
haviorists' terminology from animal l2arning studies to
verkal hehavior necessitates a loosenlnq of thelr oriaginal
Peflnltlons such tLat, in fact, ‘stirulus,’ “resnonse® an<

relnforCOhent merelv Lacome suhstitute wordse with no mnre
Arecise meaning than the less scientific terms "motivation,”
“intent’ and "desire.”

In addition, Chorslhv asserts that Slinner could not
deal witlx many of the comnlexities of lanquage -- such as
the acrjuisition of grammar, and t'ie nroduction of novel
sentences by the child -- within a behavierist maracdion.

A stimalud-res inonse mordel would onlv be valid in such oennral
terms as to be trivial and uninformative. TIven at t™

stage of initial vord formation (the first a5ﬁ1dnment of
meaning to individual sound secuences such as ‘mara’ anpd
"dacda’) it is immossible to estalklis™ a ona :to -one corres-
nondence betwean stimulus an® rasnorse. ‘Ten wve et to

the lavel of acruisition of oramrmatical structures, che
complexity of lanquage overwhelms the simnle 57 "chova.

Just as the norrativist vieu of developrent sees the
child in terms of aov closelv he androximates adult behavior,
behavicrist linguistic theorv envisages the child's languaqe
as an lnuompletp selectinn of the total set of an acdult's
language habits. 9his is sharnly onnored to the Chomslian
vier that evervy 1nd1v1dua] at every stage of lanquaae
acrruisition has a grarmmar” that is a os ycxoloalcal unitwv,

In Chomskian theory, the child's srammar cannot e dascrilbed
1n terms of the 1nc1u iion and exclusion of adult features,
wut may (does) differ from the grammar the sarme child will
have when he is an acdult.

The belaviorist model, in regard to language learning
and vilingualism, can be sean as fittiny a w»roduct” nara-
digm.13 Language is a comnilation of individuallv learner
wehaviors. fhe wholc is the sum of a set of iscreote parts.
M3 such, it is understandable that the marticularistic

nmodel 1s nopular in eﬂurwtlon thern Hahavior, to a laran
extent, is recduced to correct anl incorract resznons

Language teachinc is recuced to strateav. Context, txat is
the complexity of lanJjuage frnm a sociolincuictic persnec-
tive, is ignorﬂc. Lanquace tlien hecomes natterr Arill and
nractice with heavy concpntratlon on the mechanics and
little concern for cormunication. ‘™Me long -rance aoal
(learning to comrunicate in a nets lanquage) is ro%en Adown
into managoa Lle (teacha®le) bits and nieces and usuallv
lost in the rrogression of Aailv lecssons.
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3.2.2 e nativistic, relativistic molel, cencz2rning lan-
guaqe acruisition, and tilingualism

Contrasting sharnlv with the behaviorist view of lar-
quage is what, for want of a hetter ternm, is referrcd tn
a3 the "nativist? viev. In this view, observable lancuare
narformance (such as speech) is rerely an external manifes-
tation (or “output ) of underlving (i.e., mental) lingquis-
tic comnetence. Pointin~ to tie apnarent fact that the us=e
of language iS universal among normal human ieings, the na-
tivists infer that lincquistic comnetenc2 (though not neces-
carily the skill in werforming in terms of a particular
languace) must e escentially an inherlted, rather than
accuirad trait. Incdeed, it is the genetic nrerrograrming
of the nuran for lancuage nroduction that allows him to
assimilate the enormouslv varied and cornlex linquistic
~timuli in 1is environ—ent into a set of generalizable rules
vMiich constitute the Lasis of his verlbal responses.

The nativist model focuses on the innate »nronensitv of
the human organis: to intuit the rules of the languaqe, his
comnetence, concerning the structure of the lincuistic sva-
tern in his environment. Iis overt nerformance, sneech be-
havior, represents a nartial renlization of that comnetence.
Linguistic and cultural “enrivation then is an alien con-
cept to a nativist rodel in that the nativist modal ore-
supvoses that every hwuman societr has a languaga svatenm
with rules of structural and cultural usage. 5Sifferent so-
cieties may hava different structures and cultural usaqes
vut all huwan societies, no matter hov environrentally (from
a tecinological sense) or ccolorgically devrives, have a
highly daveloped, higilv structurec¢ linguistic system.

It is vithin this relastivigstic persnective that the
nativist model allow's for a view of lanquage acrruizition
that s2e3 the child's nerformance not as an annroxiration
of the adult lingquistic svstem, but as avidence of a svstem
with inherent structure in its ovn right. 1In ciscussing
the weaknesses of an exnlanation of child lanquaae from a
hehaviorist as commared with a nativist nosition “iller
(1265) 1as noted

. . . ue need to male the ~oint that the lind of
reinforcerment schedule a child is on when he
learns language is wverv different from what we
Lhave usel in experiments on discrimination learn-
ing. i‘0 one nreds to monitor a child’s vocal
outrut continuallv and to adrinister ‘qond” an-
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"sad" rewar'ls and nunishments. “hen a chil.? savs
something intelliqil:le, his reward is hwoth ir-
nrovaule and indirect. Tn short, a child learns
language Ly using it, not hy a »recise schecule
of rewards for grarratical vocalizatiors “in an-
prorriate situations.’ ™n s¥nerirenter to uced
such casual and unreliable nrocecdures in a es-
crimination experiment would teac’: an anirmal nn-
tiiing at all.

e child's euposure to language should not Le
called teachina®, e learne th2 lancuage, hut
no one, lecast of all ar average mother, Lnows
hovr to teacih it to him. e lesarns the lanquage
Lecause e is shane? hr nature to wav attention
to it, to notice an? rem~rmher and use simnificant
asn2ies of it. In sucaacting that language can
be taught "Ly the nrocess of Aigcrimination learn:-
in¢, ' therxafore, [rany Lehaviori=zts iave]l ianore-
ms . . . adrmonition to remanmier the larg~ innate
canacity humans have for acauirina articuvlate
svaech, (*'iller 176%, 375)

It i3 ironic to not~ that althoucr™ ' 2havinrist molelnr
acear to Le ina-leuate concerning ow lancuacge is ac~uired
And uged, language teachiine i bHasa” alrost axcluzivelv on
hnhavioral nrincinles. “n the oth~r hand, nativist mndels
have ncc Ln2on concerned with bavr lan~uaga is formallv
taught since the nativists awxe wrimarily concarned writh hou
lanquage is acouired vithin a ‘nmatural” (eultural cormunite)
setting. One could con~truct a nativiat educational se¢ -
ting for seconc lanquaae learning vt it roul?, in its
mirest state, be outsire of a schonling situation., It rould
tuerefore e cducation at the infra-structure level.

3.2.3 %he coenitive nschology modnl, coacernin~ lanquagne

acquisition, and Lilinaualism

Cognitive ncychologists have wor*ecd nrincinallv on
estanblisiing a setuence of stagaes of coanitive Jdevelonmont
iich i1 thought to La amnlicalle to all chilPren reaardlaega
of culture or locale., Taten of maturation, snecific su--
stages and howr far in the seruence one 2ver aets mav denenct
on sociocultural factors (rural vs ur'an life, technoloai -
cal v3 agricnltural econorv), »ut the coanitive abilities
and the senquencz of masterv are believad to b2 universal.

e nioneering wor': in coanitive nsycihiolonv was that
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of Jean Piaget first with his own children and then with
others in Svitzerland, but the attainment of smnecific coa-
nitive skills has een tested by others in many cultures.
(see especially Bruner, Nlver and Greenfield 12456, Cole
and Glick 1372)

Those Mo find cognitive nsychclogy relevant to the
education .of minority children assume that at least nart
of these children's academic difficulties (whether due to
the factor of poverty, rural life or tracditional culture)
is that they are usually nresumed not to have reached the
stage of development in the semuence that middle class
~urban Anglo children have at the same chronological age
(e.g., on entering school). There are however two apnroaches
to these findings. One is a "nativist" type vosition call-
ing for research to {ind out at what age children in a
specific culture generallv attain a smecific cognitive srill
(e.g., conservation of linuiAs). These ecducators would
thren change the curriculum to match maturational differences
found in different cultures. The second arnrcach is a more
“hehaviorist tvwe nosition which assumes that Cognitive
sills (e.g., classification or conservation) can be taught
and thet the maturational semuence can Le sneeded un through
training. This is the assumntion on which many recent
early childhood curricula have bLeen written. (Lavatelli,
Smock) ‘rthese curricula state as goals the attainment of
cognitive skills such as classification, seriation, conser-
vation, hypothesizing, »nroblem colving, etc. Sore curri-
culum writers, while emphazizinc the universality of the
cognitive processes, are concerned uith the cultural rele-
vance of tane snecific curriculum materials. Others, ceither
bacause of an unarticulatecd normativist Hias or hecause
the game matcrials also have a goal of teaching standard
I'nglish and the snecific classification syster of middle
class American culture, do not attamnt to »uild on the men-
tal framework cf the c:ild's own culture.

Piaget and cognitive nsvcholoay ave recently l'ecome
nopular in teacher training courses and in-service work.-
shops for teachers. 'anv concerned vith developing a better
educational system for all children ({(not specifically for
minority group children) ferl that all teachers would bene-
fit from a greater avarcness of the stages of cognitive
cevelopment. If the attainment of specific cognitive skills
{e.g., having achieved conservation of number) is necessary
for academic success (e.g., solving of mathematical nrob-
lems), then teacliers ghould know how to tell if a gpecific
child has reached a specific coanitive level. This i3 a
culture--indenendent concern.
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There is in addition an Aargument based on cognitive
psycholoay for de-empnhasizing cultural learning ctyles in
favor of training for higher order cognitive nrocesees and
decontextualization of language use.l4 This nosition was
wresented in a report to the 'urcau of Indian Mffairs v
*rancis et al 13972a: Trancis argues that ‘

“here is a substantial around for "“nliaving
that children in every milieu show apnronriate
developmental resnonse in terms of the acruici-
tion of lanquage an? other skills to the problems
and challenges of their envirorment --- that en-
vironment with vhich thay in fact interact. (». 59)

If Indlan education is seen as prenaration of the
child for roles filleA 'y "is narents and if it
is meant to allov hir to continue to address him-
self to the tasks and onmwortunities of his chilAd-
Jo0o0d environment, we can assume that the child
uvill develon aprronriate ¢onanitive s!'ills to
function in that sottina. (n. 57)

(i.e., Every culture educates 1tﬂ children tn Le successful
adults within that culture.)

tue we insist on formal schooling for these children
althougn “the schoolroom acera warticularlv ill -suitad to
the Jdevelovament of the sortn of alkills reau:red for “erﬂan
shner. and hunting rarihou." (itid, ». 60)

JJouever; tiic goals of education from thie nersnactive
of the larcer society mav vell Le technoloaical comnatence
vhich involves formal schiooling. The cognitive (evelonman~
talist arques that

« « « to function suceassfully in a technical
culture, certain forms of linguistic and cocni-
tive developrent are gallad for. The character-
istic of technical culturn nf interest to us is

the increacing reliance on lancuagn and other
syrkolic svitens. Lancuage in a technical cul-
ture i3 uced to renmresent, manage, and even deter-
nire events vhich occur outside the immediate
context of the indivicual . . . [Indeed,) Schools
exist baecause there is ruch to learn to :e success-
ful in a technical culture rthich cannot Le learned,
as in tracditional cultures, through nLservation
and action. ©&chooling rermuires and enforcns the
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tract usc of lanquans to treat- tonics ilich
_havb no physizal 701nt oF reference in thce imme-
diate environment. Av Aruner has noted

School newarates Uoh: and thing and de-
stroys vaerbal realism kv presenting for
the first time a situation where words
- are swstematically and contlnually
*there” without *helr refornntr.-
(1J7l, b, 43-49)
("rancis 1872, p. 39 AO)

3

1

- In the universal secuence of cognitive de velnompnt the
child is thought tn proceed from lLieing action oriented to
learning through perception (the ikonic mode) to learnine
through abstractions (the svmbolic mocde). “Thile there has
recently been sone counter~arqument (Labov 1279, Baratz and
daratz 1270), rany ccgnitive psycholocists believe "that in
traditional cultures most adults continue to onerate vpri-
marily on the more concrete levels. Jezrome HBruner has
written ‘ o o K :

"« . . withovt snecial training in the sy/mbolic
renresentation of ‘exnerience; the child crows to
adulthood still denending in:large measure on

the esnactive and ikonic modes of renresenting
and oxrcanizinag the vorld, no matter what languagge
he speaks. (Y266, n. 47} o o ST

. While Imowing a great desal about the ¢:ild’s lasarning
style might Le useful at an initial stage, :

o o ifentifvias.s culture swecific stvles of
le arning and relating these to educational tach-
:nlﬂae“'i'»a cOnplex,‘ﬂiffiénlt‘ ‘and tima2-consun-
ing tash 'L . Ye can sveculate that if srore -
Wwe*e;’nown about ‘the ways in "ch“ th"“cﬁilé W1t4—
ina parf'~u1ar cultura . orcanizes his zxperiance,
and a‘uui how to take into dccount the cognitive

Cdnmlications of s o*“n~~ “nrltagp,‘ ducational
fachlovemf nt might lzan zheadl. .  But thesa are Drobw
lems vhiich are not 11Ve1v *o yield: reao11v oxr -~

rabiol" to” res@a:- s T (PranCLJ, 57 5")

arafore, COUHlFlV@ o VCMOJﬁ(uutF end to fa‘l ;ac*'lnto
a normativist modal that vsas the familiar mainstream stvles
anc the_morc”'ccmnlwA,;glfjvcult and tlmefcon?um;ng,taﬂk"
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of identifying specific cultural learning stvlas once again
gets shiunted asides in the name of exnedi~zncy.

iesides, one would have to quard against continuing
to usce the cultural »aszd lzarning stvle to the exclusion
of teachiing th~a child to cope with the dermands of techno -
loaical society. ‘“herefore, Trancis arques, rather than
relv on the supnosedly cultural bhased learning stvle, it
is n2cessary to emnhasize training in technolomicallv rala-
vant higher order cognitive slkills.

At certain fundamental noints, both. . the ‘cognitive-de-
velopment model and the cultural-relativism model share as-
sumptions and terrminoloay, and are to this extent commatible.
In part, this is hecause coqnitive skills usuallv cperate
uron cultural content. PBut it is also Yecause the davelon-
ment of cognitive skills is necessary for the handling of
cultural content. To this extent, the situation is simi-
lar to the interaction of lanquage development, as a univer-
sal phenomenon, and the relationship of different lanquages
to each other. The develomnment of certain basic (and
ruite complex) lanquace comnetznces are ahsolutely neces--
sary for any individual to he able to handle any lancuaqge
successfully. But the actual ‘esign of different lancuages,
and thercfore the overt manifestations of the lanquage com-
netence developed Ly an individual, mav differ considerahlv,

W1

So, in a larcer sense, the develonment of basic cog-
nitive skills, while prolabklv a mart of the neurological
"nrogramming” of homo sapiens as a snecies, will eventuallu
be channeled in different dircctions, and be ranifest in
different ehaviors and rrovensities for Lehavior, "y the
exigencies of different human cultures. 2And tha extent to
vhich tiiese exiqgencies mav differ for different cultures
can be consideralle, since all human cultures are histori.-
cally derived and sociallwv shared "desicns for livinag”
which have evolved in rxasnonase to sometimes muite Aifferent,
and often unrelated, needs and inclinations,

3

-
7

The cognitive psvchologict on the one hand observes
these cdifferent realizations of cognitive sliills in membars
of different cultures and assumes that they represent dif-
ferent stages alono some universal hairarchical continuum
of cognitive development. 7n the ot’ier hand the cultural
relativist sees these as e~ruivalent Lut different realiza-
tions of full cognitive develonment. The cognitive nsvcho-
logist may recognize, kut usually diminishes, the imnort-
ance of cultural differences and in so doing virtuallv ig-
nores culture conflict as an easential factor in the nroh-
lems of educating culturally Qistinct minority groups.
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Ve can illustrate these two theories as

1. the cognitive psycholoaical model
1)

i
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he implications derived from tirese two theories for edu-
cating a rerxson from one culture for life in anotherxr cul-
ture are quite Jdifferent.

3.3 Conclusion

At the societal level, we have distinguished two re-
presentations vhich in some respects corresvond to the dea-
finition of cultural difference and cultural deficit models
wreviously descriled by Baratz and Raratz (1970). fle will
c2ll these the relativist and norrativist models. “Te have
discussed how the anthronological and nsychological wievws
of lanquage and culture are reflected in relativist and
normativist persnactives of education. 2t the level of con-
cern with a theory of languace acquisition, we have delin-
eated an opnosition between a nativist and behaviorist
positions.
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of this report, ve relata the ner-
jvist and normativigk) to

In the next section
+ and strateqy real--

snactives develoned here (relat
vrogrammatic onservables and to conten

izations.
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4.0 Program realizations: six models (nlus one)

The two theoretical viewmoints outlined in the previous
section can each be realized throuah three different methods:
tiie immersion, the behaviorist and the discovery. This
gives us six models (to which w2 will latevr add a communitw

- development model which is outside of this framawor% entirelyv).
Cranhically tiae mocdels are:

Nelativist ' dormativist

|

1 Immersion 2

3 Discovery 4
‘i*

5 Rehaviorist 5
]
+

Cormnunity
Nayvelonment

The immersion arvwroach within a kilingual/bicultural
context involves enculturatine a child into a second lan-
quage and culture tarough total swamning in the second cul-
ture. Such an annroach would define initial schooling as.
accruiring the infra-structure of the culture —-- and would
take place outside of a foarmal clas~room settina. It rould
include languace learned in natural settings, and after
such acrquisition would mova to the elalorate Cultural struc<
ture as represented in formal schooling.

A Lenaviorist orogram is uvhat is most oftem found in
formal schooling- a highlv structurec curriculum basec on
a stimulus-response rode.~7 In lanquage teach:ing the beha-
viorist model is realizec¢ in such classroom strategies a=
programmed instruction, audio-lingual pattarn nractice and.
drill. ’

o ‘
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The discovary method is an attempt to counterralance
the behaviorist technicue bhv nlacing more emnhiasis on vhat
is to be learned than how it is to he learned. It is an
attempt at creating a naturalistic cnvironment s "@re “learn-
ing’ rather than “teaching” tales nlace. The Fiscovery
rnethod tries to modifv the school setting, vhich is frertuently
alien to chillren's previous exnerience, 'iiti: a less controlled
environment tiat more closelv annroximates the earlier learn-
ing of children. It does this vithin a classroom sattina,
The discovery model is realized in such nrograms a<s. open
classrooms,” 'unstructure” curricula and teachar as quide.
e irony of t“e discovers annroach is that in acce3fing
the reality of the classroom as a narareter it otvietes thn
nossikility of utilizing the immersion annroach. The focus
of what is to be learned in existina discoverv nrograms i3
5till the elAaborated structure skills

To the extent that thﬂ stimuli »nresented to tha student
are selected by the teacher and certain resnonses to those
stimuli are expected, ‘iscoverv nrograms cannot get away
from the behaviorist cCefinition of teaching. 'Miile "commu--
nication activities” (as described in Anpendix A) can raise
the level of entropvy and nlace some reality criteria on the
language learaner (anu thprefnr° anmroximate immersion seot-
tings) they rerain artificial congstructz. Tor examnle,
Dvkstra's language lescons, vhila emohasizing communication,
include pattern practice for nresentation of raterial and
his games are highlv structured and hardlv natural cues to
spontaneous lancuage use.

4.1 Programmatic observa-les - the theoretical axis

A particular program vill e assiane’ to a model on
the basis of its observables, not its rhetoric. Thus a nro-
gram vwhich in its descrintion states that it ~rasnacts. the
child's language and culture’ bhut in its immlementation uses
a standard variety of the child's vernacular as the clasc-
room ranresentation of "the child's lanquaae‘could not L
classified as having components of a relativist model,

The three methods - behaviorist, “iscoverv and immer-~
sion -- can ne incorporated in nrograms that derive from
either relativist or normativist assumntions. It is neossikle
to swecify vhether a o»rogram using anv of the three mwethods
derives from a normativist or relativist assumntive lzase Hv
exanining the training teachers are given and the curricula
that are used. Through this examination it is possikzle to
asalgn any given prograr to one of the six modblo.
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Each model mav be realized in many different Droqrams.
ot only essontlallv similar nrograms conﬂuctel at different
sites kut even programs which incornorate striking varia-
tions in matters such as schedulinag or lanquare mix mav bhe
instances of the same model. Tt is the nresence or ahsence
of the critical features described below wvhich determines
what mocdel is Leing immlemente? thwarough a particular nrogram,

There are three basic cormmonents -- societal, ‘develon-
mental and lingquistic - that are observable in programs with
a relativist or normativist aassumntive hase. 2Any proaram

vhich reflects a relativist base would have to include

l. a recognition of and use of t\e infra-s tructure of
the local culture

2. a recognition of and usa of the role which the
child has ibeen socializad to see as aonropriate for his age
and sex in his culture ~- thiz includes his notion of an-
pronriate behavior with neers, 'rith children of other aces
and with adults

3. the vernacular lancuaqge of the chllﬂren as their
native language.

A program rould e assioned to a normat1v1=t base if
at the classroom level it were found '

1. to 1qnore differencaes tetwzen the infra- qtrur'tnrn
of the children's culture and that of the dominant culture

2. to ignore the child's c¢oncept of ampronriate inter-
action behavior as definecd sy his native culture

3. to ke using -as the “native* language a standarc
norm which the children do not actually s»peal.

4.1.1 Teachers and teacher training - the relativist hase

It is, of course, required that teachers in any mcdel
be bilingual and he competent to teach the sunra- structure
skills at the appronriate level. 1% The relativist model
focuses pllmarlly on teacher attitudes rather than on tech-
nigque. Training for this model emmhasizes a sociolinguistic
orientation and cross-cultural awareness. The ethnic origin
of the tcacher is not the critical factor; her attitudes and
behaviors are. “hat she be sensitive to the c1llﬁ'@ nAaY -
ception of a situation is aensential.

Tt is ironic but definitalv a factor to Le considerad
in staffing bilinqual/bicultural programs that the teacher
whno cones originally from the community mav not mect the
attitudinal criteria ve are stinulating here.

"he person who has ma’e it out of poverty to he

4]
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teacher is often more ‘'transferl7 orientad, nmore accultur-
ated than the children. Sarles (1772) has cormmented on the
difficulties that ethnics (who have “made it" in relation

to tue doninant culture) ofter have in teaching less assimi-~
lated members-.of the same ethnic orcoun.

Teachers who have moved up from w»noverty have
done so often in the imace of tlhie external
(vhite) majoritvy view of success. . . The net
result is that [Lilingual/kicultural] teachers,
teaching amona noor chilfren of their “ovm’
aroups, often seer to confirm the negative view
the childran alreadv have of themselves [vis a
vis the school culture] ., rather than attemntinc
to "pull un the entire groun. ‘They are, in «f-
fect, splinterlnc agents, selecting some chil-
dren (e.qg., those who already have nartaken of
the “whitening image ' nrocess) for notential
succaess but confirming doom for rost of thenm.
(Sarles 1272)

Kﬁo"lhth (1972) insists that one of the 1wportanf
factors in a pluralistic model is that the teachers bLe of
the local, ethnic orlnln and Tive in and Le activa in the
local communltv but he also realizes that there is in
reality an impooslalc conflict here Lecause the lozal eth -
nic werzon vho has achieved nrofessional status will usuallvy

se unW1111mq to rpmaﬁn in the lower class community. “he
teacher whio has made his war un from this mowverty aroun is
likely to be very intolarant of manifestations of the ver-
naculayr language anc local culture because hz has nrokablw
rejected it.in his own life style. Tt is therefore more
likely that teachers o trace their origins to the commu-
nity will fit the snecifications Kjosleth lists under iis
assimilationist model, namalv ‘non-ethnic or ethnic but
doesn't live in community- and "will think of bilincualism
and biculturalism in terrms of some standard or ‘high!
variety.” If tha neonle who would s~em to fit the olural-
istic model actuallJ match tha on9031t° one, narha»ns teachers
~ho at firrt glanco woul® bhe ssione”® to Xjosleth's assimi-
lationist model miqght fit the n]urallqblc one. Xjosleth's
requirement of teachiers and aides of lncal, ecthnic origin”
should e redifined in atticunal terms as those . . . Who
can interact anwropriately with the local, et'inic ponula-
tion.” The actual origin or ethnic affiliation of the
teacher need not be the critical factor.
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Observaiyles which would indiczate that teachers (or
teacher training wrogrems) are orerating from a relativist
aerspective include

1l. teachers are aware of the existence of Jdifferent
cultures '

2. teachers are awvare of their own interaction stvles
and the cultural Lasis of them

3. teachers are awvare of the interaction stvles of
tle suecific culturs they are cdealing with

4, teaciier accepts as anﬂronrlate hehavior from the
c1ild that which the child has hween socializec to consider
anpronriata

5. teachers interact with the child within tihe style
of the culture wvherc there are aohrownriate wossibilities
(i.2., greater nhvsical contact, or allowing the child a
lona owservation nericdé before axnecting verformance, 2tc.)

€. and perhans nost criticallv, teacher sees her role
as expanding the child's repertoire of appropriate Lehavior
rather than as either giving culture to a child vo has no
culture or remlacing tha ¢1il7's culture with anothor.

Similarly on the subject of 1anguage, teacher train-
ing in the relativist model vould emnphasizo vaat tha gener-
ative theory of language tells us abkout children and their
language abilities. 13 Training srould involve such informra
tion as

1. all noxnal children learn a lantuaga

2. all languageg inclurling varnaculars arz svstematic
entities, all erually self-consistent and logical

3. all peonle control saveral lanquadae recisters

4. standars norms are historically local cialects that
have Lecome written languaqges.

Teachery training in this relativist model would, of course,
inclufe as much knoirledge as mossible about the snecific
language and culture of thn children in th:at narticular oro-
gram. It may we that a good Peal of basic cultural anthro-
nological researcih and a cociolinguistic survey are needed
in a given corrunity in order to nrovide the teachers with
the necessary facts al.out the childran’s lancuage usaoe and
community socialization nractices. :

4.1.2 Teachers an:! teacher training - the normativist model

On the other "iand, a nyngram vrould be assigned to the
norrativist nodz2l if +he teacher (or teacher training nro--
gram) is observad to be

1. unavare ©f cultural differences or
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2. awvaré of the differences but still exnects the child
to act like a mainstream culture child while helis at
school or

3. aware of differences hut denigrates them, or toler-
ates the child as different but does not modify her leha-
vior towards him ( or modifies her behavior in a way which

indicates that she considers him or his culture to be in-

ferior) or
4. sees her Ffunction as giving the child culture or
replacing his culture with another. B :

The OVGr\lolblnG importance of a teachar tralnlng cor--
nonent in the lmnlmmentatxon of any program using the rela-
tivist model rests ﬂvuarplv on the fact that most teache
now in our nublic schools have in fact been trained in tﬁe
normativist framework., Corresnondingly, if a planned varia-
tion study is to include »rograms which will be observable
as relativist modelsz, the difficulties in implementation
(unless 1ufficieht time and energy is devoted to teacher
training) must be auprec1atﬁ4

Since the normativist model is has2d on a nerspective
of human pehavior, culture and language that tends to uni-
versalize behaviorg , it does not requirzs any narticular
training for werk with different groups. ‘ozt teacher
training progrars in colleges and universities thus fit into
the normativist base., Tje emphasis is on methodology, tech--
ninues . for classroom management and teaching specific skills,
Teacher training in the hormativist framevork as it nertains
to language is most likely to ermhasize the “wroklems’ that
children fxom ethnic backgrounds have. This nay focus either
on language structufu oxr functlon; Deliefs such as these
may be taught: S 4 ,
1. lannuagn the chllﬂrcn use is ungrammatical
2. 'vocabularvy is restricted
“3. 1language is not used adequately for communication
Ay lancuage is not Lseﬂ for akstraction - '

4.1.3 Curriculum choices ---- the relativist model

Eilingual/bicultural materials in a nrogram based on a
relativist model would e obszrved to '

l. actually he in the vernacular

2.  be relevant to -the children with relevance define?
50 that not onlv do the nictures rzflect the childfs world
but the peonle in £he stories act as he would expect them to

3. »nossibly contain cultural content of ‘a formal
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social and historical nature (artifacts, holidar~, herces,
)

4. inclufe discussion of culturel Ciffercnces; insti -
tutions such as family lif~, role of the church, Aifferent
interaction Lehaviors, nercentions, antici»atiors.

5. allouw for Jfistinct cultural learning strles,

4.1.4 Curriculum choices - the norrmativist me-e!?

Je would assien to the normativist mo’21 a nreocram
thieh

1. does not use tilincual an? bicultural raterials or

2. which uses materials or language that ar» not rele-
vant to the local cormunitv or :

3. whicl: includes the child's culturs onlv as a con-
tant varial:le not as a wroceas variatle., " can, within
‘culture a3 a content variahle , cdefine a hierarchv of what
constitutes culture in the classroon.

a. artifacts of thie culturec are disnlaved in the class-

room. e.¢., somlrero, notterv, eatc.

D, public aznects of the culture are nresented:-

celesrate fiestas and cultural holidays, have indivi-

duals show off cultural crafts.

c. course content inclucdes history and farmous leaders

of the groun.

d. 3social studies lessons include the historical

background of the groun. ~hern is a wide rance here

from a ferr iistorical Cates and the tales of tae con-
quistadors to a sonhicticated anthronolorgical history
inciuéing Cascrintion of institutions and theix hi«-
torical develonrent.
pven if all of these ~re ineclued in a bicultural nroarar,
it would =till Le consiclerad normativist if there is no
regar! for distinct cultural learning styles in the nre-
sentation of this (or any other) raterial. -

2,2 Programmatic oberrvables -+ the rethodnlogical axis

The oLservables at tha thooretical Lasne lmvel arc real-
ized in nrogranms involvina threa basic methor’olongical An-
nroaches. It is the contention of the authors that varia-
tion ac this level of the model iz less crucial than at the
theoretical level.
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4.2.1 The immersion methodoloay would »e ranifest as fol-

lous -
l. »rogram takes nlace in natural settings
2. no formal teacher
3. occasion for consziderable neer groun interaction
4. 1inter-age contacts
5. language alvayvs used for corrunjcation - no for--
~nl teaching
6. child is ‘swamped' by sezond cultur=

1.2,2 The uehaviorist methodology would Le manifost as

follows.

. structured classrnon

. prograrned curriculun

. teaciier concentrntes on hehavioral objectives

. teacher tallis rost of the time

. lirited nnar group interaction

. lanruaqge is taught via vattern nractice, Arill and
teachnr cued’ rasnonses

7. teacter initiates activities

DU Wit -

4.2.3 The discoverv rodel has features that move beha-
viorist methodology closer to tle immersion

1. unstructure® clasasroon

2. unstructured curricula

3. child initiates activity

4. language taught within constructe:l communication

units as well as natterner Arill
5. scheduling flexible
6. attitude mMore immortant than technicua

4.3 The community develomment mocel.,

The develovment of community awvaraness and orcaniza-
tion has led to demands for contrel Ly thie communitv over
the education of tleir children, inclucding cdecision malina
concerning goals, allocation of resources, hiring »nractices,
curriculum, etc.

The model is one of nower. The assumption is that the
community's lack of power is to a great axtent responsible
for th2 failure of the childrn either lLecause

1. those in nover are da2libaratalv unwillina (their

real qgoal is to leen thn community iqgunorant) or
una:sla to ecducate the children (e.q., they do not
allocate acdequrte recovrces, hire the right teschers,
institute aporonriate »olicies, etc.)
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2. the lack of »over Y“as hoC an asverse fffect on
the chilZren (e.c., no "role mnldels®, creates
feclings of inadeduacv vis a vis the “outsider”
pover structure) or

3. the cormmunity ¥nowvs tthat is best for itself and
will always act in its cwn est intorest and inm
rlerent successful wolicvy

If we ask the cormunitv »arentes to elincate vhat
they exnaect the school to Ao for tanir chil"ren, we wvill
rost liliely get resnonses in torrs of achicvenant corls in
surject arzas such as readin~, rathematics and “nglish.
Goals such as enjoying school, nositive self-irage and
maintenance of the ethnic lanquage imay also be exnressed
but not to the exclusion of the aoal of nducational achicve-
ment in skill arcas. In genernl, the rrinoritv groun »na-
rents' goal is not likely to Adiffer so much from t-at of
the mainstream parents, i.e., an education :hich allows
the comrmunity‘s children to cormetz in mainstream societv

(A va)l maving job; status and uwward motilitv).

The comunity Jevelonment model may, ho'nver, define
its goals not only in terms of educating children »ut also
in terms of educating the entire community, esnecially con-
cerning involvenent in the schools and in other nolitical
irenas in order to effect social change in their cormunitw.
o this end an evaluation of a corvmnity development mpdael
that only agsessed its a%ility to educate children wvould He
incornlecte.

‘le feecl that this seventh model, the comminity Adevelon-
ment model, at the level of educational implementation,
vould prowally make decisions in relation to the other
rnocdels presented in this #waner. The savents model’'s unicue-
ness rests in its theoretical assumntion that the rrotlem
of education is in vho mataes the decisions. It is onlv in
giving communities total norrer over funds and nolicv that
e rill learn if educational models other than tho ones
suggested here are creatad hv those agrouns,

4.4 Summary of nmodels.

“he following represents a brief and somevhat slretshu
renresentation of nossible examnles of eac: model.
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Shortuand Summary of llodcl T —'.elativivt Immersion

1. sStrategv: child put in a home of second rulture from
33, during which time he is swamped in languaqge and

. culture :

2. Content: middle-clasz Analo (or. Smanish-’merican) en-
vironment -

3. Training: caretaker qenﬂxtlvpﬂ to cultural differences,
problems of initial cormmunication, etc. :

4. Goal: impart infra-structure languase and attitudes as
initial ster in acruisition of supra-structure skills
5. Examples: none

Shorthand Summary of “lodel IT - Telativist Niscovery

1. Strategy child pnut in unstructured classroom that
uses his vbrnacular learnina stvles and lanquage to
teach other lanquage

2. Content: culturally relevant materials and traditional
school materials : :

3. Training: teachers trained ra cultural awvareness ,var.-
nacular in ecducation

4, Coal: teach sccond languane and culture skills

5. Examoles: The Cultural Linaquistic Mnproacl:, Center for
Innar Citv ~tuu1eu, lortheastern Tllinois Ujniversitvyw,
as described in Follow Through Program Snonsors (1272).

Shorthand Summarv of *lodel ITI ~ Relativist Lehaviorist
Althougn this model miqht anpear anomalous in liaht
of previous descriptions concerning relativist assumptions,
it is a possible modeal for tho=ze elucators who omirace the
hativist assumntions about lancuage variety and initial
language acouisition but who see sacond languann learnlnq

as distinct from native lanquace acouisition.

1. sStrateqgv: child in structured classrcoom with stimalus--
resnonse. tecunirue - -
2. Content: audiorlingual, rrogrammad instruction kut
- with vernacular accented : '

. 3. %raining: tdachers traine? re relativist rodel, but

alaso given instruction in kehaviorist tcchnlﬁue"

4. Goal: teach second lanquace and ﬂulture sltills
5. ‘Fxarple: none
Shorthand Surmary of !odel I - ilormativist Immersion
' Mis too would avnear to e an anomalous modéel., Hourn-

ever, the educator who sees the child as having a defective
culture that might he “overcome’ Lv Laing placed in .another
environment would subscribe to this model.

1. Strategy: child put in home of second culture

2. Content: middle-class Anglo environment: midcle-class
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Spanish=American with stanrdar? Snanish

3. %raining: Careta%er civen svmpathetic but normativistic
nersnective concerning chilé - ‘“culture of vovartv” ro-
del

4. 6Goal: give ciild a lanauaae and culture

5. ZIxamnles: liettleheim's suggection for aducatine minor-
ity group children in Xibhutz-tyne arrangement was an
approximation of this model.

Shorthand Suwmmarvy of “'odnl v - ‘lorrativist Discovery
“Mile discovary techniouzs seen more consonant with

relativist assumptions, in actual fact discovery nroorame
often have a normnacivist vierr that recognizes inciviual
differences bhetween children but not group differences de-
rived frem cultural difference.
1. Strateqy. onen classroem, child initiated activities
2. Content: nrmanv stimuli
3. Training: in qgattinn teachers to change from "“teaching'

role to that of ‘quide”
. Goal: impart skills
. oxample. Tucson Tarlv Pducation “todel

Shorthand Summary of ‘‘odel VI - “‘ormativist Dehaviorist
This is the model roat froruently found in schools.

1. Strateny: forrmal schooling in structured classroom with
stimulus-~-resvonse techuiru2

2. Content. audio-linqual, nrocrarmed inctraction, keha-
T 0 1 [ ()
vior nmodificatini, revard tachniques Lased on standard
language

3. ggg}ning: tachiniauns of hehavicrist metl:ocfoloav

4. Coal: 1impart shills

5. XxXamnles: San ’ntonio Marlv Childhood Fducation Pro-
gran

4.5 Check lists of ouserva:las for assionina nrograms to
wodels

It is only Ly osservation of materials and practice
that a specific prograr can be assigned to a given rodel.
The checl lists which follow suggest some of the possihile
o'3ervalle features ‘hich characterize nrograns. The first
list refers to the assumotive axis on vhich we have eqtal-
lish2d a Linary opposition 'etvreen relativist and norrmativ-
ist rodels. This list contains strtements under five head--
ings dealing vith the nrogram's assumptions about a) society
k) chilid developmant, 'c).varnacular, <) language acruici-
tion, and e) languace use, ‘lithin eac™ of the five sections

- v
-
- .
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ctatements concerning t''rzae asnects of any program ~-- the
teacaer training materials, the curriculum materials, and
vhat happens during 1mnlpmentaflon in the classroom =-:-- are
presented,

7o use these lists, the ohea2rver checl:s off all the
atatements vhich are tru~s of t%e materialas or the class-
roor being examinad, e eclu-tering of ~lements which are
found to exist should allow te nrogram to Lo assime? to
the relativist rodels (I--TITT) nr the normativist ones (IV-
VI), (or to indicate the extent to which the wrograrm's
assumntions in one asnect Arn contradicte? or Rre not rain-
tainnd in another). I'ach ohsdrval.le has Yeen lahelled 'n°
(relativist), ".i" (normativiat) or "7/, (consistent with
either), indicating vith :hich meiel it is nost closelv

sociated,

I. Observabhle features alona the assumntive axis
A, Societal
1. T7Teacher training

a. explains that each neorson's values, attitudes r
and ichaviors are culturallv determined

h. explains that each ywertdon Lelones to a (wswaral) »
cornmmunitites :rith a cohorent culture

c. explains tue associative viewr of Hizultursalism "

d. exwlains that cu]turn consincts of a set of values, Kl

attitudes, interactional natterns "thicli astal lish

appronriate wehaviors for Jifferent merers LV aqe
and sax, 219 vrell az the more visih:le cultural in-
Cicators (Irass, food)

shous teachers tha cultural tasis of their own n
values, attitudes and intaractional natterns

?

£. nrognnt; tie culture of the local communitv, its n
values, attitudes, view of hov children of cer- — —
tain ages oﬂOUld hehave

g. gives the teacher srecific sugresticns for atti - n
tudes and interactions for tha elassroom that -

will facilitate learnincg for the children f
.-that specific culture .
h. anpreciates cultural differences n
i. nresonts the child's culture a3 valuahle
3

hn ]

j. explainc the role cultura conflict wlavs ir the K
chill's difficulties in school

t. descril.es the imnortance of accenting the child's »

culturally deterrina® self as tie hasis for beagin-
ning the school exnerience
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does not mention culture

treats American societv az monolithic

views etinic groups as irmnortant in the creation
of modern America but foes not agive ethnicity an
important place in current Pmerican society
mentions culture Lut only in terms of externals
suchr as food, dress

presents a monolitiic viewr of the svecific ethnic
3uL ~culture

do2s not rention or minimizes the role of culture
in learnineg

adheres to the meltina pot vinew of American cul-
ture

nresents normative mainctream hehaviors as ‘cor-
rect-”

sees non--rainstrear .ehaviors as had

sees non -mainstrear “ehavionr as the unfortunate
result of roverty

sees preservation of ethinic identity as a hind-
rance to cetting ahead

Curriculum comnonant

neonle in the stories have ethnic names

stories include o%jects familiar teo stu“ents
nictures reflect the children's familiar <urround -
inges - defined locally not only as a “road athnic
norm

neople in tihe materials act in vavs vhich the
ciiildren deen avvronriate

rateriels in otl,hr su'-jects (socizl studias,
sciance) reflect the infra--ntructure values of

th2 child's culture

materials in these suliects nresent other nossilla
viorld views an alternatives or additions to the
child's not as a superior truth

syllabus allous for the maltural learnina stvyle of
the local cormmunity (e.c., cooneration not comne-
tition, inter-age teaching if thev are relevant)
the syllaus indicates that somenne has studirad
and knows the relevant featurms of the local
culture that vould suqggest variations of tradi-
tional scaooling that would e more in deenina
with the local communitv's style

includen :lizcuesions of culture, the specific
cultures involvaed in the school and cultural 4if-
ferences re: values, attitudfes and interactional
natterns

curriculum calls for artifacts of the culture to
be displayved

P g
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syllabus includes Duklic asnects of the culturne ___"/N
curriculum covers historv an? famous lea‘ders of o/
the ethnic oroun

subjects otiher tan language arts use zare texts .
as rest of scanol svster

nationally distriluted raterials are used without 7
rmodification (or with minor lexical clangas)

inaterials are imported from another country and 1

used vithout rmndification (or vith minor lexical

chanqges)

materials stress all »eonle the sarz, omit discus-
sions of culture

characters in materials midfle--class vhites, or .
‘tinted” hut axhihit onlv middle-class “ehav1orc -

e.q., rom dad ~ister uwrother two~car garage an?

outdoor larhorue

In practice

the teacher indicates to the child that he is
stupid, lazy, incomretent vhen he i~ diswlavinag
oechavior that is ammronriate in his culture

the teacher recoqnizes +en th~2 child is showing
respect according to hier cultural norms (even if
it i5 not resvectful in her culture)

the teaciier imnlements tha materials in such a
way as to allowv for culturally based learnine - -
stvlas . )

the children risinternret teacher's cuza for
aparonriate lehcvior

tiie teacher missns chiléren's “ehavior cuns indi-
cating their desires, na22ds or novladra

in discussions, the teacher exnresses attitudas:
that denigrate the ciili's cultur~

the teacher 2rvands the child's renertoire of

anrropriate . ehavior -
tiie taaclh:er vuts down the child’'s action and

tries to teach Lim a lLetter” way -
the teacher resnonds rost frevuently and nosi- o

tively to those children who are closest to her
o™ cultural norrmq

Child Develonreat

Teacher training

presents strengths of minority groun child

sresents idea that child's merceotion of a glven
interaction mav diffar from the adult's

1

i

1
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shows 1o the chil® has heen socialized to his
own cultural nosms "efore he comes to school
sugqests that the child's exneriences nrior to
school will affect his percention of nev exper-
iences

presents idea that the child's culture nav have
different ax»nectations for the child at a civen
age than the teacher's culture would

presents anthronological evidence for the lecal
community ‘s culture-specific ideal for children
at various age levels

uses the adult as a standard of comparison for
child rehavior

assumes the child is unformed, waiting to he -

-molded into eduvecator's nroduct
sees education .wrimarilv as nrewaration for adult

employment
seas worl vith minoritv groun children as a " sal-
vace operating’ Jroceﬂure

‘presents child as fraaile, easily ﬂamaged

nresents nrovhlem of minoritv group children as

vieak ego ctrencth, lack of motivation

shows deficits of minority groun child that
st e overcore

Curriculum
in mode appropriate to cultural view of child of
the srecifiad aaqe laval

is concerned with child’s views

hes zane hehavieral exnoctetions would have for
an adult learner

Practice

teacher expects ail children from all cultures to

b2 the same

teacher allovs for individual ¢ifferences hut not

for group differences ,
teacher is aware of differences in children Hy
cultural g¢roups hut deniarates one grouo

- concerncd only with teashing sh%ills for future use

teacher's exnectationt for groups Aiffer - teach-

er “vrites off’ one aroun

teacher can put h2rs=l1lf in child's »nlace
teacher acceonts child's viewv of an interaction
teacher can treat arouws differently while oid
ing samz long -rande aonals and expectations for
thenm

.1

™

N
™
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Vernacular

Teacher training ?

cdescriicas the nature and origin of stanrlard lan-
guagzs and dialects

includes

y of

[
b

a detailed grarmmatical descrintio

e ]

the local vernacular

indicates v contrastive analvais some
more ohvious arrors the 1ocal crildran ¢

0

f thn
7111 mq“ﬂ

in l=2arning &nglish

praesents

in some form a diglossia model, that all

neonle sneak a variety of lancuage stvles
refers to the children's lanauaqe only as Snanish

nresents
‘Bnglish-

a contrastive analysis of " fnanish and

ma;.es statements thiat the language these children

speak is

ungrammatical

nerceives vernacular as evidence of lanauqu aa-
ficit that teachers face
defines teacher's job as eradicating vernmacular

Curriculum

introductory texts are in vernacular

texts in
Snanish

RPractice

cific

“citild's native lancuace” are in standard

a
ce01 and d”' ")ronrlatﬁ for all hurposes except
e

lessons in lezrnine dialecte other than

vernacular (5L or S87)

teacher

corrects child’s languace using th2 stan-

dard dial~ct as rodel

Lancquage

acguisition

Teacher traininqg

presents

linguistic and anthronoloaical evidence

that every normal chiléd learns a languade system
the generative theory is nrasante? as a mcdel of
ho7 all children learn languace

malies statement that these chiildren have not

learned
suggestq

language
that the children's earlyv environment is

not conducive to development of lanquac@

L)

I

M

i1

™
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cescribes language acquizition as acquiring habits,
presents hehaviorist model T
indicates that children learn not onlv grammar

but sociological asnects of language use: differmn
ent stvles for Jdifferent occasions

Curriculum

teaches standard form of the language (e.d..
fpanish) as a second lanqguace

does.. not teach standard form of the lancuagqg
teaches Standard English through medium of v
cular

teacheas grammatical structures, vocanulary, ctc.,
(negation, nrepositions, ommonsites) as if the
child were non-verlal

teaches through. games invelving social setting

2
erna

Practice

the teacher assumes the children can e¥nress
themselves in a coherent, grammatical way in theix™
native vernacular

the teacher considers the children to e non-
verbhal

the teacher corrects the children's vernacular
languaga is taught be rote memorization, pattern
practice, drill, programmzd instruction, or beha--
vior mocdification

lancuage is not taught as a suhject but used as a
mediun of instruction only

language is taught in conversational modes: lan-
guage lessons eliciting snontaneous language ara
uscd

Language ilse
Teacher training and nractice

states that the child Mas normal cogaitive davel--
onment .

states that thz child has concepts before he comes
to school , T
states tihat the child has catzgories hut thev mav
he different from those of the teacher

states that the chil{ has language hut that his
language cannot express ahstractionms

states that the child’s lanauage canh exoress ab-
stractions hut that due to his restricted environ-

w1

3
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ment he Jdoes not use language alstractly
f. states that the child's language is inade~uate o
for concent formation

2. Curriculum and rractice
a. the children are tested for rnovledwre of e.c., ™

nasic shanes, size compariscon, neqgation, spatial
relations in their vernacular

b, the children are so tested in Standard Spaniah *
or in Inqglish
c. tha child is taught concents such as hasic chanes A

3ize comparison, negation, snatial relations oxd

the assumption that the child does not Lnou them
d. cognitive content la2ssons are not given until vo-- T
caltulary and structure eit':ar in Ttandard Spanish
or in knalish have been tauaht
thz vernacular is used for teachinag new cocnitive n
materials after the child's Fnowledge level of
these concants has een accuratzly assessed

\'D .
°

II. OLbservabl: features along the methodological axis

Tiie second checl: list refers to thn rathodological axis
where ve have set up a three-wav distinction between immer-
sion (I), éiscovery (D), and behaviorist (B3) models. This
list includes obsorvables under the headings 1) classroom
set-up, 2) scheduling, 3) tnacher role, 4) curriculum,
and §) lancuage learning techmicues. "The assigninea of a
program to a n1cdel on the mathodological axis should only
e done on the razis of actual classroom practice.

1. classroom =et--un

a. traditional classroom - children remain in same
seats all d&ay althourh ray have some senarate -7
grouns, 2.%., for reading

». learning centers -~ children rotate in croups n/D

I

c. flexidly onen -~ chili'ren move at will or are ~ 'n/B
grouped for certain lescons and free to rove - T
around at other times

&¢. no clascroom ‘ I

2. scheduling

&, each subrject taught in definre? zime hlock - n
B, each child has different schediule, these schedules o
change fror dav to Zfav

ERIC
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teaclier initiates and directs activity
rostly teacher-»unil interaction Lut often vupil-
initiated
teaching relies heavily on wnz2er groun or inter- .-
ace intaraction
no formal trnacher (rachine counts as A teacher)

. 14
curriculurn

/

each sutjzct taught senarately
21l subjects nsed as lessons for all skills
intagrated curriculur
tile hidden curriculum of the nmiddla-class hona

lanqguagye lcarning techniocues

teaciier talika most of the time. students resnond,
memorize, Crill, corract and nrnfictable ansveras
prograrmmed inctruction, student interacts viths a
machine or a work:ook

snontancous language nse is stimulatad whether bv
cormunication Aactivities, !d unnlanned conversa--
tion, or " not ':avinn formal languacge teaching

I/n

n
/M

I/D

™

n/1
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‘suhject and each language will vary from one Hllﬁ

4.6 Other variahles

The observakles we have listed in the previous sccticons
are the independent variables which we suggest are crucial
to the models we have defined. It is recognized that within
a controlled variation study certain features must he held
constant across models. These include

1. age - T ' it
2. ethnic mix, including c /
a. language dominance-

b. wnroficiencvy in each language

c. degree of acculturation
sociop~economic status

previous school exnerience

rural/urban

[SeEF SR o}
L] L N

In addition there are variables which will not he con-
trollalle, especially in discovery models, such as

1. schedule of time davoted to each skill area

2. mix of languages within schedule (e.g., 50/50 or
Spanish ‘only in language arts, all else in Eng-
lish or Spanish for all hut ESL, etc.)

3. staff exmerience, etc.

~-IE£ the characteristic of tve dlscovcrr ‘models is +that
the curriculum is unsiructured, then the time sweent in each
in the
class to another and even for each chiild frn‘ one dav to
another. ' :

- The question of whether a nrogram_ is two—vav (Anglos '
learning Spanish as well as Spanish spealers learning Tnglich)
or only one-way neced not be considered a critical variable,
since the essential problem being addressed hy the govern-
ment in its planned variation study. appears to he the educa-
tional achievement of Spanish speaking children. 1Indeeqd,
the solution to the problem of underachievement as pronosed
by .the Bilingual Education Act ras that by using the child's.
native language, the educational system would rroduce greater
success in term of its same goals (achieVement in. skill
areas, ability to compete in mainstre English spealking
society) than it had nrev1ouﬂlv achleveﬂ for theﬂp non--Enag-
llSh <~'peah.nq chllérnn. : : ' ‘

fhe argunment for a tw0w”ay pruaram appears to rest

ERIC
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mainly on the notion that the Spanich-*merican child's self
estecm will suffer if onlv he (and not the Anclo child) has
to lecarn another language. In addition, learning another
lanqguage mav reduce the Anglo's ethnocentrism, but it mav

he a false hone at “est to trv to deny tvithin the school
setting the ohvious fact of vhich the Snmanish-American c»ild
will sooner or later becorme avare, namelv that he belongs to
a minority language groun within this country and that the
national languace is Inglish. He will need Fnglish for
college and johs in the mainstream society; the Anaglo child
will not necessarily need Swmanish.

"‘hile the product perspective, which noints to the value
of having bilingual speakers available for johs, justifies
the tcaching of Spanish to Anclo children, this nosition is
tempered in some of our rodels by the argurment that a bilin-
gual nrogram must consider the local vernacular as the ampron-
riate form of Spanish -- and that vernacular may have little
value for the Anglo children as concerns their future educa-
tion or employment.

It is however, not essential that ceducational nrocedure
be justified functionally. "There are valid arquments asicde
from practicalitv in favor of majority children l2arninc
minority group langquanges. A two-way program may he heneficial
for the goals of increasing cross--cultural awareness, to
sensitize the 2nglo children to the culture of the Snanish
childran, but it may be completely irrelavant to the aoal
of hichexr achizvement levcls and lower drop-out rates for
Spanish spoakiag children.



Q

ERIC

Aruitoxt provided by Eic:

~5A-

5.0 Implementing the models: wroblems and nossibilities

It is ohvious that some of the seven models descrived
in the previous section vill he easicer to implernnt than
others - and yet, if we restrict the nlanned variation study
to models that fit rcadily into the existing school frame-
work, we vill lre offering few newv solutions and can axpect
few new results from the study. Turthermore, if we rush to
set up programs vhich are meant to cxemplify the models
vhich require extensive retraining of teachers and for which
there is currently no appropriate curricula, we can he sure
that the evaluations vill show that the implementation does
not match the description of the model. Declaring a program
to Le an c¢xample of a certain model docs not mean that it is.
Fvaluation has to be based onlv on the ouservahles of the
program as it is carried out, not on the model to which the
program vwas assigned.

Implementing a cormunity develonment rodel has as its
first difficulty defining “community® (and vhat constitutes
a community) and verhans more difficult, who reprzsents
that commuanity.

Implerenting the immersion method in either the rela-
tivist or normativist framewor}) requires a concept of educa-
tion outside of the sc¢hool system. ‘"hile this might he
organized at a vre-kindergarten level, the currentlyv nro-
jected study is for qrades K-3., Immersion ncoqrems for this
age groun are no: lilelv to e conziderced feasible hv
either tio communitv or eduveators.

Difficultics in irplenanting discovery methods in
alreads established classrooms are documented in reports
of Tollnu Through sponsors of open classroorm programs such
as the Educatiorn Developnment Center (NDC) ané the Tucson
Iarly Iducation 'odel. TNC focuses on retraining teachers
and finds that tle teachers with whom thev rnust vork are
not always receptive to their ideans.

The teacher's ambivalent nosition in an experiment
such as th=2 proposed studv may hecome an oLstacle to the
implementation of an innovative model. If the school admin-
istrators are nnt centirely enthusiastic ahout the »rogram,
thecy rmay give the teachers conflicting messaans about thair
exnected particination in the program. »2Ms long as the
nrogram remains aexnerimental (i.e., vill terminate after a
certain number of years), the teacher will see her future in
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terms of the imnression she makes on the local school author-
ities and not on the director of the svecial program.

The prohlems in implementation will Le much greater for
nrograms based on relativist assumptions than on normativist
oncs. As slaratz (1271) has nreviously pointed out, major
difficulties wiich mayv be encountered include:

1. a lack of trained personnel to tcach culturally different
children

2. few teacher training programs set up to train teachers

of the culturallv different

a lack of materials and curricula

a lack of knowledge about the vernacular dialects and

diverse cultural groups in this country, especially as

regards ricrobehaviors that may be very important within
the framewvor! of cross-cultural communication.

a rejection of the cultural relativity thesis, which

states that the minority qroun culture is valid and

should be used in the teaching process, hy majority
group members vvho are ethnocentric and see only their
culture as valuable, real and good.

6. a r2jecticn of the vernacular culture by minority qroun
ethinic nembers, marticularly arong the middle class.

7. a fear that the recognition of distinct cultural grouns
in the United States will necessarily ke justification
for re-segregation.

8. beccause the issue of culturally related education is
beound to gererate controversv, and hecauce at the moment
fallure of nincsity groun children Is a poshlem, hut
in itself nort ccatravarcilile (no schecol aarministrotar
iz bheing called racist rerely for stating that these
children are not performing ncar national norms), schceol
administrators, onc of whose jobs it is to keep contro-
versy at a ninimum, mav very well opt to do nothing --
or do somrthing that is acceptable even if it is demon-
stralbly incffective -- rather than risk their jo"s for
a progran that has ecducational promise but is so contro-
versial.

o W
.

(9}
.

Aside from the vwrol:lems inherent in atterntinag to imnle-
ment particular models, there are problems related to plannerd
variation studies that raise general questions as to the over-
all feasibility of such a study, especially as concerns the
cost relative to nrobable outcome. The situation is reminis-
cent of earlier experiences with planned variation studies in
educational settings, most notahly the current Follow-Through
nroject, whick have raised more questions than they have
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nrovided ansvers. ilere, the research designs and educational
therorice of acadariciang have run headlong into the nolitics
anl Lureaucracy of the educational systems, where reading
scores, academic achieverment and feelings of self egteem

and satisfactionr are not necessarilv relevant criteria for
overating those svstems. Indeed, the cducational svsters

in this country apnear to have a unique capacity for coming
into contact with fresh ideas, organizations, and insiqghts,
ingrsting them, excretinea ther undigested, and continuing

on unnourished by the exnerience.

The school suwerintendent, for example, may be nmuch
rore concerned with money matters than with reading scores.
He is decaling vith a large svstem where management »rohlems,
not methods of r=ading instruction, are the issue. Indecd,
noor reading scoxes arc not inherentlv a prohlem and only
beocoma: so vthen someone elae (the nress, the Congrear, emnlavers)
malie them so. In addition, once the furor over noor reading
scores dies dovm, they hecore an accepted fact (naturally to
n denlored) but nonetheless a fact rather than a cnntroversial
issue. Indeed, a nronosed solution to noor reading acores --
e.q., use of dialect texts -- may easily hecome more contro-
versial than the fact of noor reading merformance itself,

As was indicated carlier, pnrograms cannot be ‘sent in®
from the government or the universitv and imnosed unon the
systen, A teacher's allegiance to a two-year “"rescarch
project" is going to denend more on how the system in vhich
she functions likes it than ho nrestigicus the univereaity
is that offers It. Ter rewards core from her emnlovers and
pe2rs, not from cutside exnerts. Mnd lere too, her revards
are not mzrelv Johnnv reading., Mer acceptance by her felle
teachurs may he as important if not more so than hYer success
with e charqes. 7This is not said to malign teachers,
bhut merely to emphasize that they must he understood in ralo-
tion to the complexitv of their role as they nerceive it,
which is not merely impartine AnC's to kiddies. And so on
for supervisors, »rincipals, etc., up and down the line.

Discussions of the difficulties encountered in Follow-
Through nlanned variation often return to the problems of
teacher training, of meetine the multiple gcals of school
systems, of detailina deliverv svstems, of inadequate measure-
ment tocls, of the nressures for irmmediate action even when
the system is not ready, of demand for immediate 'mnav off".
Inferred in these discussions is that nlarn2d variation
studies should project a hit loncer time frame so that thev
can solve these problems and then he able to conduct a nlanned
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variation study. Since the prohlems :eferred to cre endariic
to the educational svstem,; it would appear to this writer

that at hest the cart is being rut before the horse, that
applied research is being called for before the basic research
has been done. Indeed if the endemic problems discussed

under problems of planned variation studies could actuallv

be solved, there might be no need for a-planned variation
study.

The state of the art (or science) as regards education
generally and bilingual education particularly is not in
a position to call for a large applied research study in a
“naturalistic".setting. Indeed, time may clearly demonstrate
the naivete of planned variation studies in that the con-
straints of an experiment hecome, in the final analysis,
inimical allies with the exigencies of a school svystem.
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According to the "ISLA Title VII summary, »v =2thnic grour,

FY '72," the 211 nrojects were fundel for a total of
$33.212,759. This breal:s dovn as follows-

ilexican-~Anerican 21,732,733,
Tuerto ican 5,719,080,
Cu>an 337,572,
rulti--2thnic, all fpanish 3,774,344,
total, Spanish onlv 25,774,729,
Portuguese nne,17,.
“rench “0N3,551.
Anerican Indian. an? Tsrimo 2.474,317,
Other 553,760,
multi-ethnic, includes Snanish if

other language is nei Smanish 2,700,215,
total, ncn~Smanish and multi- - )

ethnic ) 7,238,0190.
total Title VII fundino €33,712,75"%.

The 271 from OFO and the nuhlicity releases con -
cerning the grants stata that implementation of the
models 17ill he +riith fpanish-American onopbulations. Thna
nrasent repoart theorcfore concantratces its examplaes on
the languenns and cultures of fSranis't spealting orows,
bui the dicvsainn of " lincual/ticultural education
arvi the nedeis dcocvelopn:d are ¢gencralizable to the other
largeacns and achaic grouns for vhich Titla YIT funds

prograns.,

Prelininarv ranorts on the Follow Through Tlanned
yariation Study have not -een marticularlwv nromisinea,
Thare have Leaen consicfera™le Jdifficulties vith the Tol--
lorr "irough Projecit in finding discrete forms {n varv,
in immlewmenting the nroijects and in evaluvating the
data -~ especiallv surrounding the issue as to vhat con-
stitutes contrnl data,

Jencits, et al (1272) summarized the educatioral noliawv
of the var on povertv model of the €0's as follows



The hest mechanism for Mrealing this vicinus
circle [noor cdon’t acquire cognitive skills,
therefore don't get jorlz, therefore remain
poor . . .] is ‘educational reform. Since
children horn into woor homes do not accuire
the chkills they need from their parents,
thev must be taught these skills in school.
T™is can Le done hv making sure they attend
the szame schools as middle~-class children,
by giving them =2xtra comensatory nrooramg
in school, »v giving thair parents a voice
"in running their schnols, or Iy some combi-
nation of all threes anproaches. (n. 7)

5. A fuller description, -7ith examnles, is givan in
the naper Uulch was conmissioned as part of the hro"ﬂnt
report. ‘

G. The UNESCO report definesz vernacular lanqguages as fol-

lows:
2 language which is the notn r tonque of N
group which is sociallw or politically domi-
nated Ly another group speiaking a different
lanquage., i do not consicder the language
of a minoritv in one coun+rv as a vernacular
if it is an-official lanquage in another
country. (». 4¢)

Stewart has vointed cut concerning vernaculars:

Duz to their lack of formalized grammars. and
lexicons (at least ones accepted as authori-
tative L the languaces' users) vernacular
languages are almost always ranked lower in
vrestige than standard and classical languages.

7. Tt oxould ke reallzen +hat product oriented rilin-~

O
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gual programs vhethar thay: recognize the child’'s dia--
lact (as in the French Title VII nrograrm at Breaux
Bridg Louisiana) or do not utilize the child's ver-
avular (as in the Cucamonga, California Follow Throucrh
‘-nronran) are in fact noolnﬂ an added hurden on the chila
-wvho is already having. dlfF1cu1tv 1n_q~bool These pro-
grams have goals which relate to nr031c1e1cv in 1anquana,
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arts in standard &nanish (French) and standard I'nglish,
oot of wiich are foreign languageo for the child, and
goals relating to skills learned through the medium of
two languages neithexr of vhich the child speaks nativelv.

Althoush education has reen a concern of anthro -
pologists over the vears (Hewett 1304, Jo'nson 1743,
Snindlexr 1955), the overall influence of anthropnlo-
aists has bLeen creatly overshadored hy that of nsvcho-
logists. f“he psycholoaizal 13 terature on Hlllnnuall
seens mainly to have acddressed itself to the isnue of
the relatioaship beti'een IN and bhilingualism.

hn nnturonolong 5 have, hovever, vit their
interest in the issues of language and culture contact
devoted nuch time to descrintions of multi--cultured
sorieties. “They have dzveloned morels concerning the
relationsiiip of cultural svstems to ecducational systens,

In the nast maturation has been viewed H»v psvcio-
logists largelv in terms of supposedly innate stagin~s
of develorment with some influcnce from the environmant,
The proh:lem here is that environment has heen zo Jdefincd
as to laraaly exclude cultural norms, a flar somevhat
macked hy the villingness of nsycholoaists to look at
social interaction at the interpersonal level. PMowever,
it is now becoiiding clecax that raturation is strongly
shaned by the enltural nnmms of the soci2ty in which a
child iz develoning. %hus, for .narple, hehavior suckh
ac va?klnc can e verv muceh influenced by the cultare.
Anthrosological researcih has indicated that children in
a nonadic “frican socintv learn to wall: earlier hecaure
of ihe rohllwt" naeds (Ionner 1%73) wvhereas children in
a ifepalese societyv that lives on extremely steen terrain
are carri.- more and thus learn to wall: at a much later
age.,

That some nsychologists are “eqginning to realize
this was recentlv exemnlified Ly Jerome Kagen's <neech
at the 1972 weetings of the AAAS, In studying Guatara-
lan children in a small rural village, Magan found that
the infants were extremely nassive, seldom held! “w the
mother and rarely taken out of the hore. Their leval
of maturation at ten months vras therzfore verv different
from that of American miAdle-class children at that age.
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The loV'n-vear~016 in the same v1Jlaau, however,
were alert, active and comparablle in maturation and
skills to their NAmerican counterparts. Bothh the infant

‘and the eleven~vear--old in Guatemala were beind normal

children within their-culture but the cultural exnscta-
tion of the infant's hehavior was nct the same as that
of cnildren of the same aqe Kagan had previously studied.
As liargaret “lead pointed out to Xagan, anthropologists
have long becn aviare of the non- llncarlty of develonrant
nut psychologjsts have not up to nov included that con-

cept in their paraﬂlrﬂ

rhe recent court case in Callfornla (Dianne vs.
rafferty and the State of California) is a dramatic
exarmnle of just such an incorrect classification. 1
The State of California had ™een assigning Pexican-
merican children to classes for the mentally retarde?

- on the rasis of IQ sgores oktained from int=lligence -

tost° thiat had keen administered- in Znglish. 'Then the.
erican-American children vere retested in Zpanish tho

scores of over £0% of the children indicated their in--

telligence ‘levels were averade ox above. '

1

»n excellent example of this nosition can he found
in the writings of J,:"°cV, iunt, see especially ‘Towards
Lne proventlon of incompatenca.’” In J. 7, Carter (Bd.)
iutions From }55yc; ) 7 'L‘O CGI‘* :unitv
AsHavioral’s Q L ‘T“

d by th2e authors that the descrin--
ssarily. oversimplified. There in

It is “ecoon
tions here are ne ‘
consideralzle verhal learning literature Jdevotad to inte
. ference (retro-activa 1nh1:1tlon, etc.) ~diich is ger-
'maine to second language le arning within a Izehaviorist
naradigm, o -

Ze
3¢

i
okt

The wov“ of Basil Darnstein is a case in’noinf',
ilo attempted to illustrate that the c‘ultura1 learning
style of lOWGl“Clao, ﬂritish youth tanded to rely heawily

on what he descriheri as a "restricted coms? (1¢p,al to
authorluv unqﬂ°01f194 ‘or’ vadu” Gnscrlotlon .. etc.) _
vhereas the middle- clas nllo learns a cultural. style‘

< that rﬂllev‘npav1l" on an elaJoratoo code (analytlc,

specific, etc. ) bnfoxtuna%"lv manv ra searcuers 1n the



J.S. have tended to simnlify and over extend Bernstein's
concapts so as to imnly that iecause of socialization,
lower-—class children are incanahle of using an elaorate
code. There has heen a crv v many to ignorz the indi-
genous code in favor of teaching other cories necaessarv
for making it in the mainstream.

Of course the icsue of language code use is con-
founded hy the fact that in any croup, no ratter hov
ausstract the tonic, the language of the -"in-group - tonds
to La ‘restricked . (See for examnle [Talherstam's Cdns--
crivtion in The 8est and the Urichtest of the lennedy
inner circle responding to Chester Bouvles' lack of use
of their restricted code.)

15, Interaction analvsis studies such as t
Bellack., A. a. et al, The Languaage of the C1
show that almost all of the teaching time co
renaated cvcles of teacher ~uestion followed hv student
response, followad v teacher reaction.

—

16. The term “bilingual’ requires that a nerson he able
to understand, sneak, read and write a standard and/or
non- standard version of thie two lancquages in the orogram.
"Competent to teach” means that the teacher is ahle to
tzach those suhjects for tthich he/she has L.een nrenared.
This would necessarilv involve meetina state roemuire-
nents for tcachers,

17. See scction two for further elaboration of tixis concent.

18. “le have scen teacher training »rograms wiiich con-
centrate on generative grammar techmicues of language
descrintion -~ trees and transformations -~ which the
teaciiers have difficulty finding relevant to their nrob-
lems. 7The more relevant impmortance of generative theory
it seems to us is its insioghts into the nature of languace
systems and language acruisition.
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Center for Anpli eL.Llngu .stics, the,”duyatlonal “lateria
Center at Pdcral City Coll=zge, the Tational Tducation oc"_

APPEMDIY A

A 2rief Survey of Selected nilinqual Programs and Curricula

Judith Perez de ileradia
- ‘ ' Introduction

Ho ‘one writes out of a vacuur. "ether or not one is
conscicus of rorrowing ideas from currently ponular trends,
that is most often the case. TIvery currlculuw writer has a
philosophy which shapes the outcomp of his worl. le have
attempted to examine as . much of the curriculum for hilingual
programs as was avaxlnalm to us in order to determine ths
relationship of the anthor’ a_unﬂorlv1nq assumnt:onﬂ to the
morlels proposed eérlier in t 1is report. :

Due to restrictions on tiﬂﬂ and location, resources vere
limited.  ‘iost of the materials available ware commerciallv
3roduced ‘or written by neonle rMhosz names are well known! in
the field of 8L ox. in 1‘\J.llnr:url education. ILncally nro-

.duced materials. which may confa1W»1nnovaflon~,;or hilinoual

education programs were scarca.

he ‘following 1nst1tutwnnq in the Waﬂalnﬂtoq, N.C. area.
e
]n‘

1
1§

e ED!
e

£

iation, rnport" from the ﬁ"lr@ of Title VII Bilinmel Pro~
"rams, and the Lilrary at the OF flce‘of Tﬂucatlon,.and the
Jasnlnﬂton, D. L.,_li-ngual Prograr. : A

-.WuCLTlalS fall 1nto two c=Lnn 'ieG:‘ l) currlculum
gulﬁos,u-h_tﬁ, and wmatrerials to he ufel ‘the.Various. hi-

lingual ploqlav“'tzroualou+ftn ‘country awu_*“)‘"nec fic

‘_ﬂeocrlwtlon” or.re ;orLF on. hr01LcL

bilindual sites-or programs wvhich mav.or -may not have de-

valooeo a unicue curriculum, ‘i}e.,nﬂhﬂ'-e”‘JuY’crv actiool.
Yources of Lﬁxormatlon-;nﬂluvﬂ ﬂuvrlhlluﬂ ﬂwlﬁap; proqram,

'_nlrtv—elght: Jr“wquup mmlﬂ q'wnrm se n, of whlch;_

three were des cripti ions: anw’35 vere: aﬂtual rurrlculum wuldor

:‘.or texts.

w'guldt”f.‘-l~‘ o :‘-;r,

o

EMC

A v e provided vy enic |8

Of the aeven rb01f1c “Lu,~/hrograhﬁ HPCﬂLﬂtef fcf;1
tlree wWere nrograrl ‘oqcvwﬂt1o“,,_ono a.rencrt on.a nroiject,
two summaries of currlzulaw qu1dc~ Sone actual ~urr1ﬂu1um




Pelevance of Nilinaual Curricula

Almost wothout excerntion, the rurriﬂula availahle .
were not suitarle for a cunlturally fased medel of nilincual
education. ""he influence of tradit loraJ au:lin-lingual or
what is more cormonly knowm an TSI ﬂetAololoqy as very

‘much in evidenca. This would reflect the las in rrogressing

from EBL classzes, which lave haan in arictenne mach lonaax
than.bilingual oﬁucat1on nroqrams, to Lilincanl/iricultural
nrograna. : _ ' .

~lany of the names first associated with 7GL curri
no appear in connﬂctLOn with Rilingual curricula. It is
apuarenf that these veonle have not changed their rasi
assurptions on lancuage teachine in writing curriecula for
Hlllngual nrograms. The novr curricula mav Le rorn soniis-
ticated in some casss but the underlving heliafs are the
sama.  For exawnle, "okaert “ilgon of UCLM was resvnonsibhle
for Teachine Enclish Parlv, ar auwlio-lincual secon? languace
learning courze "hich is not aimed at anv specific groun.
Slilson's nmaterials ave since been usest an the hasis of the
oral Language Program and the CI™F méterials;(two of_the most

widespread curricula in use in.the Southwest). M3 another
example, Ralund: - obinettfs .name anpears in connﬁctlon with
the FLICE Bilingual Curriculum Davelonrent: 'SOL-STRD,

Michigan "dgrant Primarv Interdiscinlinary “rovram the

Hlami Linguistic Readers and the 4Snanish Currlculum Develon-

- ment Center materiais, all of vhwch_ ave. vldh-? ""nw"natwon.

(Furtlermora; mhoay othet Aroarams are aﬂaptatloﬂ of

Th e

cone or another of theze already rmentioned cnrrlcula.‘ Tor

examplsa: (”’@ ety Yol State’ Department of Piuﬂab101,
Albany. has recently develoned an adaptation of the TILICS
curricualum - ,o“u\“tAFTvanq'ﬁral-Languaqe Navelonment -

Rilingual \Grlua Guide IF, Pre-Xindergarten. " T™e Zan Dieqgo
3b1¥v schoolq avo “adanted Fnﬂijﬂh Wessons-fram Ta achlnq )

q11=h “ar]v ; o)

;mrt JlluOJ , "”q
- . s .

Thu rcgu]t 1°'tqa Waﬁv 1113nnna1 oroqrenn are *urleﬂ

in anﬂ' D7 traultlonaT aud¢onT1Vﬁual nctarlalv ”hlcb stres
‘puttern nractice as’ the wav to ac 1lﬂvu;rluenﬂ" in the 11h~

quags. -~Thvrﬂ?"orﬂ-a,£ew prnHVSHﬂr"** ch. may. fit our ﬂpflnzn

~tion of a Ul“COV°rV moﬂ,., WL# ﬂo o'a. les of nrnqraﬂ~ with

Lan 1Fﬂnr,1on Lasa. g

O

[mc
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Evaluations

Fvaluation can be categorized as 1} internal, i.e,,
testing of the children to see if objectives have heen met
and 2) external, i.e., field testing of the proqrar itself.

Of the forty-five curricula seen,nine listed somn tyne
of external evaluation. %©he descriptions ranged from simnly
tvfield tested” to a mwore snecific dascription of vhere, when
“and how many oltEJ.

Internalievaluation'was accounted for in nine fifferent
» prograns, five of which were Fdeveloned hv the individual
nrograms, three uszd standardized tests or translations
thereof, and one utilized a corbination of :tanﬁardlh, _
tests. and original measursments. Only two nrograms mentioned
noth internal and external_evaluations.

‘"any of tihe wroducers as well as users of the materials
iwe have examined did 1ot consider evaluation to lie important
enough as a compon 2nt to even nmention it. '

r

=y
‘a
-

&3

“aacher Traininq

Teacher training-is a cr1flca1 featurn 1n dovelor¢nq
rilingual education nroqrams. Wo”ever, as in the case: of’
evaluatlonﬁ ‘many curriculum quides did . not mention teacher .
training., 0f the seven snecific progra S onlv three men--
tioned. Joec1f-u teachar training comnonent . 0f the, th1rtVf
eight curriculum qu;zes, only sixz addr eﬂ them,vlvas ‘to
‘teacher trairing. (Five of the nine nlog*ams which diAd-
speéify‘teacher-tra;n;ng~fa11.1nto‘the:alscovcry category.)

Summary . - ‘
It bhecohes obvious from a consideration of the curri-
“cula seen- that the focal noint for the curriculum develoner
~is the teaching method emnloved and not the content taucht..
."e therefore have used a scheme in Whlch teaching methods
- are defined as 1) tranltlopal audio-lingual, “”) concept
formatlon,‘ 3) erﬁraﬁnou 1ﬂ tructlon ano 4) dlﬁcnverv
3 Ona flnuq‘twat concenf anvploompnt 1s freﬁupntlv 11nPeh
w1th Lradltwonal audio- lsnﬁual metboiolonv vIn many: case
" Spanish is- taugqt £c. native- qﬂanlsh_sonake with the.-
| ‘stated ohject of tne ‘lesson heing: concent’ oevplnnmont while. _
‘f_Enqllcn in: the: same’ prograrm is taught" by audio:-lingual: methodm o
.ology. - In_ the vasg, WR]O*lt“ of cases, the. auﬂlomllnaual L
, _n_methodology alons or. in cormbination: w1th conce“t formatloﬁ PR
[]{ﬁ:; anpoar .as’ the teachlng npthod e e T e
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curriculur ™aterials

"

1, Title: 7ewnforcnd Neadiness’ “onulgltes Progxram

-Author: . ~

Producer : qouthweJtern‘CooDerative ducational Laloratory
(S™Cr 1’)

An extremely Lehavioristic aprroach to reading readi -
ness., ‘e "tatuJ purpose of this program iz to “instill
-motivation in culturallv divergent children. ™ "aterial re-
vards are given to the children initiallv for satisfactorwv
nerformance in class and then gradually elirinated, After
one year, the childran allegedly nzed no outside motivation.

2. Title: A'Dnocaamﬂoﬂ Cour e _in Introductory Spanish
author: M, T Gullivan T
‘Producer: ncyclonedia 3Hritannica Films
Consultants: Unﬂ‘“uﬁhanan rdelaide Johnston, Pnne;org
‘ L ehert iTeil Sullivan
A nrorfammnd instruction hehaviorist lancquage prooram,

2

A gseries: of tanes 01veq the st1m11uq for the. oral nnase oF
'i:‘n'2 urogram

3. Title. 2£LS (an Kudio- Llugual Programmed ourse in

Spoken Spanigh) -
author: . Rrand Worton L ‘ . .o i
Producors- -1g11dn Lanounge Services, Inc. s

; A “do-it-yourself” course in'Spanish which' guarantees
flucncv to tn= ﬁtudent.ﬁ’ ' Co ' CT .

4, Tltle Enqlioq'ng
‘ Authoxr: ’ C :
Droduycr"~ﬁ

Flis: Services:
Afhis locra ic

By
E
‘.‘l

-‘c
o1
py
"
-t
pu]
v

(] ~ : . i
o) 2 e
: : s [0 nane d hecause the sexies. consists
of six ,ookﬂjcont ining QO bace sentences. ‘Provided that

tha students mem ri?e.these‘qnntenceg, they are to achieve
" f£luency - in tie language. iroara“ﬁeﬂ instruction workbooks
L acconpany thg tehLHoo“s.n S e e

S,-‘Witlé: _“rOﬁraMwoﬁ ecﬂlnw (Gook“‘l 7)
Author ‘ﬁ;‘.‘->u171va‘_-~ o l : i
Droourﬂr* S¥elster Division,™ TTc"*‘aw hll] Boor'Coq ,

, “ﬁnav1or1 stic prorvarﬂo: 1n:tvuct10ﬂ For Lnd@rgarton,
L first ﬁraoe ?nn rﬁmuulal cla ﬂo~‘“"ﬁ el :

: ”tléf” WTI--,rrolwer “ro”rammoo'”@“tboo“'»'“
v producer iuieéchi'g Iatevlale‘ orn_;_37r Lox*nw;on ?Veor 3.7
A prog¥anmed  ins o et

ructloﬂfHSE text

e
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7. Title: »alaskan Readers

ruthor: Virginia Jones

Producer: lortihwest “eg‘onal TNducational Lahoratory
Consultants: Dr. !lilliaw Tovens, Dr. Patrick J. CGroff,

' James Henry, Taurie Steinman, Carolyn ILocke,
Hinifred.D,,Tanﬂh Prank. Darnell, Dr. "ohert
rath -and Dr. Michael fleammateo

_ The statement: of purpose suggests an interventionist
appnroacit to language uPVDJODn@ﬁtu

e Do Titl@ . Oral Lancuace Program
Author: }ert eerack (ada wbeﬂ*7v)
Producer~ . SYCEL

Consultant: Dr. Robert Wilson ‘ , ,
N traditional audio-linqual anmnroach to language teaching.
2, Title: Vamos a Aprender EL Ingles
Author: Tave L. Buwpass _
Troducer: Empresa Grafica, San 'arti, S.n., Lima, Peru
(iinistry of Education) '
his vas a verv carly attempt at auvdio--lingual metho
dology for the tnac11nq of rnaulnq, Hehavioristic.

10, Title: Tha ‘dvcnfures of *tiguelito

suthory Charles H. Hermert, Jdr.. . ;. :

Producer: Encyclonedia Britannica Films, Inc. :
Aimed at students of Spanish as a fecond Lansuage.

Traditional audio-linqual technisues are awunﬂant

11. ”Titlef Dan and ¥is Pets  (ncoks 1-5)
author: o '
'Drouucﬁr S

uiprock Indevendent fcl:ool Diztrict #22, iew
Taxico B :
Con ul*anLoi' Claude Kraﬂon, Wallacc Patﬁev :

The illustrations in the book depict a uwvajo‘respr- o
vation. The oral nreparation -for reading is tased on audlo«
lingual methooologv and the readers themselvas ars hasal
reaugrg, ‘W“n DYOGram igs a More audlo -lincual than dlscoverv
orlont proqrana' e : :

12, i'le:. Curllculur Puwdn for ”hil-' WVoloDment "ent°r~ o
I r7 o Tive--Year-n1id- Program : '
_WUthO* kl°a10l Burie et al - ‘ o
odu"nr alLun “ic nley ”ountvjnc1oolﬂ Palluﬂ s
o e ”uhjﬂCt matter of tHn, curriculum guid -1nclude
vart 5001a1 stu¢leu,_nuw*er : p“vclcal mOuca tion and hea
science  and muDlCn'flL t@ac1lne mathod in the ccnt@nr
is” coqcpot developmen a1 ad “in the language arts, audio-
gual, Thiere are ‘sug oe tl ons for 3ﬁantatlon oF Pm@*’?an nur—ﬂ
. sery rhymes,mand”hulletln oarﬂq fﬁr rocoqn17100 imorlcaﬂ
ERik;,'hclidays._' ‘ ST o - ,
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15. Title: Dilingual Curriculum Develonrent: FRSOL--S1SH
Author: Alma Fetrini, Nlizabeth Iirickman, Elaine 'elared
roducer: Toreizan Lanouaqn Innovative Curr1cu1uv Studies
i (:'TTI“:)

Consultants: RNaloah Robinett -

Traditional Aaudio-lingual methodlologv. %xamnles of
games and nursery rhymes suggested are Jack Ue limble,
Thunkkin, Holey--Poley . and 0142 "lacuonald.

14, Title: #ilingual Curriculur “ovelopment: Snanias’s Cuide
Author: Tesse [.., coriano. ' - '
Producer: TLICS , : : ,

Inotlier audio-lingual hased orograw. The santence

patterns are prasented throuch controlled hut nlay-tvoe

activities. Standard Spanish ia‘mrasented for eﬁulhtlon,

15. Title: Michican “’ﬁr°1+ Prirary Intbrr1501nllnarv

Program
Author; N
Producer: LICS
Pnnvultanta; lalph Rohinaett

-Similar to the other materials bvroduced by TLIOT,
Audio-lingual methodoloay with materials fror mainstrean
nmerican culture, 2.¢., ¥leenex, Nand- “l""y nanar towels, .
az well ao standard clansroonm 1tem:,‘e.q,, :alls, 1:00ks,
hoxes. . The use of nupnets is imnortant, they serve as the
.tlmulus for the Cqﬁl*ren'ﬂ‘resnnn es;;' T

16, Title; Mlchlgan Migrant Lrucatwon Program: ™ Rilin-
guil Cral ‘Loncuage and Conceptual Ravelopment

rovraw rlor Sraniso Sn‘Ellna ?rh “ﬂnool Chlldrew_

Author:  Consuelo ?lrnnca'ot Al.

Producer: ~TLICR - L L s

A struﬂturon auﬁlo 11nﬂuP] ‘approach. A nlav nnrlod
entitled Yinside structurad wlay,” ‘mounds very r+31foJ

~Children are directeﬂ tO’dTﬂ r-1—aru*arc3 Sranish.

S17. 0 witle: COHCﬂ,tual and ﬁral Laanuaqe ﬁpvnlopw«nt

- ‘Tilingual Rerign ~uide . It Pre- klnﬂerqarten

Author: Blanfa Ortiz and momaf fidalgo . .
_Producefti University. 6f the State of ilev York, State nduca-

_”on thant Leonor J. Yatson

a‘f\r‘l' "‘)(l

Q

e

Aruitoxt provided by Eic:

”l8.»fT1tle' BlllnduaT Lessons for Spanist

tion: -epartannt‘

21lkany,

7L
.-,.-LD

2ntly verv drill oriented

"qhaoted from “LIC tand connsequ
zav1or1FL_V, S ey

. ~ Scioel Chhildren
AutHOr: .Vella'Scnnelderv




Producer: fan Dicgo City Schools
Connultants- - flari>c Tharra -- Droqert Director

The nglish lassons have been adanted from Teaching
“nglLu‘ Barly by Robart "ilson. Trad ‘itional auiio-lincual.

lD. Title. Swanish Currlculun'wnvelourﬂnt Confnr materials
uathor:

Producer: SCDC, vade Countv Duhllc Schools _
Consultants: CAELE ( Curriculum Mdawtation lotworl Bilin-

o gual Nicultural Dducation) .

‘the four editions of these materials are superficially

different, i.e., certain lexical changes, hut 10 not refloct
the more oromound cdifferences that exist in the Sﬁanish
‘Bouthwest and other areas.

23, witle: ZXlborads 1 :

Zuthor  Rosa wa“%o+ and Loonor ﬁrteda .

Producer: TRINDT (Editorial) 5.2. Viladomat 271, harcelona
A ftandard Castillian Snanish apbroach to lannua,v

levelonmment with many references to Fiagat.

o~

1

\l

21,  Mitle: I. Curriculum for ﬁngll.u.as%a onﬂ Lanqua ge

Author:- ‘ , R

Froducer: American Book Co. Tntﬂrnatlonal Division, .Y,
he curriculum ¢uicde is a list of texts commercially

nroduced, i.e., Burmass, e Sneak English, etc., =hich ara

recommended. for each grade. Traditional audio~lingual metho-

dology is OuVlOUP from, H~ foolis ch0ﬂen,.‘- : : :

T

22, . mitle: Cuide for Teaching Inglizh as a fSecond Lanquage
- - . to Tdlepshtarv School Pupils, Level I Teaching ’
- . :Jngal.::l _-’41 7\7 . : - s
Author ! liohert Tilson ‘ ' -
Profucer: UCLA State Depa rtmeﬂf oF ‘mducation
An early auc*0w11ng1 1 a2onroach to language tpach1nv

ianHlCA,C01VPr atlow" Ace ery-meo’anlra

23;:-W1c1n:- S:aal h for 1nanish Sn ILnn Students
Aauthor T SRR T
'fIroOucar."Jurgau of Cvrrlculvw :evelbpment,‘?onrﬁjof ada--
: : ~eation, Y. oo oL . 2
4“onqultant°=» Tillian 1. Cillers o 0 oo oo e :
: “raditional audin-:lincual methoﬂo1o~vris'Eeacrihéﬂfinl__'
“the foraword and a chanter entitlaed "Comrmon Trrers o
‘Anglicisms® contains a detailed f“SCr13thn of
‘cular Puerto Rican language. EEET :

Aruitoxt provided by Eic:



| tl ’3 Of)‘ aro l‘r’i,,_ frnm ‘reaohin

‘-fﬂuﬂlo llnaual netxor

‘\)

aaed
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ruthor:

cation ratner to :an-wechanical ex

'?S; fTitleEJ’Let’s‘Q,

24, Titlp‘ nac

1)
author: ‘Santiilana, G.A. de Tdicionas, “adrid
Producer: - ' ’

Consultants Gloria Tolfan

A preschool hlogram meant for “panish snealing cild.-
r@n in oPclﬂ. It is verv Piaget-influenced and the toacher's
. is immense with mere than ample suggastions to the
teacihier. The cla»; woul“ he +enCunr ﬂl recter’,

25, 'Title Wavajo “English Curriculum Guiﬁe (7 level)
aathor: wriel 2. Saville

Producer: BIZ iavajo Mrea Office _ ,

Pattern Arill,. choral and indiwvidual re Detltion,-
form the hasis of the English lancuage componént of the
nrogram. ' :

26. Title

5]
w
5
i

de ndiciones ‘ladfrid.

Procuder:: Santillana, 3.7, A '
Consultants: - TPernando 2lonso, Antonin Daros, Gloria Toldan
' R A.'?o]er' ’ ‘
a

ser ;
ran. Qhﬂvcla 5 is very‘teachnr'uirQCted.

27. Title®

_ﬂcﬁnd Jnnﬁulge for wavajo
Author: Dr..

gtaff (mivaristy of

‘Producer: Division of Zlucatlod, PTavajo Area, W‘ndow wock,
‘Arizo ‘ -

This cnrx qulaﬁ as one w0014 imagine fvnm Lnn t iie /
is again au¢10~hingnal-éy3h,, .. It has been adadnted from o
‘Fries, Adrerican Tnylizh Serdiss, Scoks 1 and 2. '

‘ — e s

28, ”ltlc~f rotive Spanizh for Beginners (Voces.v Visias)
kuthorf Roiert H,,Osborp, ?oiomon,wlllas Carios PerrZ
?roducera Niarper and Do ; o

© sehavioristic nresentation of languaﬁe«learninq.

(the statement of burpouse declares +the aim-of the kook to ha-

active conmunLﬂdtloq o o o to this end'theydrills-in the

text are. contrivad to'stimulate a nars onal resmonse and, -

at the same tinmaz, reluforcn 2 fived ﬂﬁ+tp*n of Qranmar‘Struc
ture, - The avthor states that he is looting toward cormuni-

~

rercises yet the Ay 1115 in
Qatjaoal, -

Crathors o Conra\,J,ﬁdmh,s'u
'onduhnr MeSrani '

i
an” Lgmenta“" ln" coﬁn T.a ncnaqn fcxt

\

.lnd °ﬁaq1 Yoo ol s
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30, Title: CITU laterials
Autiior: Robkert I'. *!ilson
Producer: Consultants in Total Dducation, Inc. (CITR
A recont and more sonhisticated aw”io-linaual course

for liavajo and “nanis!: snealiina chil”ren (X-3).

31. %itle. Conversational ™nglish for the ‘lon-‘nglish
~“0811nq a1l T

athor:s  liina FRiTITHs V

Producer Teachnrs CoJ}Anp Frens, eV,

"n audio-lingual rmanual airmed at the “disadvantaqed
child.” It vas originally intendn” for training volunteers
in the .'ew York Citv Sciiool Vnluntrer Program, 2ehaviorist
orientcd. '

32, Title: Introducingm Fnglis): - An_Cral Fre-Teading Pro-
gram for ﬁoanlsx-cwoa‘lna Drlmar" Punils

Author. Louiszs Lancaster,

Produc2r: lougi:ton "'iflin Co., Noston

Cne of the ohhjectives of this prograrm is to "bHroaden
the experience of Sranish-gsnealiing children, some of whom
mav we disadvantager’ in their native culture as wvell as in
inglish- speaking culture.” “ethodology is hehavioristic.

33. (Title: Dxneriential Develowvrient Program
ruthor ‘furiel Stanek T
Producer. benefic Press, Chicaco

A nre--reading nrogram for the ¥aglish or Swanish-
sneaking child., Thea bilinqual enrichment hooks are the
only part of thwe s=2vies vhich ves mzaan®: for "deryived:
n11n~,m. Thesa Diilincoual Snaniceh and nglish bheols have

™ M

»zen translated from "™nglis™ to Spanish hut the illustra--
tions have not. They denict mainstream American culture.

34, Title: hildhood Discoverv “aterials (In the

rutlior:  Irma i Carl “‘erling :
Producer: Tae ilian Commany, 5chool Divisinn (Rank
Street College of Tducation) 1.Y.
Consultarts. Liead Start Procram, Otarford, Conn,
A discovery curriculum ithich descri:es its teaching
methods as ‘"neither mraterials-orientad, tcaoheor-oriente? nor
child--oriented but a dynamic interaction of all three.-
Peacihiing nrocedures include e teacher tal'ing her cusas
from tie child, interacting with the child an? encouracing
the use of language. %he classroom situation shiould heln
the child develon thue s'ills of orgarization and intngraticn.
The child’s vorid is to he exwanded, rather than correctad.
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35. Title: I Can Keaﬂ - Pueda Lecr
Author: Charles i. rerhert, Jr., Anthony 7. 5ancho
Producer: Regional Project Cffice, fan BLernardino County
Schools, San Bernardino, (alifornia

Consultant. *lizabeth essee

A teacler training manual for tihe teaching of the
initial stages of reading in Swanish. The reth:odologyv is
»asec. on oblservations of the teaching of reading in “exizo.
“ather than a specific text, this i3 more a seruence of
currlculuw with suggestions for activities. ™~ ernhasis
in the guidelinas wvas on acdantation of materials to s»necific
situations. %his is onn discovery nrooram that is worth
furthier investigation.

36. Title: Ve Learn Toqether
Tuthor: Jean Balier, Joy Tosc, Darkara "'alters
Producer: Regional Project Office, San uernar‘lno County
Schools, San BRBernardiino, Callfornla

Consultant: &an ne1<ﬁan

An adantation of iZach Mne Learning. Thict ranual is
concerned with devaloning thae small aroun nrocess annroach
and applying it to Bilinqual alunation at the junior and
s2nior high gra‘e levels. iThae emnhasis is on the students
actively learning as ommosed o heing tauvTtht. Stutants
have many ownortunities tn model and Ao vnear teachina. a-
terials vere not manmed out hut suggestions for activities
were of a general nature. The rev to tho orooram was the
teacher acceptance of a ne rola, i.e., that of a “facilitator
of learning rather than an “irmarter of information.” &
digcovery anproach.

37. 7Title: dari Linguistic "ealer: :
Mutihor: Ralph 1, Toninett, Paul . 211, Paulina ", Toias
Producer: ©D. C. !"2ath and Cepanv (¢ aV*H@nn rducation “o.,
. ch1nwt01, fass,)
Lasal readers wwtﬁ an andioa--linAual nrenaration for
reading. ”Ho class is very teachnr directed and the quide
rresants the toac1nr with sten-»7-ctep instructions.,

38, THiile. M Nondron' of Rilincual FPéucation

Author. ‘wriel 2. Faville and Rudolnh C. Troile
Producer: TRSCL
This is a general guide for hilingual nrograms and

does not present specific eurriculun ideas. r"hc ermhasi
is on languagz developwent althonnh sﬂ'rrce math and oc1al
studies are mentioned as comonents of ili cual programs.
Concent devalonrent is the overall taa,: ing rmethod in all
hut language arts segment of the »rogran. Traditional pat-

,xr orxactice is the method in the language arts section.



O

ERIC

Aruitoxt provided by Eic:

11

The Cormunicative Curriculum

In addition to the aforementioned materials, it is

vortlnrhile to highlight the work which has baen dnne on
communicative curricula. NMs Dvkstra has stated:

« . . comminication means that the individval
s»weal”rr 15 to have multinle choices of linquins--
tic content: that hs is to narticipate in a
situation in vhich he has a purnose superordi -
nate to that of languaqe nractice,; and that only
Lv the use of recently nresanted or newly learnnd
language forms will he be ablz to acccmwlisht
ais superor<inate purposa. His hearers are not
able to preacict his linguistic choices, but are
nevertheless required to rnsoond overtly to his,
linguistic signals Ly selecting one of a rande

of potential resron=es. '™en the asneaker raneat -
edly and consistently accorwlishes lils »urpose
without tie necessitv of renetition or use of
extrancous signals like tr-nslation, communica-
tion is to bao assunes’, (Dyvkstra 1767, 1)

The idea of cormunicatinr as the 7goal of a lancuage
class is so self-evident tha*t it is bhanal to state it,.
Comrunication is advocated, n»nrorised, tut unfortunatelvy
snldom accomplished in most FSL and Hilingual curriicula,

"raditional au’io-lingu2l methodology advocates choral
renetition, individual ranetition, sukstitution Arills,
chain drillzs and the lile (all mechanical =x=rcisss) as a
means of achievine the goal of communication. ™= see a
contradiction here in that Lhese wmechanical exercises 4o
not match ox 2VeNn come near communication.

Unfortunately, the student seldon if ever has the on-
portunity to nroduce a non-oredictable, purnoseful utterance
in an audio--lincual classroom, At 2est, studimts on advanced
levels are allove? rore freadon in <choosing thzir meda of
expression Lut Heginning students are s:iffly controlied as
to the utterances thev are allowad to oroducs. he =S@ustant
complaint o ESL teachers that stufants canable of nroduc-
ing an -utterance in a Arill situation are at a loss in a
more contextual setfing when that utterance may sarve a
communicative purnose attests to the fact that audio-linqgual
methodology is not achievino its stated goal -~ communication.
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A curriculum rthich uses an alLernnt*ve methorlology +o
chieve thea goal of communication is An Investigation of
e Concepts in Lancuarge Learning (DvwkcEra 1357) »roduced
=y the TESL materials center. The underlving a*sumption
for the develomnent of the materials wvas that “non-predict-
able, purposeful communication can be incorporated into tho
warly stages of seconé or foraign languaage learning.'
(Nylistra, 1) Since the makerials vore to e used in various
countries throughout thes world, the emphasis on universals
in lnnquage toonk prece@enca over the mnch used contrastive
analysis Tha raterials vare tightlv structured so that a
teacher w1ta little or no Formal trainins could pick them
un without rruch difficulty.

:\.
1

ield testing of these materials was wideasnread -- a
Yavajo Hoarding school in Crown Toint, Jew lexico, Lima,
Peru, the U..7. International School in Taw Vorlk Citw, Addis
» aba, Saipan, Fanua, "olyo, Poland, Tuerto 7icn and ileceria
were among the sites, :

Dylstra does not comnlotnlv ahandon mattern practi
in the materials hut theé function of tha drill chances.
iln contrestes his methodology with that of other natitorn
nracticioners in ztating that for him nattern nractice is

" “rart of the wreparation for nractice of th= new mnit of

languages rather than the varactice itself. ' (Nvkatra, 217)

Yacih unit consints of A mat+ °rn nractice se
introduces the structure or words to be later us
fully in the follow u» communlcatlon activity.

s3ion *Mhich
1

3
el roanines

Tie cormuanicatinn act1v1tv tal:es th~ form of a oame.
Includaed in each lesson »nlan for the tnacher are the fol-

loviing
1) listing of materials nesded for each aroun
) aim of the groun
3) starting wositiom at th *ﬁﬂinninc of tha qane
4) Zdescription of the oner .f L.on of the game

Fxample - Communication *ctivity *1

1) ‘iaterials: , , . , :
n) SiIARIE picens used in the nressntation (thanees are
a commercially nrynducaed hox nf a™ztract nlastic shanes u=ed
by the pupils to construct renresantationas of the content
vocabulary). In this case, the stulents nee’? shanesns of
the following ojects: Twouse, hird, hat.
w) Picture cards of a hird, house, hat, mixed and .
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4'plaché face down on the’ tahle. (fwo each) o
:2) Aimof the:gare: To. make each. o weﬂf rohue teﬂ iﬁ‘two o
'roUnd -of activity . : : . S
3) Starting ooswtlonu

\ . B
S L b o j“
, | _ ) ) I
- _ . B N e ke B> P B
N ,’
—;'_7\._—-';’__“;‘ —_—
Yy Descriotion of t\e'blaYzj Dlavec Lt 1 LaLeq_a carﬂ (a klrﬂ)
He says, “take a kird.’ Plavers n-2, R 1 and ™2 make
shapee birds. A-1 shows the card, PrOvidino that all the
~oixjects madez match thn picture. cafﬂ,'?w -nuts’ the cnrﬁ under
tpe-packland-tne other - nlﬁvnr" ta“d'thp eln jects apart and:
; put ‘therm on' the tabla, Tazms A and. 2 would he cvvon credit
E for correct completion of the task';'ﬁiavcrﬂ L-l} ~2 and
B 2 orocee toin the samre way.  Mistalies arh‘annnrent vhen. a’

‘.nlay@r shapee re nreqentatlon “oez not’ mathﬁ that of tnp
'plcture,: (ﬁ?u,tra, ﬁhpendlx A, ”nlt I)

g A Tater tleoLDtlbal wor* on tne communlcaflve curr1—J T

’culum is -John Trancis" A Peport of Racommendations’ for the . ’0;*7
edesion ofthe _notruc+or'mra1n1nﬁ Programs of the Darense . ..
- Lanquage Institute . Lnalish Language. hranch, o Trancd '-:ta&:;‘
'thuh,u'£OLc criteria for 1u€q1nd vhether comwunJca"ldn et
;ta“ing nlara in the classroom: 1) thematic:richness of .ma
arials “rultinlicity of ﬂharacter17at1on ‘ofia’ fo“iT ”'
ticals homponenta_ana tJG DotonC‘ of tha r91aLwon~,y§+c%
 nhta1n amopnjthem 2): stained franaml sion of.inf nrmatlon,
: 1.e,.'1nror"atton is nh“; not *eralv f1e rohethlon of nra~lw_
- viously known.material /3} . external reality criteria or- S
the amount” of rsfcrnncpffo reality’ present and 4)an 1nﬂeﬁ\'” o
- pendent role for an 1Larner, i.e., loarnm*‘ls re,ponglﬂle:}ﬁ»'7“

for . :euﬁence conJ;ructlon and:- 1ntmrntntatlnn W1thout tHe
‘fhelp of PrOpsE.: (“rannl, 1“71" : '

'ﬂijstra?s cu*rlculum v

I tions - t“at\oF dugtalnenrtranﬂrlthon of 1nfnrmation’~-,‘w EE
© Y Que: to the. amount.’ of reve tition. oi‘f’”structurpr in. tHe nattcrn N
fnract1CP_gco ion: which precédes tH >om g
. Dowever, Dylkstra's wo*L~éqao ‘
ffwtwal.uttenpt at cr@a;1ﬂg aﬂ exte
“oculum; ' xﬁ!e.pnlvﬁ
vreaullv‘ L

uch currlculum

A FullToxt Provided by ERIC
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Another advocate of tnn commun¢caL1vn curr’cuium is
John larvev ko has written a reonsrt on ‘Francis® earlier
work and develoved a course in Xorean for Inclish snealing
Peace Corps “olunteer Harvey would rPPommenﬂ a form of
'nreSOﬁLatlon iased on *“at of Tmoulementing Voix ﬂt Imaqges
de Trance ihere a-tane and accorpanyind Illm strid nres sent
E~bontextual situation enakling the student to isolate

individual linguistic lLtems =ﬁ1 func+10n- -mather than
following the ~extansiva exercis suqoestad v the tert at

t?lf:po;nt,i"arvoy rocommend T orocecxnﬂ tn a conmun1cat10n
v oactivity in the form On‘a AR,

Harvev';fluﬂr~ that the game-like comunicatici activitiez
satisfy  the four crltprla et up-in.Trancis' vaner.  le
:tate.:u, Ll S e ‘ ‘ )

Theﬁind ucnr‘encQ b0r§1tlﬂﬂ @vfa}l "ﬁeg goals anﬂ
_caoihn'.nenco wtra+ﬁnv and tactics.  The entrony

t.cond Ltlﬁn lntroouﬂog saﬁroﬂ' and- surnrise. T™Me.
chematic ‘richneas ﬂonﬂ1r10n 11"” the oroundvox:
‘ _Lor ruJﬁ qoverlmﬂ cnnml y1tv and Henc“»“loblﬁﬂ
T : solving »nd ‘the refarenc "Oﬁq’flon ﬁuggo°+”
) : acovlng in venelal and vuﬂﬁ cvalnaf10n mnroceduras
as’c alllnc an Ohnonhnt' 'TuFf “wmarticular. :

(harvnv 1 7°'< 19)

Onc of %arvcv s aln aw”umwt1f

ito pa rtlclnate
_uxtlonn,‘n_hnlu 1ntltlu
is dgscribgﬁ_in‘thi%iwa\

“nﬁ nlavor of
:W1V9n_a rall art ma

g 't is, vh@r _hp,isquIqu'wwﬁn he muqt G\L Sl
: -,,anq much ﬂonﬁ"'Le‘hac._--g-. S S
Vo n+ﬂer ﬁTavcv e Let - Qéller,'ic

Cgive 2n A ‘rain ach ulb:ané a thVPt price list. = .
AThe: s Cd@fUlP anﬂ prices are. .uc“” aat itois oo
' g t‘m-:t:'al.lroa'1 man: ﬂh1ch of al-?
Leut or cheaoeht ) e

the 5 R :
o;wtlon ;x,f;}f.ig

‘ETIhf‘_;nc%; as lt
( 1rvpv,‘j,l’l7‘) a0

)
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In this activity ire have a situation which is humorous and
complex yet the essentisl lanocuace would include nurhers.
times, ilow much is, Mow far iz, ifow much doen . cost? -~
duestions that could ke taught in the early staces of a lan-
guage curriculum,

: The work of Dv'";rh, Francis and Harvey noints the wvawv
to a ”Oazjblﬂ alternative o andio-~lincual drill as a metho-
dology £0¥ lanquage teachinc. A communicative curriculum
Aiffers from avndio-- -lingual programs in that it focuses
directly on the actual goal of the lnnguuqn learner -~ the
ability to spontane ouslv communicate in the target 1anqurqe.
Because it utilizes activities rather than nattern oractice,.
it provides mora natural settings for the learning of 1an-

‘quage and thus comes closer to the discdverv. than to the

behaviorist models describecd in the Lody of this renort.

Conclusion

lost existing curricula for hilingual education!wnro-
gramg woul:sl fit into a normativist and behaviorist model.
“any/ pro crama onviouslv lacl. a clear unn@rgtandlnq 0* tHh
purnosa of b111ngual eucation.

'he eruatlon of Ixiliangual e’chtlon with NSL nrograms
is indicative of tliis problamn, J111nﬁual/glcultural aduca.-
tion\nrograna Iy definition must include two languages and
cultuheo at som2 voint in the classroom bat TSL ncONram"
ucually do not mentdion tha native -anqaqqc oY mav. even
forhbid it. e

rudio-lingual mathoﬂoIOGV wvas oztﬁlna11V'a roact1on to
the grammar translation metod of foreion language teaching.
The goals and nurnose of the BUle“llnﬁU“l w=2thorl were not
fundamentally different fron those of the grammar transla-
tion mathod. They were orlq““allv meant for ajult (& teen-
age) speakers vho were usuallv azademicallv successful, On
the oth=r hand, the ““Owlo”” wipich ~ngencersd the call for
hilingual education recuire more than a simple change in .
methodology.. Thay call for a radical rehauling of one's
thinking aJout wihy .and hoyTwe are educating minoritv groun
children. : : co T

_ In a random. gamPTe of Jlllnaual hrowrama, e Fave found
the following to ke true~ .

1. Program" st easily cabeqorl7°ﬂ arh ‘thos W“lch

fall 1nto the norﬂatlv1qt~hehav1orls+ moﬁpl The 'ﬁnpar ta
y .
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B the 5t consistent; i.e., Ciovis, 2 ‘exico, £ earlv
iv rvontlon wrodgram w\lch usan £he Tannonnive Tnvironmant
Proaram for Zpanish "narican Tillrei., follor: ita claarle
stated -coals. ' :

‘e "erllen Program is another oxamnle off this model,
“me of the qoals of the nrogram ic

to initiatz and imslement a nrogram of rilincual
2lucation to mact the needs of childran tho expner-

ience learnins difficnltins bacause of inacdesmatelv

daveloped akility to un’aratand, smea and usn

Ianquaqge - uarticularlv native Spanish apealers

Mo ara not atle to function effectivelv in either

standar< S»manish or in Fnglish

Conzonant vith this coal ia the cn01c0 of teachina =trateqy,
“audio 'lingual matho’s and technirues to irmrove the chil?'s
aility to understand, sreal and vae tvo lanquagez - Tnglish

and Gpanish. (Y72 assume here that “Smanis: refors to
atandard Spanish.)  In both of khwes2 statzmerts, there is
a non-recognition, non-accentinca and/or nron-arareness of
ths caild's vernacular, ‘Men the child connot function in
standard Spanich e is nresumed to ave no lanruacs,  The
asisertion chilﬁrcn hear, nronounce and Lecome fariliar
with the lanquage natterns of oth Pnrlish ané Spanish en -
counterad in schiool, how~ and communitwy  ie cuite cormat-
ikle wvith Dr 2vious statemerts - non-awareness that the
language of home anﬂ pro’atlv cormunity crill Ciffar consi-
aterably from the standard )anish the ohild ia 1ively to
encount2r at scacol, Yhe nrononant of L. normativist -
Loehaviorist viav, “ecmuse -he nes not racognize the ver -
nacular, iz ac“ua?l" wronceine that e ehils learn aned
function in tve now lancuacns.

Additional features of thiese nrocrame such an mater-
ials and teacher training are in agresrent with the norm-
ativist Lehaviorist rocfel. atcrlnl~ and methodologr Aare
audio--linqual and teaclier trainin~ is A matter of instruc-
tion in the use of t'in anecific materials chosen.

2, Other nrocarars are rore Aifficult to assion to a
model because 1) thev contain contracdictorv e1em°nt° i.m

P RN N
.

characteristics of rmore than one modnl, or L) thev conta1n
@0al statenents 'lich are inconsistent rrith the materxials
vied or actval nrastice or «¢) furtrer investicatioan reveals
that even classes vithin the samne schonl may be so different
as to varrant assignmant to different rodels.
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ainoexamnle of the first is the hilingual Maolish -French
nrogram in Sreauw Fridce, Louisiana, vhere one finds 1 mix-
tur2 of norrativist and relativist characteristies. Tirst,
ve find staterents zush 35 ‘children com2 to school snea-
ing ‘'substandard’ ¥French (tthich ve terrm Jialect) and suy-
standard inglish® and the ultimate goal is fluency ir Tna-
1liszh and th2 develonment of stancar® “rench’ vhich ara char-
acteristic of a norrativiasy viov of lancuaae learming. Vot
in the -~ama paner ve also reat that "t“e transition from
dialect to standard French r et he subtlsa’ lecause many

of the children if strivred of their Jialect to communiecata
7111 withdrav and lose the sense of é-nfidance and woritive
celf-imace nreaqram nlanners arsz striving so sincerrly to
achieve. Furthermore, v'e learn that one of the remuirements
for teachors is that ther ™o Fnorlatgeale in the dialectk,
Thase last ascertions 'muld lead us to label th~ nrogram
relativist if va @il not bave the orevinus inforrationm.

1t least come t=aching matheds in this nroaram ammear
to xe wvithin the relativist framevork, “Frizpdshin grouns”
‘mere children learn f£rom aach other as well as fron aidas
and tenchars are scot un in the classrooms. Van Allen's
Languace Ixperience method of taaching reading ia influential.,
maam teaching is mentioned. Put then the acddition “manv
conas, ganiz of the earlv \cadian era or Cajun oriente:’ -7ill
he introduced to childr~n in standard French and lialaect.’
Tt is therefore impossilile to ascign this oroaram to a
snecific model l.acauzse of its manv contradictions.

~ne of tre wroasams in *ich the goal statements ara
contradicte.! Y7 thie olrserval'ln facte i< the Bilinqual Pro-
crarm for  exican-?mericans at “reelnv, Colorado. Th2 "ro-
nosal states thzt 'tho staff examnined cermercial materials
and found thiem ina‘e~vuata  -~- consenuently, one of the in-
tentinns of tiia nrocram is to 2nvalon materials univut to
the local, rural 24ild. Savaral naracranhis lator, oo
Qiscover that the ratorials ohosen B the nroiect rrore
Tablan Lod !i%os, »uiilished Ly tha atinnal “axtl-oolr Com-
vany and CTITT57, a commerciallv »renarad curriculur not
originally wrenared for f-anish--"marican chil“ran,

an exampla of a morfa2l vrarving from classroom to class-
roon is the Alburueraus nroaram. JIn srite of a fairlv con-
~istent orogram descrintion, it wHuld ke immoseible to
ascign tiie Rlluruernue nrangram to ore model Hr another Cue
to renorted findings that tiie teachers uvere usinag diveronnt
teaciiing stvles which rangad fror a chilil-centered anmroach
to a highly structured teacher-centersd strateqwr.
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Bilingual Progrars

1. Title: The Tucson Tarlv Mducation rodel

Author . ilarie llughes et al. ,

Producer: iaticnal Lahoratory on fHarlv Childhood Fducation
N digcovery nrograrm for exican-American chiLr:e,
arades 1-3. An integrated curriculum is the kasis of the !

nrogram. :

2. Title: ‘icAllen Prograr (Farly Chil-thood)
Author. - '
Producer: Southwest Fducational Develonment Laboratory
(3:01)
From the information availahle, this nrogran annears
to he an audio~lingual nrogram. ' '

3. rp1tle The liaw ursexy School

Author: Glen Uirmnienht, Oralie “Cifce, John Meier .

Producer: Gencral Learning Coruoration, Mew York
Dizcovery characteristicz are aprnarent Hut the state-

ment of purmose heliez an intarventionist anmroach to

early childhood education.

Peadinass jn Drimary Grades:  An
iTdhood Weronstration ?rogec+ .
=

4, Ditle: . Bilingua
: - T harly C
Author: Paul I,
Producer: Hunter
Con%uluauts 2iary Finocchario, Iiva ling.

A relatively. oo nirogram although it retains a haha-
viorlbt framevorl of watiern wractice for a noxrtion of the
nroqram. Varied responses from thes children are accanted
and encouraged and cues from the teacher way occur in
2ither target languages . o ' T

2l
T \ ‘
1ll= rge, Tew Yorl
in
an

Hh. Title: Tra“co-umnr1caﬂ PlhulturaT pe sources Innovative

enter’ (’Kh“TF)

Author - Boh :, JL@lP
Producay:  FADNIC, ‘”ﬁOﬁ iigh Qchcol, et antqa,‘ﬂaine

Appears to be . open lassronm, , N
. Title: ©Qral Ynaglish at mouqgl Togk . ©
Aathor s Virginia [foffwan.. :
Producear: T‘ava"lo ‘Curriculum CnnterP nough Rock Nemonstra::

. tion Tenter AR
Consultant: Dr. Rohert D, fiilson. R
' Tre Bnglish procram consists of “core’ and ”tranofer“
‘lessons. The core leSwona are “ehavierist, i.é,; nattern.
nracLLCé, »ut- the bransfer lagrong whichh follovy are di- rovprv.
The n~roqgram aomcnrﬁlto me more clscoveryuoriented than zgha-

;»VlorlaL._~
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7. Title: San atonio Tarlv Childhood “ducation “rocram
b

Froducox.  7IDL .
A behaviorist audic-lincual avnroac’:s to ilincual

o
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ARPDIIIDIX B

U DESCPIPHIVL NIALYSTS, I AnLIMr i1 APy irAQueTire,
OF "SILTHGUALY VERDAL RIIAVION

STMLEY ', SADPOT

Issues of bilinqualism have been axtensively dealt
with in the context of studien in anthronology, languaqe,
linguistics, race, culture, sociolinguistics and nsvcholo -
gical studle" of attitu’e and amotion. TIndee’?, the subicct
may *ell be one of those fields whose canacitv to generate
viscaral res INCn3es werrits one to savy that bilingualism is
a sukject of 3uch interest that nuhlication s far out-
strinped reésearch, and stronc feelings have outshouted care-
ful analysis. One of the few discinlines that has not heen
deeply involved. with issues of bilinqualism is that of be-
hav1or analy514, and I am pleased to be able to share mv
impressions of a number of problems in the area. The title
of my naper does not completelv reveal the vantage noint
from which I vietr the issues. It is clear that I have a
behavioral orientation; rut it is not clear that, althouca
Skinner's early tork gave sharm new Cirections to my devel--
onment as a behavioral scientiat, I ari not a "SPinneriaﬂ.”
Although my »resent work is centrally concerned vith verha
behavior, it is with a formulation of verbkal behavior t1at
dravis on a long historv as a snealer of lancuages other than
that of my birthplace:r as a teacher of fcreign lanquages:
as a studcnt in the area of articulatorv and acoustic vhon-
etics; as an investigator in the areas of cialect field
met10ua, dialect geogiaphy ard social dialnctology: as a
writer of nrogramred instructional materials in Spaniash;

[as a director of a lead Start ovperimental nre-~-school whose
central rescarch thrust was the dzvelonment of rmaterials

and nrocedures for the modification of veriAl behavior in
inner-city children aged two to four] anc¢ as ¢ Jdirector of
a research and tecaching prooram concarned vith estaklishina-
verkal nehavier in non-talkine children. This, kin¢ of nro-
fessional history is counled with mv ner~sonal nxnerlenrne

in bilingual, bicultural livina in “"evico and liwving inm
"arcelona where rr vife and mv "Hildrcn and I rarticinated
fully in the bLilincual 1ife of - wzomle vho snoke Castilian
and Catalan., 21l of these exnsriences have nrovided a kind
of ‘cCorbat exmerience’ that hae sharnened my interest in,
and broacdened my view of ilingual verbal behavior.

If my contritution is to hHa maximally effective, the
reader must come to share not only the technical terminologqy
of ry vork, kut a cloar view of the nhilosophiv of science
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that disciplines and charactarizes {ts anproach. T hone the
reader will heav with the svstaratically didactic apnrzcach

that my concera with rlnrltv rales NRCessAry.

If wve are tc talk meanlanullv about "hilinqual ecuca-
tion' in the terms offereﬁ in the title, *re must begin vith
"behavior,”’ then ¢o on to “verbal hehavior and finillv con-
sider how we can deal with “"bilingual verbal behavior."

From there we will proceed to examine issues of stratecy

and tactics that are relevant to nroblems of "bilingual edu-
cation,” and issucs of nrogram dasign, measurcrent and eva-
luation of educational objectives.

nationale and Basic Princinles

“he analysis of hehavior is characterized bv a strong
committrient to the OBRPRYVATION: and DRSCRIPTIN! of that it
identifies as its subject of study -- what it iz that pronle
are ouserved to Jdo. It avoids involverent in "Té trans of
circular reasonina Lhat are creater by quastions as to vhv”
a nerson does (or wors dons not %0) aomntlen. Tt is
worth a moment here to stop and look at hov - QVhla“atlona”
of "viy” people behave as they do can lead sto The callinng
into Jeing of a host of invizibla, unmeasurable, ''logical”
entities to account for +hat va observe. Jttermts to 'ex-
plain" the 'causes™ of hehavior lead Cirectly into an end-
less circularity. Xt some noint in the circle we ~re obliged
to touch reality and malse reference to a hit of obsecrve?
fact -- data -~ but w2 touch it only “riefiv as v run
along the circular traclk. "2 can see it in tha follewring
annotated dialogue: "I zee that this child is stuttering.
(observed fact) "TTir it he stuttering?® (inv tation to tha
circle) ‘ie iz stutfering “ecause he is 'anxious'.’ (ex~
planation) ’now do vou know that he is ‘anxious'? 'hat
evidence do you have to supnort your explanation?” . (r=a-on-
akle auestion) "I see that this child is stuttering.” (ob-
served fact).

L3

I see that this child is stuttering.

e -~

t
\
How do you kno - "™w o ig this child
he is anxious? A - stuttering?
\\ s
t. 4
N P
~
&

Because he 13 anxious..



“lany areas in the fields of nsychologv, lincuistics
and psycholinquistics commit axtendec efforts in the Ciroc-
tion of speculation about “internal wrocess.” Mt this time
it should suffice to say that notions of inferred “nrocesses”
form no part of the precsent apnroaclh. OQur only concerns
are with description, analvsis, prediction and rcontrol of
ouservaktle human behavior,

I would like to undextake a concise, vet lucid and
understandable »rezentation of the basic »rincinles, an-
nroaches and nrocedures that characterize the science of
behavior analvsis, and then, to exnlore more complex and
elalorate issues of ver-al Lehavior that mast e considared
requisite antecedents to a meaningful discussion of bilin-
gualism and bilingual education viewed within a behavioral
framework.

Tor our 'rork we <efine hehavior as “the movements of
an organism that are followed Lv a change in the environ-
ment.® This definition makes exnlicit the kinds of obser-
vations we make - - what we will loox at and describe, and
identifies the kinds of thinns we are concernaed with nre-
dicting and controlling. "¢ are concerne/ vith the ENVIRO0U
“PMT in which an organism NVPS, “hatiis, the ENVIROITTI™ in
whic!: he disnlays muscle ''OVETTITS, "z are actuallv inter-
ested in two environments ~- the environment irmediately
before the ..overents are dis snlaved, and the environment
immediately after the ”ovemnnts. The environment 1mmeélatnlv
hefore the ouserved ruscle “overnents e call the &UTTIMG,
enc the environment irw meﬁlate1v aft»r (subksermuent to) t1e
rmuscle jiovements we call the SUBSPEANENCHK. Thus far, we have
cefined the three torms twith vhich ve tallx akoul behavior ---
SETTINC, JIOVENMDIT, SURSRAUTTICT,  Thece alno iﬂﬁn*ify wthat
it is we obLserve and tvhat it ie we are concarned vith pre-
dicting and controlling. A surmarv of the relationshins
betwveen these terms is specified in the "Basic Princinle for
tiie Dascription of Nehavior," that is

N 86MI PUVIROITIERT (QRTINCC)
A PAVESEGT IS DISPLAYED "TWICT IS FOLLOYED RY
A CINHGE I0 TR DiT7I700 "R (SUBSEQUIIICEH) .

“his Bacic Principle permits us to exzamine empiricallv the
relationsiiips between each of the terms, and nrovides the
roundation for describing averv behavior in terrs of thasge?
three elements. This exam 1nation ta¥es nlace in the form’
of actually writing down what ve sce, that is, a descrintion
of the Setting, a description of the “‘ovements of the organ-
_ism, and a descrintion of the changes in the environment
l that follow upon the ”ovemen?%, the Gg@sequence. Te call
E T(j this a Line of Behavior and it locks like this:
.



LA

SLTTIN | HOVE BT . Suns.Guaren

"r. A in proxinity | mcovements of hand & ¢ooxr is disnlaced:
to closed door arr, extending arm & | door.-is oran
then, nushing

Any single Line of Boahavior {(a set of “‘overcnts in a
snecified Setting which is follorad by a given Suhsetuenca
that is displayed by an organisr is said to lie nart of the
organism's Qepertoire. If ve say that 'r. A. disnlayed a
?epertoire of "Door-orening Bahavior” we mean that in a
given Setting (see above) we have oWserved the snecific
‘lovements (see akove) that are followed by snecified chances
in the subsequent environment (see above).

‘hat concerns us, snecificallv, is the set of rela-
tionshins between cach of these three terms. T have found
it usaful to formulate these relationships as a set of Ba-

navioral Lavs. 2And it would@ he useful to look at two of
thase laws:

TOE LAY OF SURSEOURICT states that

. the SCBSEOULCT that follows a hit of ‘
‘overent changes, that is controls,
he probabilities of the re-occurrance
of that set of “overents.

There are two kinds of Subseruences:
1. There are those Subsecuences that increase the
probability of the ra-occurrence of a Lt of Move~
ment in a civen Sctting., These are called STNINGTH-
LI 4G SUBSINLIMMICRS, \
2. ™were are those fulszruences that decrease the
probability of the ra-occurrence of a bit of “love-
nent in a given Cfettina. These are called TTEAKPIT-
I5 SUBSIOULCES,

le nave saen exarwles 0f Strengthaening Subse~uences
many tires. Tor instance, if w2 <es a little girl vralk
into the kitchen and procsde to »ull onen one d(raver after
another, and sh2 gets tg the third drawer and nulls it onen
and we see that there i3 now a Jollivmon in the drawer,
which she takes out and eats, 've can describe this avent in
the thrze terms we've talhed about. e can say that

O
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In the Setting of the Yitchen rrith the draver fronts
and rMaobs Leing nresent and the little cirl,

Tﬁo ‘ovements cf nulling onen the draver are followed bv
The change in the environment of tie annnarance of
tiie lollinon.

e must emuirically cdetermine whether the annearancns of the
lollipop is a fubsequence folloving unon those drawer-onen -
ing l!lioveraants that increases the lillihood of this little
girl »ulling owen tle drawer the next time she is ia the
Setting that contains kitchen dravaers., T£ indeed, wve watch
the next time this child entears the kitchen, ard she rales
a beeline for the third drauver down from the topjy and pulls
it open, we can conclude that the fubsecuence that followed
uvon this set of “iovements the last time the child vas in
this Setting, was indeed, a Strengthening Sussequence.

Ixamples of 'leaening Subsenusnces,. are raadily at
hand- A child has been seen cra"llng across +he living
room floor. He holds a bobby pin which he has been noking
into all sorts of nooks and crannies. fur des crintion shows:

In the Setting that contains a bouhv pin in the
hand, and a coupnle of oddly-shapec holes in the
wall, wve .see '

The ”ovcnent" of woling the hboLby pin lnto the hol=a
in the wall, and
Thn change in the environment that su seruent to

is
these 'ovements is roughly written as electric
L shoc¢l: .

T™e hext tine we see the child in the livine room with a
bnbby win in his hand, he annrnaches the wall with the oddlw -
shapaed holes 1in it, and we s=2e that he turns sharnly and
moves avvav frorm the holes. “7e car now conclwvide, on the
rasis of our observation that the Subseruence which fol-
Llowved the i'ovements of woling the bobly pin into the hole in
the wall in the Setting that included being on the living
room floor with a bobby win in the hand and the hole in

+he wall was, indz2ed;, a “Teake nlng [Qubsaauence, that ig, the
Subsequence that followved the ‘lovements decrcasel the nrob-
21ility of the re -occurrence of these ‘‘ovements

"he second Lair of Nehavior, the ILMT 27 SUTTIIC,saxamines
the same thrce term~ buit corpentrates attantion on anothar
relationshin:

m

- . T LAY OF SETTIVG stalez that:
the nature of the SAVWTING contrals the
O
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probability of the disnlay of a set of rove-
ments,

This law is demonstrated in twe ways which we have already

seen: ' ' : -

! ‘Then a set of *ovements drﬂvlavo in a

' given Sotting has Leen follaved Ly a
Strengthenina Subsacuence, the ra-annaar-
ance of that Setting increases the wrob-
abilities of the disnlay of the “ovements
or,

Men a s=2t of lovzments in a given Setting
has been followed hy a "ealening Subse-
nuence, the re-aHnearance of that ‘Setting
decreases the nrobability of the « 1"blav
of thosze lloverents. -

that i3, given tha history of fubsaguences in our exarnle,
the kitchen and the kitchen drawers are the Setting, the
occasion for, the iovements of nulling onen the dravers,
The drawers are not tie “cause"” of the hand and arm “'ove-
ments, nor do the dravexrs "elicit” or “evoie’ thosa Yove-
ments.  The presence of the kitchen drawarsg increases the
1rowa“111ty of , or controls, the ‘lovements of nulling oben
jZitchen drawarﬁ. T ' - :

-

. Convercely, in the case of the youngster vith the |
bol:by pin, and the living room and the wall secka2t; we see

- that when the youngster cores into the Scetting, the »roba—

Lility of putting the bobby pin in th2 *ole is seen to be -
extréenelyv low. o

t

is extrerelv immortant in contexts of bhe-
havior modification, or TEACHTNA, is “CONTRCIL.L "  "hén vn
use the term cqntro V] mnap'that 3ome nroncarty of aither
the qcttlng or the Subaanuence has. acted to bring ahout a
changes in the arobahil:ty of occurrénce of some set of ove-
ments. Then we talk about Strengthening Subseruences wa

mean those Subseguences that act to ‘increase the rrobability
of occurrence <f some it of tiovement. This is called "sub-
sequence Control®. "This m2a2ns nothing mora or-less than the
change in the nro,upiljty of the disnlay of some set of

Hovements that is brought about hv tde'nature of the Subse-

A term that

guence that followed that set of Moverent 'tae last time it

ras o:servnd to occur. ‘'‘Mmen we tall awout >ett1nc Control”
we refer to the fact that the nature of the Setting acts to

~

O
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The notion of "control"goes hevond describing the ’
changes in probabilitv that are brought about by special
properties of either Setting or Subscaunece. Tor cducatbrs
and teachers, the term takes.on esnecial value when it is
used in the context of undertaking to manage or arranage Sat-
tings or Subsecuences in such a way as to change the vwrobabi-
lities of the displav of some behavior.

henever it becou2s nossible for us to nredict that
certain propertiés of the environment make it KIghly likelv
that some set of ‘ovements vill he displaved, we are close
to being able to arrange +the environment soO that the bhehavior
in question is more likely to be displayed. ™e can there-
fore describe a teacher as a nerson who "undertakes thke res-
ponsibility of managing and arranging the environment in
such ‘@ way that his pumil comes to display new and desirable
‘forms of behavicr."

e have had a rapid, but comnlete and accurate, run-
through of the principles that direct the analysis and modi-
fication of kehavior. e have done more than identfy rvhat -
it is that we consider as our data, and what it is that we
are interested in both vredicting and co.trolling. ‘e
have also provided the basis for effective ntrategies and
tactics of teaching. :

In our analyses up to this point we have “een describ-
ing, using three terms, the Rettipg, the "ovements and the
subsequent changes in the environment that represent the
hehavior of one individval. Another way of saving this is
that we have been observing hcw the muscle ‘ovements of bne
individual act directly upon the environment in which the
muscle ilovements are displaved. 1f we take another look at
the CHATLIl OF BEFAVIORS that were nart of the 'door-opening"
example, wve can see the following:

SETTiHG ’ IO EMETT SURSENURNCE
- | i
1. “r. A in proximity | movements of hand nalm of hand touch:-
to closed door 'S arm (so that... ing push nlate of
until) _ door
2. palm of hand touch-| extending arm, door is Adispl..ced

ing push plate of
door

nushing docr is open

3. ir. A in proximity
to door: door is
open '

):9:0.9.4.9.9.8.4:0,9:4: 0165004 B0 0. 0.8 000 S AA 4 At

|
|
r
|
|
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, A careful examination of lines 2 reveals that the kevy
elements in what we have just raviewed are:
rone indivicdual: acting directlv uvon the phvsical
environment --- and described bv a Line of Eehavior
containing three terms. )

At this point we can turn to. our conszderat*on of Verbal Be-
havior. -

Verbal Behavior

Since we have nrevared for a contrast, we can annroach
it at once. All we have to sav as preface is that Verbal .
Behavior is no different from other behavior with recard to

.the Lawa of Behavior. That.is, the basic relations hloq

between the Setting, the Wovpments and the Subsenucnce remain
unchanged. A Strengthening Subsequence is still seen as a
change in the environment that increases tue probability of
the display of a set of “ovements within a given qettlnqc

e are still very much concerned vith the kinds of control

‘exercised by the Setting over the nature of the *ovements,

and we are still concerned with observing how the nature of
the Subsequence controls the nrobability of the re-~occurrence
of the preceding set of ‘lovements.

The terms Setting Control and Subsequence Control con-
tinue to be elements of crucial -immortance.

‘That then is different, or snecial, about Verbal Reha-
vior? The snecial elements are these:

le are ncw concerned with the kehavior of more
than one individual:
The muscle 'lovements of 1ntere t do not act directly
on the phivsical envixonment; we need a more ela-

- borate form of analvsis called Compound Analvsis --
that requires six terms.

If we look at an examnle of what we can call a Verbal
Episode, we have all the material we need to describe the
basic distinctions of Verbal Behavior. Tle camn turn again

~to the Setting that contains 'lr. A in the presence of the

O

door. Tle can imagine him standing with his arms full of
nackages in front ¢f the door, and *r. B, vhn has been walk-
ing down the street, comes within several feet of ™r. 2.

e can lool at our Six--Term Mnalvsis
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"hat we have just seer is a gross analysis of vhat we
vill call a VERDAL EPISODE. ™he de f1n1nq nroperties of a
Verbal Episode will becorme clear as we go through the analy-
sis and noint out crucial facts and relationships.

hat 15'51ngularly important is that the analysis re-
veals that what iz written as the Subsequence of Mr, A's
"ioverngnts i1lso appears as the Setting for 'ir. Bfs ‘‘ovements.
Another way of putting this would he to say that "r. B's
muscle !'‘ovements relative to the door are under the control
of the sounds that appear as the Subsequence of 'ir. Mg
articulatory ruscle ‘iovements, '

Second, the environmental change seen in Subsequence 1B
also represents a chandge in the environrent of “ir. 2 -
the door is open novy, and this open door is a nronerty of
the environment of both fir. A and ''r. B. %e can therefora
view Subseguence 13 as one of the Subseguences that scrve to

strengthen the articulatory musclza *ovements described in

HMovement 1A,

Third, we have observed a Corwound Line of Bzhavior in
which the Movements of Mr. RB's muscles acted diractlv unon
the physically tangible environment ~- the door ~- ihile
;iIr. A's muscle ‘fovements changed the acoustic proverties
of the environment. These nel acoustic properties do not,
by themselves, alter the wosition of the door, which- brings
us back, of course, to saving again that in Satting 1A,

‘the ilovements of "r. A's muscles were followed by a subse-

nuent change in the environment that aprearad as the Set-
ting (the occasion) for the “‘ovement of "ir. B's muscles in
direct contact wwith the “ovor.

"le have just identified three distinguishing nroperties
of a Verbal Episode, bhut there are other elements.- of extreme
importance to issues of “"langquage” and "“larncuage education.”
™e most 1mﬁ0rtant of thesa elements has been a nart of ail
ve have said to this point, but it has not et been under-
scored. I rafer to the fact that the dv.crlptlon and analy-
sis of a Verbal Episode keqins with the behavior of two

~organisms.

If we are to be reallv accurate, e must sav that the
description and analysis of a VIRBAL EPIZQDRE begins with,
and presents the VERBAL BFHAVIN® of twvo organisms.

A re-examination ¢f Verbal Evisode I mav lead a reader
to say, "I can see wvhere there is a descrintion of the ver-
bal behavior of !ir. A, kut where is the verbal hehavior of
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"r, B? Ile hasn't said a word." This auestion leads to. tho
identification of tvo discrete verbal repertoires -+ a re-
ceptive verhal renertoire, and a nroductive verbal rener-
toire, :

An organism is said to diswlay a repertoire of recen-
tive verbal kehavior when it can be demonstrated that his
muscle Movements are specifically and predictably under the
control of specified proverties of the Setfting. MNow these
are specified properties of the Setting that do not directly
relate to the particular ‘‘ovements in auestion. For examnle,
the sounds of /.pen the door/ and the sounds of /Close the
door/ bear no physical relationshin to the Movements of the
muscles of pulling or pushing. But these pushing or pulling
"ilovements now predictablv and specifically occur when that
organism has a special behavioral history -~ in the presence
of certain sound combinations. It requires no special be-
navioral history to duck when an obhject approaches your
eye. Dut it certainly requires swecial kehavioral history
to duck wien the sounds of "Tore!" or "lleads up!" appear as
nroperties of the Setting.

It can be seen now that for an elaborate display of a
receptive verbal repertoire it is not ncecessary tec "make
speech sounds’™ or to “talk." It is necessary to disnlay a
set of 'lovements that are demonstrably under the control of
the new properties of the environment that are subsequent
to the verbal behavior of another human bLeing. The muscles
involved in these ilovements are net Jlimitad, but mav involve
any parts of the bodv.

If we take the examnple offered in tha attached reprintz,
we can see that if Organism A's muscle MMovements were followed
by the sounds of /Bring me the third book from the left on
tiwe ton shelf/ and Organism B displays the set of complex
muscle riovements of walking to the bookshelf, reaching un,
scanning the top shelf; removing the third took from the
left and carrving it over to 2, there was nothing in the
complex behavior of £ that would he describabile in terms of
linguistic units, notions of grammatical engrams, or levels
0of structure. 'That we have seen, and do describe, are a
set of complex '"lovements whose precise nature has been COM-
TROCLLED by the acoustic resultants of another organism's
“lovements.

Our most appropriate way of describing this kind of a
situation is to say that "A set of nuscle !lovements pre-
viously obcerved to be disrlayved by ¥r., B in other Settings,
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is now observad to e disnlaved in the »resence of a special
set of acoustic pronerties that are the resultant of the set
of muscle *ovements nf !'r., A; we now onxszrve that T{ir. N's
muscle Movements are under the control of "‘r. A's nmuscle
"lovements or uncder the control of the sounds that accomnany
“r. A's nuscle !lovements. e can sav that "ir. B then, dig-
nlays a repertcire of verbally controlled bkehavior, and “'r. A
displays a repertoire of verballv controlling behavior.

e have already identified "ir. B's verballv controlled be~-
havior as RECEPTIVE verbal behavior. It now remains for us
to" label ‘ir. A's verballv controlllnc behavior as PRODUCTIVL
verbal behavior.

"le have established the framewor!' within which Verbal

Rehavior is observed, describzad and analyzed. This reans

~ we indicated not only the nrocedure for rredicting the nhen-
omena we observe, but also for controlling, or bringing
about tihe behavior of concern. There is a third element
cantained, but not apparent, in the nrocedures we have out-
lined -~ the fact that we have also specified a set of nro-
cedures for measuring, or evaluating the nature and extent
of the changes that follow our intervention.

Bilincualism

tthat we turn to no's, after the lengthy, but essontial
introduction to the princinles and terminology of the Pfnaly-
sis of Verbal Sehavior, are the special kinds of analysis
thiat we can now do in the gencral arca of "bilingualiom’
and “"bilingual education.” The first thing e can do is to-
describe and define what it is we ar= interested in, 'le
can clear the air rapidlv, for example, by emohas*zing at
the beginning that ve are not going to be talking about

“relative degrees of mastery of two grammatical systems,” or
about neople who “can express themselves equally well ln
twvo languages. ' 'hat we are going to be concerned with is

the olservation and analysis of +the verbal behavior of
pcople who engage in verbal enisodes wvith members of more
than one linguistically and culturally defined croun. In
this regard, it is necessary to make it emvhatically clear
that a linguistic descrintion is alwost alwaye a descrintion
of some detail of onlv one of the three terms that form
part of an analysis of Dehavior. If the linquistic descrin-
tion reflects the concerns of articulatorv nhonetics, we
will have detailed descrintions of the ruscle ‘'ovements --
the second term. Other special interests will vield varied
emphasis, so that we may find detailed deserintions of the

Q
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formal properties of the acoustic resultants of the lengthy
chains ©f ‘iovements called sentences, for examnle. But lin-
quistic descriptions do not concern themselves «it+h what
hapnens to the speaker after “is "utterance" is recordea,
transcribed and made readv for linquistic analysgis.

Since we are taiking ahout verbal bahavior, e may bheuin
by becoming descrintively rigorous and identifying the sub~
ject matter as the analvsis and establichment of multinle
verbal repertoires and their subsequent maintenance and
expansion in educational Settings.

Let us look now at some typical cases of the display
of multiple verbal repertoires.

fultiple Verlal Rerertoires

Throughout the discusaion of verbal bhehavior, it was
made emphatically clear that the essential distinction of
VERBAL behavior was that it dealt with the changes in the
“environment that acted upon the "I'PFRTOIRT of a human being.
"'e further emnhasized that a verbal epniscde represented the
interaction of TJIC NEPERTOIRES -- the productive repertoire
of one and the receptive repertoire of the other. "2 made
a number of unstated assumntions in our descriotions of
those exemplary individuals, "'essers A and B, 'le assumed
that there was a full CORRESPOINDFEYCE Letween 'r. A's vwro-
ductive repertoire and 'r. B's recentive repertoire, that
is to say, ve zssurmed that all of the acoustic Subhsequences

“.of "r. A's articulatory “lovemaents served as a Setting that
controlled, in snecified fashion, a set of *lr. B's “'ovements.
That is another rray of savina that the avpearance of a ver-
bal episode really rAepends unon a crucial interface bhetween
what is the Subsequence of A's “ovement becomes the Setting
for B's "lovement. ‘“then this snecial kind of interface
exists, e can say that there is a CORRESPOLDE!ICE between
the repertoires of the tvo individuals. A corraspondence
at one point does not make other corresrondences inevitable
or "natural."” Fron vhat 12 have seen of the described ver-
bal episode of A and 3 and the door, we can say that there
a3 a correspondence betveen "'s procductive articulatorv
repertoire and B's acoustic recentive repertoire. e have
norevidence yet of a corresnondence between B's articulatdrv
productive renertoire and A's - acoustic recentive renertoire.
Indeed, we have no evidence of R's articulatory nrcductive
repertoire, and there is no reason to routinelv assume such
a repretoire.

Q
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tle can see from the episode that the sounds that were
the Subseguence to A's ‘loverents were of the sort we call
“BEnglish,” but we carnot assume that the episode could be
rewritten with B on the left and A on the right. That would
renresent a correspondence of repertoires that we have: not
vet observed., '

There is ancthier set of mroductive and recentive ver-
bal repertoires that we have not yet mentioned. "’ need to
deal with iszves of "reading and writing,"” and we can do
this simply bv establishing another Line of Compound” Analvsis,

SEI VERBAL FPISODE II

This line shcws us another set of Tovements -- "marking
“lovements" -- that have as Subseruence a change in the op-
tical properties of the environment. These new optical pro-
perties, in the form of, let us say, "marks on naper,” also
serve as the Setting that contrels, in specified fashion,
the muscle tlovements of anothe individual. '

We now have two pcssiblé Lines of verbal behavior. K One
of these Lines ic characterized bv acoustic control, and
the other Line is characterized by gramhic control.

The diagram will show the Kinds of Movements that serve
as the individual's Productive verbal behavior, and the kinds
of properties of the Setting that serve to control the indi-
vidual's receptive verbal behavior. Such a diagiam should
also show for wi-ich languages thera repertoires lave been
establich2d. If "'r. A is au =2dult American, aud a success-
ful college gradwate, we might describe him thus:

PRODUC

movenents whose Subse- The Setting Control is:
quence is:

TIVE RECEPTIVE

Acoustic Graphic Acoustic Graphic
Fnglish z X X ¥
Spanish 0 0 -0 : A4

—— ——

e could say that "ir. 2 displays a complete, symmetri-
cal repertoire of English verbal %ehavior. He displays a
partial, asvmmetrical remertoire of Smanish verbal behavior.

O
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An examnination of this profile of verbal renertoires
tells us some of what we need to know about 'r. A. Ye can
see that with another individual who displavs a corplete,
symmetrical repertcire of Engiish verbal behavior, there
will be four areas of Corresnondence. Given this complete
and symmetrical repertoire we need not specify beyond this.
Mr. A would never be mentioned in a discussion of "bilingual-

~ism,” but we have identified here a rengrtoire of behaviors
under the control of Spanish-granhic Settingsz. If we abbrev-
iate the headings of our diagram we can identify the Produc-
tive headings as Pa (productive-acoustic) and Pg {(nroductive
graphic) -and the Receptive headings as Ra and "g. Seeinda
the entry in *ir. A's profile under Spanish Rg identifies a
point of correspondence with any person who displays the
corresponding Spanish Pg repertoire. .

Could i'r. X meet some minimal standards for earning a
living in Spain? If we charitably overlook a number of
nractical "details,” we can see that his verbal repertoires
are adequate for working as a milkman -- reading notes and
leaving bottles on doorstens. o

It is clear that the person who engaged in ¥Yerbal Ipi-
sode II, displaying ‘lovements under the control of Fnqglish
graphic properties of the Setting need not have disunlaved
any IEnglish productive renertoires.

Indeed, it turns out that the milkman in Verbal Enisode IT
is none other than our "ir. B, whose complete profile follows:

r., B
Productive Racentive
Y G B : T —7; & o
English -”8~-‘—0 ) X X
Spanish 4 R | ¥ ¢

If we can summarize ''r. B's nrofile by saying ihe dis-
plays the following verbal repertoires: Snanish comnlete
symmetiyical, English asymmetrical "a and Rg, wie can see how
it was that "r. B narticipated so effectively in two Verbal
pisodes. In fact, so merfect was his receptive verbal he-
havior that he is usually "taken for a native.” His door-
o .
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opening ‘loverments were nerfectly normal, by community stan-
dards, as were his milk-delivery Moverments;

This last paragraph raises some inter@sting notions
about "native-like language skills,” in that it highlights
the fact that although *r. B's verbally controlled behavior

'is eminently acceptable, he is likely to be ignored or crossed

out of any linguistic investigation of bilingualism because
of the absence of productive FEnglish repertoires.

He would ke left out of a study of "bilingualisn,”
but he would be most usefullv reported in a study of "Multinle
Verbal’Repertoires. )

The last example raises still another imwmortant concern
with regard to the descrintion and measurement of verbal
repert01res.- Our three- and six-term analytical nrocedures
make it possible for us to consider in unmuddied ways several
sets of useful relationshins. I am referring to the wavs
in which a fragment of verbal hehavior can be evaluated.
There are three that are most imnortant, although the order
in which I present them implies no personal hierarchy.

1. TUNCTION can he defined as a set of predictable
and specifiable relationships between the specific muscle
“ovements and the Subsequent change in the environment. e
most frequently examine and evaluate function from the stand-
noint of the Subsequence. N set of manual and digital ruscle
Movement:s around a pencil and a pencil sharvener is function-
ally accentable if the Subse equence 15 a sharmenad vencil.

‘”hat this means is that i+ iw nct the set of ”cuemnn;, that

is evaluated on a scale of “standard movement but The
relationshin betveen the "ovements and the Sub¢cquenceq.
"Ton-standard movements" that are followed Lbv a snuggly-
tied shoelace equal “functional shoelace-tving bhehavior.®
This definition has imnortant implications for the measure~
ment and evaluation of Verhal ehavior. Tt caﬂ be seen that

the Second and ”h1rd rr‘errm of analv91q. Forelan lanﬂuaqe
teachers and speech therapists reqularlv evalhata, against
some "standard scale of accuracy” only the Second Term --

the precise nature of the *‘ovements. »Mlthough there are
occasions where evaluations of the Second Term correlaie
closely with a Tunctional AZnalvsis, function is hest measured
as it is defined, rather than as it mig -t e inferred,

If one seeks to find out “wvhether the student can make
himself understood,” it is a more reliable scientific nro-
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cedure to define the cuestion in terms of observable, des-~
cribkable behavior, than to evaluate a speaker’s "pronuncia-
tion” on a scale of "native standards,” and "predict® on

this basis the functional efFectlvenPsQ of the 1nd1v1aual'
6roduct1ve verbal behavior.

2. DESPRIPTIOho OF THE QVE'INTS are ex:tremely immor-
tant for purposes other than inferring functional effective-
ness. If we wish to estahblish a set of very snecific. Move-

"mants under the control of specific properties of the Set-

ting, we must be able to describe, in fine detail, the nre-
cise nature of the lMovements. If, as it often lapwuens in
the field of lancuaﬂe 1nstrUhtlon, that we must brlng about
changes in the nature of the articulatory muscle 'lovements,
we need detailed descriptions of the muscle “iovements dis-
played as entering behavior, and equally detailed descrin-
tions of the muscle “‘ovements to be seen as. terminal beha-
vior. The nore closely the muscle *lovements have been ob-
served and the greater the care with which they have keen
described, the more effective will be efforts at bringing
about the desirecd changes. In terms of larger units of
muscle Movement than “the smecch sound,” or "the word," such
lengthy chains of muscle ‘‘overment as "the phrase” or "the
sentence” still need to be descrihed in termns of the nrecise
set of "ovements okserved. Such observations of 'ovement
offer visible targets for tea."lng, and equally visible
signs of "bull's eves" or “misses." Describing the muscle
‘lovements of the Second Term as "incorporation of the nrin~_
ciple of plurality a5 manifested by the phonetic realiza
tions of the phonemes of pluralitvy in English” still leave
the teacher with nothing to measure bdut whether the student
said “mans® or “men,® "bool:s® or "book-es.,'

Issues of the “rncovdarv effects” on natives of alien,
non-standard speech sounds need to be 'considered as a separ-
ate get of questions —-- guch issues need to be put as ""hat
behaviors other than those snecified by the acoustic proper-
ties of the q“ttlng appear to be controlled by the acoustic
Subsequences of thes speaker's ‘lovements?" Answers to “atti-
tude questionnaires" regarding peonle with "foreign accents®
must be considered to be under the additional control of
the printed forﬂ, the nature of the nuestions, etc. Here
too, as with issues of measuring PUICTIC!N, guestions about
what people do in special Settings are bcst ancwered by ob-
serving what they do, rather than by asking them to talk or
write about themselves. '
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3. TAPPROPRIATIENESS” or "CORRECTHESS" are terms that.
can acquire meaning in the measurement and evaluation of
Verbal -Repertoires if thev are considered to represent a
set of predictable and specifiable relationships between _
Setting and ilovements, i.e.,, a smecial relationshin hetwean
the First and the Second Terms of Analvsis. Conventional
systems for evaluating "language skills" almost always con-
centrate on descriptions of the formal properties of the
Second Term. Talking about "language skills" avoids issues
of behavior to be examined in terms of its avprooriateness
with regard to a given Setting. The muscle movements re-
presented by the Standard Tative Speech sounds of "cuatro”
are evaluated in a languags class. If in such a class the

“question were asked, “"Cuantos son dos vy tres?' and the stu-

dent replied, "Cuatro,"” he would ke graded "A" for pronun-
ciation if the acoustic Subseiuences of his muscle Move-
ments matched native standards, and the teacher would have
to conclude that “he pronounces well, but he certainly does
not khow arithmetic." Since the language teacher might not
wish to grade his pupil's "arithmetic skills,” he might
come to suspect that "the punil Aid not understand the
nuestion.” On these grounds the ounil might still Le ceval-~

uated as to his Ylanguage skills.”

¥hat is particularly interesting akout this last noint
is that it highlights a serious problem that derives from
concerns with "language" as a set of '“skills" independent of
“content." Which is, of course, another way of viewing
"language” detached from Setting and Subsequence, that,

“once "acquired,® can e “nut to use' in all zorts of differ-

i
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ent places and wavs.

Teaching somedne to say “four' with perfect “phonetic
accuracy” does nothing abeout jncreasing the probability of
saying "four® in the Sctting “How much are two and two?"

There mav verv well he "language skills™ without con-
tent if all we are interezted in is disjointed evaluation
of “pronunciation” and “qrammaticalitv." Our central con-
cerns witlh neople in society, however, is with their keha-
vior -- what they do, seen in terms of its avnropriateness
to the Setting and with regard to the Subsecuences that ren-
resent in turn, the Setting for other people's behavior.

A central theme in the guidelines for *this paper is
“Bilingual EBducation,” but in spite of its centrality it is
not. yet clear what is meant bv "Bilinqgual Fducation.”

Aruitoxt provided by Eic:
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Does it mean:
1. Given a “Lilingual®, how shall we educate him?

ox

38

. Given a “monolingual,"” how shall we educate
him so that he hecomes a “bilingual?” And
once we have made him a "bilingual," how shall

- we proceed to educate him?

Since we are rarely "given" a "bilingual®”, it may be
assumec that addressing myself to question 2 will prove use-
ful. .

The first nart of the ruecstion ahoui "how to make a
bilingual” raises the issue about what differences, if any,
there are between Foreign lLancuage instruction, and the
nroblems of teaching a verson to ke a "bilingual.” To
those with cxtensive expnerience with the levels of achieve-
ment reached in foreign language instruction in the USA,
this can be an embarassing aquestion. Or at least I think
it should be. It may become less erxkarassing if it is acknow-
ledged that it has rarely heen the stated objective of in-
struction to rroduce a person who disnlaved complete, sym-—
metrical verbal renertoires in the foreign language that
were in correspondence with the verhal repertoires of the
student's native language. Tt continues to he emwharassing,
however,; when one considers the low freaquencv with which
peopie trained in foreign language classes are sezen to en-
gage in Verkbal Episodes of even the most lirited nature.

It might e hoped that the prominent objectives of the
current interest in' "Bilingual education” are functional,
rather than acaderic, that is, a corcern with establishing
multiple verbal revertoires in other languages, rather than
establishing repsrtoires of talling about the forms of
another language, and the rules for their assemhly. Mather
than following the model of American foreign lanadquage class-
room teaching, with its committrment to “langquage skills,"
and the dependence unon such notions as “integration of the
rules"”" and "internalization of grammatical structure” and
similar invisible, non-measureable, inferred processes that
must “mature"” from “genetically wnre-determined, in-born lin-
guistic knowledge,” r 2 would do better to »ut some effort
into the descrintive analysis of the behaviors ve wish to
establish in our student population. ‘

ERIC
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We can begin,; at this, neint, to build on our introduc-
tion to the basic Dr1nc1nles of the analysis of verhal he-
havior, and examine a nurber of anplications to snpc1f1c
problems, .

7~ hegin with, we can say almost as an axiom, that the
degrec success achievesd in the teaching of any subiect
matter .5 proportional o the accuracy and detail of the
cescripntion of the teaching objectives, and the directness
of the relationshin between the o»;octlveg and the means of
measuring those objectives. Teachers in a number of areas
are now being ashked to write "beravioral objectives"” for
their courses, and to develon tests which nrovide the occasion
for the measurable disrlav of target behaviors. The teaching
of languages, hovever, appears to have been relatively un-
touched by this trend.

our formulation of Verbal Behavior that racuires the
Line~byv-Line Jdescrintion of Setting, "'ovement and “ubseacuence
offers a set of guidelines aimed at the nrenaration of "bilin-
guals."

Let us consider for a moment how we might build a set
of "behavioral objectives"” for such a program.

Je could characterize our %uilding guides in terms of
the kinds of things twre would specify. Our initial concern
is-with what and hov we spmecify, and our ultimate concern
is with how these specifications relate to our mcasures of
achievement.

In the bYroadest terms, we must:

1. 8pecify Lines of Behavior. This obliges us to
indicate every term of the Line. Under this set

of specifications we estabhlish what our criteria
are for "appropriateness,” i.e., what "ovements wn
will accept under the control of spnecific proner-
ties of the Setting, and for "function,’ i.e.,
what relationship exists hetween the precise form
of tha 'lovements and the naturz of the Subscquences.

2. ©GSpecify the repertoires ve intend to establish, i.a.,
Receptive or Productive, Acoustic or Granhic.

3. Specify the “audience” whose alreadv e=tallished
recentive revertoires are to come under the control
of newly established nroductive repartoires of our
student.

ERIC
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4. Specify tha ponulation of Ysneaers and wuriters®
whose already establis“aed productive renertoires
are to corrcsnond vith, i.e., control, the newvly
established receptive repertoires of our student.

“le can now proceed to a more detailad and concrete
set of explorations within the context oOf ltheen “snecifica-
tions."

Our concern wvith comnlete Lines of Behavior o':liqes us
from the outset to reject the artificial secmentation of
"independent® "semarakle” “skills.® Two common examnlns
of such "skills” are "pronunciation® and “vocabulary,” and
ve can demcnstrate the issuecs by a close look at one -~
“mronunciation.”

"Pronunciation” treats as a senarate "skill' what ve
have identified as the acoustic subsequences of a set of
muscle moverents:; that is, it treats as a separate target
of instruction and evaluation what is only one terrm of a
Line of Behavio¥r. & hear with some fremuency in foreign
language circles such behavioral absurdities as "his grarmar
is poor, but his nronunciation is excellent,” or even more
absurdly, “llis grammar is excellent, but hie nronunciation
is noor.* 'hat this means is that a transcrintion of the
sounds that follow 119 articulatorv moverents, ven corrected
and translated into standard orthogranhy, can further he
examined on the basis of a set of formal relationshins and
are found to be “accentahle.” 'hat this me2ans in a crucial
way, 13 that thz sounds of the student ct unon the teacher's
recentive rCﬁﬁrt01cn of transecribing belavicr. IE telles us
nothlng alout hov these sounds FunEflaﬁ £o control the rczcen-
tive repertoires of pcople who 1is an erxnerienced machinist
says in English Class, (in rough phonetic transcrintion)

[dju mos »ut tri kols in its %Q1l]

the teacher's evaluation of *correct grammar, “ut »woor »ro--
nunciation” will tell us nothing about what will hapnen

wien this saine fellowv gives this same uvtteyrance as a net of
instructions to a U.S. anmnrentice in a ball.-bearing factorv.

There is not much to be anwreciated in an uttnranc
that can be deciphered by a trained snec1allat in forelgn

accents® to ylclu differential ratings of grammar," “vocab-
ulary,” and "pronunciation," if that utterance in a non-
school Setting is described as "unintelligible noises.™ I

cannot stress too heavily the critical imnortance, nor can
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I exaggerate the long list of undesirable consequences that
follow from teaching and testing nrograms that derive from
segmental analyses of form, largely divorced from considera~

- tions of function. M3 a Svanish teacher I have seen teachers
beerr with nride as their students emit lengthyv chains of

sounds that bear no whvsical or functional relationshin to
the sounds heard in a Spanish-speaking communitv., Students
at a Spanish Club meetinag are sometimes observed to engage
in lengthy verbal evisodes with each other and their teacher,
but a bona fide native, vho Aoes not share Corresponding
Nepertoires with this si.2zcial cormunity could only conclude
that "American lligh School Svanish vas a dialect of Siwanish
he understood only slightly.” There is no doubt but that
within a short period of time, if the native were privi-
leged to follow along in the text as these students read
aloud, he would establish a recentive Aacoustic repertoire
to correspond vrvith these sincular sounds produced by a set
of muscle movements surprisingly like those observed in
speakers of English.

"le can explore, through our examination of the single
notion of “pronunciation, indenendently considered,' not
only what hapnens to students, but how the "non-native
nerformance of the students is taken as evidence of inherent
limiting factors in the students themselves. I refer to
such explanations a3 sex differences, age factors, inborn
differentials in foreign languace antitude, kinds of "ner-
vous system,” etc. The adrmission of such factors justifies
the lovorlhw of expectations, and the conseaquent gettlng of
comnromnised OJjCCthQg that are considered to be "reason-
able" given the nature of our stu’ents.”

One of the results of wsuch arhitrary “fractionating®
of "language skills" is that it permits one te say that
"1 specaks Spanish correctlv and fluently, but his pronun-
ciation is verv voor." T'hat is at iasuc here is the annli-
cation of the pihrase "swneals fnanish." A student in arch-
ery class who could repeat all the rules of safetv, name
all the narts of the Lo and the arrows and the target,
Jdrawv the kow and let flv arrows at a great rate, kut vho
rarely if ever hit the target, much less the bullseye,
would not be described as being "a comnetent archer, hut
his aim is »oor."

This business of esteering fragments of nerformance in
terms of their apnroximation to some "formal standard’ per-
mits one to give grades -- even high grades -~ to stuﬂents
whose performance would be considered disastrous if judgec
on some functional scale. Perhane it is more than coinci-
dence that many of the teachers of such students mav also
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be described as “speaking Snanish cuite well, but with a
nronunciation that is certainly not native.’

It is at this noint that we can ask these imwortant

nmuestions: "Who teaches in a bilingual »nrogram? Tvo mono-
linguals or one »ilincual? *nd if it shall be the latter,
vhat kind of bilingual?” 'that that last question calls

for, of course, is a snecification of the verbkal repertoires
of the teacher/s.

And to meaningfullv answer that last cuestion we need
to define, in advance, wvhat are the expectations -- the ob-
jectives - with regard to verhal repertoires of the stu-
dents. ‘then we talk about "hilingual education" there is
a clear promise implied that we intend to shape individuals
whose vertal behaviore function in more than one social/
language community.

that follors now may anénear to be a diversion from the
line of interest we initiated above, but it will, on close
examination, be seen as integral to our reasoning.

I choose to talls at this noint ahout the lincs of ver-
lal repertoires that we see in and on the fringes of ghetto-
ized@ minority language communities.

Linguists have correctly insisted that the lancuage
of the Black community is not a "dialect"” of Tnglish that
represents a degeneration of the Standard lanqua e, but is
rather a discrete language. Tn similar wavy I vant to insist
that the formal wnronerties of the snecial verbal behavior
that often functions at the interface etween nembers of
two different lanquacs cormmunities is not a “dagencrated,
heavily accented” variety of the verbal behavior of one or
LYoth of the language communities, but is rather a discretely
describable set of behaviors that disnlay nronerties of
anpropriateness and function characteristic of, and limited
to, a snecific verbal communitv.

There are humorous references to “Swanglish" and “fran-
glais,” but the humor is more aprarent than real. . The
reality is depressing when one observes a lanquaqge teacher
presenting behavioral models to his students that corres»oné
only minimally with fhe behavior of the "natives” of that
language. 'le have bocorme verv tolerant of '"non-Spanish”
teachers, or "“Sami-Sponish" teachers primarily, I susnect,
because therc is no real flavor of functional urgency to the
behaviors they are charged with esta>lishincg in their students.
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It doesn’t really matter verv much whether a "real Spaniard”
vioculd understard" the student, or vice-versa, since there
iz very little likelihood of the student's confronting such
a need. This divorce from the pressures of reality is
equally apparent in I'nglish classes in many countries, and
vve often laugh when foreign students arrive here with ‘certi-
ficates" from an institute attesting to their nroficiency

in English that turns out to be scarcely intelligible.

Such a lack of verbal function, however, is not really

funny if we expect these neonle to become useful, produc-
tive, and hence contented, citizens of our community.

Ylhat I am reaching for here is the very sober rationale
for rejecting the levels of achievement that we have been
willing to accept in “foreign language" instruction wvhen
the consequences of those levels and their associated
teaching procedures are part of our daily social and econ-
omic environment.

Too much has been made of the “"psvchiatric contribu-~
tions" of being taught by a mermber of the "same minoritv
group" that ponulates thie class. ‘“I'lismanic nride,” “"sense
of identification,” and the like, can in no way change the
ultimate tragedy that I observe in some of our local "bi-
linqgual® programs where a teacher whose sneech sounds like
the comic Jose Jimenez, is teaching a room full of "ismnano
youngsters to sound just like him. The tcaciher inevitabhly
serves as model and manager of the Setting and Subsequences,
and ultimately shapes students' verbal kehavior that repli-
cates hiis behavior.

Two prominent conclusions may ke dravn from these ob-
servations:

1. “1e functional standards we set in our objectives
are likely to renresent the "ceiling” ohserved in
our students’ performance. In simplest terms, ve
are not likely to g2t more than we ask for, and
vill get exactly what we “settle for.”

The standards of “"bilingual verbal ksghavior” are
affected in tvo ways by the naturs of the teachers
ve choese., First, the performance of the teacher
defines for the student vhat our society will

call a "bifingual." Second, the nerformance of
the teacher nredetermines the best werformancs of
the students. In minv cases *& are flirting vith
a kind of “trilingual’ situation described by the
way Miamians talk to onz another, the wayv Cubann
talk to Cubans, and the wayvy Cu%ans talk to "‘iamians
(those ‘iiamians, that is, vho have corresponding
receptive revertoires!
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The resolution of th:aese nroblems calls for annronriate
use of monolingual "natives, or “bhbilinguals” who disnlav
repertoires of verbal behavier that are both comnlete and
symmetrical. "hen we select a tcacher who disvlavs other
configurations of verbal repertoires, we can nov do so on
the basis of the educational reruirerents of swecific sit-
uations, and the snecific renertoires that are called unon.

Rcference to snecific renertoires brings us baclk to
the nced to anmwronriately esteem and exnloit the ranqges of
recentive verhal repertoires. Inasmuch as there are tasks,
or "job descrintions' that differentially call unon tie
display of different renertoires, it is imwmortant to assoas
our broad educational ohjectives in terms of those verbal
repertoires and correspondances that arz necessary for the
achievement of these objectives.

Therz arc many cacses where our nrimary interest is in
bringing a repertcire of Lehaviors that are alrxeads under
the control of S»anish Verbal Settings, under the conkrol
of the productive verbal bebavior of a rerier of the Tng-
lish verbal community. People who disnlav the anpronriate
nuscle movements under the control of "“"rregla los frenos.”
may need to have these commlex set of moverments brought
under the control of "Fix the b¥akes.” This is a different
task from that of teachino a student how to repair auto:-
mobile Lrakes, and the strateqy for that task, and the ver-
bal controls under which it is to e ¢stablished will te
determnined on a host of cther, not nrimarily verbal consider=
ations. Thae point here, however, is that we should Le
able to keep iscsues of verbal behavior in a clcar nersnec-
tive vith regard to other ohjectives of the ecducational
nrogran,

Tinally, we neecd to touch on the issue of relevant
measures of the student's »erformance. I have insisted
hroughout this saper that cur obiectives be stated as
behaviors described in terms of Retting, ovement and Sub-
sequence. This lind of descrintion vields one kind of
objective that might be uritten-

In the presence of the teacher and the question,
"How much are tvwo and two?"

A zet of rmucscls ~overents [four]

The Subsequent 2nvironment characterized by the
sounds of /four/ and /Pichat!/
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and anotner that micht be wvwritten:
Teacher and the sounds /Simon savs touch your nose/
A set of muscle movements such that

The Subscquent environment is characterized by .the
contact of the pupil's finger with his nose,

ox:

SETTING MOVEMENTT SURSENUTIICT
a ja} c

1. Teacher + /come to |rising & walking lielen stands in
the board, telen/ front of the
Llackboard

2. lc + /Today is ‘‘on-|graseing chalk & | “OHDAY is on the
day. Can vou write|movinag it on the blackhoard
that on the h%oard/ {»laclhoard so tha

-

These descriptions also specifv a variety of direct
measures of achievement. To begin with, we can see that
if our teachinc established a given set of movements in a
given Setting, our most meaninqful measure of the effective-
ness of our teaching vould he the nresentation of that Set-
ting and observing the dismlav of the *lovements. This is
not a simle-rirded restatement o6f the obvious, but an ex~
tremely irmnortant noint thet is dften lost in conventional
approacihes to lanquace tasting. It has somehnw hapoened
that to maasure the disnlay of behavior exactly as it vas
established is “too easv,” or "insufficientlv challenqging.’
As a result, it is not uncormmon to find our exemplarv 'elen
above being ?tested as to vvhether or not she had learned
to vrite '"‘onday'" kv lLeinc instructed to: "'rite the name
of the second day of the wveelk.,’

There is further concern with regard tc nresentina the
Settings and ob8erving the disnlav of moverants, and that
is the special concern with ammrovriateness of movements
to that Setting. In this regard we can corment on the fact

nat not only is the svsteratic establishment of recentive
verbal repertcires an infrecuent vart of lan~uaqge training
nrograns, but it is an ermually infreouent nart of language
teating programs. The only nrovisions one sees for the
evaluation of a student's racentive verkal behavior is via
a procedure that calls for the disnlay of a line of nro-



ductive verbal behavior as evidence of recentive behavier.
"le fo not sece a test administrator saying to a student,
"Touch your nose," that is a call for a display of a set

of muscle movements under the control of the examiner's
nroductive verbal behavior. T"That we do see 1is a question
like- "In vhat part of the body is the sense of smell lo-
cated? which calls for a disnlav of acoustic or graphic
nroductive verbal behavior unier the control of the examinor'-
verixal behavior. Direct measurement of behavior is sometires
more costly than indirect, naner-and-pencil derived measurcs
that correlate statisticallv with the actual rerformance,
but direct measures provide the onlv empnirically verifiable
and truly reliable evidence of nerformance. e would not

be satisfied that ar airline nilot disnlayed fully apnro-
nr.ate “landing behavior" on the hasis of high scores on a
written examination that had shown high correlations with
the cockpit performance of pilots: we would want to see him
display the behavior in the Setting, even though the test
was expensive to adminigter. "o do hov~ver settle for
correlationally derived estimates c¢f the 'nphonetic accuracy”
of foreign languace studerts on the l.asis of machine-scored
written tests because individuallv administered tests of
"oral performance" are too expensive.

In the area of testinc as well as in teaching, we aqet
exactly what ve settle for, and insofar as ve depart from
the correspondence betveen vhat is taught and vhat is tested,
vie veaken iLoth the evaluation and the teaclhiing nrocrams,

e kinds of analvsis of verbkal bhehavior that we nhave
briefly locked at in this man2r give clecar indications of
utility in the design and davelonment of Loth of these
critital objectives.

It has becn sugeested that the educational strategies
of behaviorists are based on the assumotion that anvbodv
can be taught anvthine, therebhy maling teaching strategv
all immortant, and program content rerely incidental. This
is vrobably an accurate summary of the general behaviorist
nosition, and I think it is immortant for this behavioral
scientist and rracticing educational technologist to dis-
agree. The statement is untrue “ecause it i$ incomplete.
The kehavioral techinologist is lilelv to sav that he can
manage his classroom in such a way that every student ¢om-
nletes every work-shent asaicnecd to him and returns it com-
pleted., He can further assure us that he can see that the
work-sheet is done as many times as neceszary until it
reaches sore pre-determine? critarion of correctness. Tut
this kind of managerent tells us nothing albout what to »ut
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on the wc ci-sheets if we are to astallish some behavior
beyond "doing the viork-shemt!” I have watched with dismav
the activities of elementarv school '"languagr arts® classes
that are organized accordino to the soundest nrinciples of
behavior management, lut whose “nrogram™ consisted of having
the children comnlete tasks that vere not organized accord-
ing to a behavioral analysis of the terminal objectives.

Mo amcunt of behaviorally engineered practice of vocabularv
lists derived from a crude naired- associate model will
“establish fluency!"

e need to seriously exnlore the nrogram content,
down to its smallest elements, in terms of the descriptive
analysis of the target behaviors, and emmirically evaluate
the effectiveness of each strateqgy that the analysis sua-
gests!

The preceding sentences male for a meaningful conclu=
sion of this paper, for it's underscored words vull together
vhat I hope appears as the princivle theme of what I have
had to say. I did not set out to answer cuestions, but
rather to contribute what I could to the more effective
asking of questions. The ¥inds of questions scientists
ask of nature determine more than anvthino else the validity
and the utility of the conelusions they reach. I hoon that
the wresentation of the vrincinles and nrocedures of mv
aopnroach will contrikute to asking aquestions akout ‘»ilin-
gual education® that will nrovide answers that are both
relevant and empiricallv verifiavle.

NOTRS

1. Liberal aquotations will he taken from several published
and in progress works, nrimarily:
An _Introduction to the Science of Behavior, Sanon, Stan-
lev ‘i., 'onopress- P.0O. Box 8341, mochester, Wew York
14618, 1972
“Problems in the ‘iodification of Verbal Pehavior,®
Sapon, Stanley ., An Address given in Tlint, “ichiqgan
on June 22, 1972, and to appear in the Proceedings (in
nress) of the Annual '‘eetinqgs of the 'lational Society for
Autistic Children.
“he Lstablisament and “odification of Verbal Pehavior,
Sapon, Stanley :'., (in progress).

2. '"On defining a resnonse* a crucial problem in the ana-
lysis of verbal Lehavior,” Sapon, Stanlev i*,, The Pgv-

chology of Second Langquage Learning, edited bv Pimsleur &
Quinn, Cambridge University Press: 1971
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BILIWGUAL ZDUCARIQ: AV IUWDRTUASTIMTL FRNSERCTIVR

Charles ™. Ferguson, Catherine ‘ouahton, i‘ari~ I'. “‘ells

Bilingual education -~ in the ~ense of exnlicit recoqg-
nition of the use of two or rore languaces in the for--
mal educational avstem of-a society -~ i3 very vidasnread
in space and tire,

Bilingual education -~ in the sense of the uze of a
different variety of lanquaase in tha classroom from that
used in ordinary conversation (in more extrems cares a
different l=nguage altogether) --- in universal. '

2ilingual ecucation mav Mave ranv nossibile imnlicit

goals, and these goals may ovaerlap or ke in conflict.

The success of ilinqual education cderends nrimarilv on
the attitudes and exnectations of peovwle, not on such
language factors as the decrae of difference ketuvean
lancuages or lannuage varieties or the nature of thre
nedagogical methods.
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3ILINGUAL MOUCAWI“' AV THTRTWAINTIONAL PRRSPLCOTIVE

1, Jo one knovs how many languacges exist in the world.
Same estirate there may 1\e four to seven thousand., The ™a-
jority have no written form and only a small nrnnortlon of
those that do are use in formal education. Yet wost of
the nations of the worl? are rultilincual, anrd millions of
children have their schooling in two or more languages.

Tror the carliest davs nf civilization 1111nqnal educa-
tion has heen imwortant in the devalopment of sociaty and
culture. There has hardlv “een a time in recorded history
when a nation could flourish as a monolingual entity with
a completely monolingual educational svstem. Seoldiers and
statesman, woets and Tings have always needed more than
one lancuage in wnich to communicate.

In ancient ile notahna, military,and nolitical exnan-
sion and tie subsequent adninistration of n€" territoriss
necessitated that rulers and their subordinates learn lan-
guages other than thoir mother toncues. ‘an of commeran
needed ore than one languaqe for trade and usinessi.
Changes in population raauired mutual ‘intelliqikility an?
more languafe diversity for teaching and studvy, 2nd hilin-
rmalism was essential to arti~tic and 1ntel tectual creativ-
ity.

. Whe first cvidence of children studyince rrith £vo lan-
guiges in their schoolwox} comes fror cuneiform tai:lets
from 'lasopotania lLetivreen 3007 D, C. and 70“’_@ <. Tnﬂﬂrin—
tions on these tarlebs not only dascrite a full-flelged
Sumerian~sneaking civilization, bLut also how that 2kladian,
a fRemitic 1annuane, was in nrovalent use "y the end of the
third rillenium. As oral tracditions ware inzcribed in
wrritten form, Loth Sumerian and Prradian hecame lanocuaces
of record ané affactad one another's written }evelopwent.

2y the sccond millenium 2.0, th ere wore Surerian texts
(manv thousands of line~ have heen nreserved), and the he-
ginnings of an ZkKadian 1iterature. Testiools for the
teaching of Sumerian to snea%ers of Alkadian came to contain
dictionaries and 5Surmerian texts writh line-kv--line Akkadian
translations. ' s

The ’lesopotarians' technicue of writino with a stylus
on soft clay was widelv accented hv nnighborina civilizations.
vheir metnod of training scrikesz and their kilingual tradi-
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tion were prevalaent throughout the Near Tast during the
second milleniun 3,C. Trom Plarm and the Dahrain Islands
in the Persian Gulf, to the Fittite Kincdom in Central
Asia Yinor, to the western area Ietwecn the Fuohratas and
the "aditerranean Coast, and to Cvnrus and Fgynt, scrihes
comrnunicatad in *kladian (Cnnenbeim 12467).

The tradition of bilingual educatinn continued. In
the third century I.C, the 'alory that was Pome’® vas adanteld
from linowledge of the glorv that was CGreece. Mgain it was
not just tihwe intellectual 2lite vho had a vorking lnowledaam
of two languages. Both unver anl lower classes of Noman
society enjoyerd the comic noet, Plautus, wio often creatad
1is humor with a play on “reel vor?s. The earliest "oman
historians, Talrius Tictor and Cincius Alimentus, vrots in
Greel;, indicating nct only their own fluencyv in the lan-
guage ut also that at least some of their countrvment'could
read it. -

The Romans Nased their education on the studv of litera-
turz in a foreign languace, Their trainina in Greek set
the nrececent viich higher education has fgllawed Adowvn to
the present time. “That Creel was to the Wwmans, Latin he-
come to the nations of “Waestern Surope, and “thers han nevar

~heen a time when much of the Lest treining of the rpind ~id

not consist in the sztudv of tha thouchts of the nast ra-
corded in a languaca not the student’s own," (7ilkinz 1995,
13--20)

Today muchh of the tvrorld is Milingaal ant often rmulti-
lingual. o cite a familiar examnle, in India over 15"
different lancuages ave onoXen. Iourteen ane ofificiallw
recoynizad as regional languacns and ars used as the medium
of instructinn in nuhlic schools. In Calcutta, for examnle,
a cuild can choose Dengali--, Urdu-, or Tnglis'v-medium in-
struction withiin the tralls of a sinagle »nrimarv scheol. In
the Funjal, the writing syvster used in the schools denends
on the religion of the punils.

There are approximately 597 languaces in “outh “merica.
Smanislh is the school languagz for many vho speal Indian
languages natively. In the Carikbean, Trench an? "nolish are
used in school althouch creoles are the spolen lancuages,

In China, tliere are a number of senarate snrolen Chinesa
languages vith a single written lancuage:

Mrica haz at least 1907 languaces and some 190 Aiffer-
ent Bantu languages in tha Congo alone. ILanguaces of wider
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communication, .such as the trade language ®rahiliisncolien
by at least seven million neowle in Fast Africa,; or.the
colonlal lanqugge Franch in “lest Mfrica, are used from the

‘earlies st year:vof‘:chool.

ijor arec multlllnﬁualwcm and bilincual ecucation  limited
o the so-called Thirad foxrld. Murone, excluding Nussia, has
some 50 major languaged. tiorway has two closelr--related
literary standard languares, and local school hoards have
the option of ‘chioosing which to use in the ‘scheools, althouqgh
there is now a single textbook norm. Switzerland's four
official languacos,‘"renchq exvan, Ttalian and Poransch,
are used in the schools, and Gwlﬂv flerman has .two distinct
varieties, a formal one and a Aialectal one. e .

In Trea t pr1La1n, where~ﬁnqlish qaﬁ teen. usa2’d for cen-
turies ., therb are atill noakets of “elsh - *111nnua11 3 and
funutlon ing 7elsh Hlllnqual schools in ”ales.;g :

‘ The SoViet Union lists 129 lanquaqes vithin its Lound-
aries: A numbor of written lanquaqges WitH large hodies of
literature are used in aﬂﬁltxon to “uc 1an in th@ oﬁuratloni‘

y system;

}ven in countr10? t\at are nonollnqual, sucn a anﬁ~
Saharan. wad‘ua“caL, sotho, aAnd fomalia, there is multilin-

“gualism and . plllnrual Fucaf1on.‘ Tn'°nma1ia for OX?””l@,

vorvonh,gnoa”“~“ora1l, vhich, nas its own oral noetic tra

dition but is not written, while Arabic iz-used for writing
ané¢ formal. purroses, with Ttalian "and Tnglic™ az irportant
languages of wider communicatinn van LH@ rest of Lhe mor1ﬂ

Dlllnﬂual ecuraLﬁon 1ﬁ'”VQl]“‘JO inall of Luosc.

“2;;v'In sorme ‘sense ,formal edubntlon is llnrual since

Q

‘in the emucatlonal DrocEs s raxr’ faVe nrece:

the forms and wvavs OF exprescion of UTlLfCF lannuaﬂpvlavnr
reflect the spoken lancuage: e>acf1v Words, ways of ° speal-
ing, and forms of discourne are us 91 in the school zatting
viich are,not'used in ordinary conversation aﬁd in.other-

non" chool settinas, he: first aim of formal nnuCitlon
since its b@glnn11”" in. the £hird millenium 0. has alvav"
heen to Loach_the nunlJA W?ltfpn Form of lanouwc“.f ﬂ*Hor

‘-jcoaTS ‘may be added and nvcn_tnc simple gdal of +1tpraﬂv mav

hecone .very com:lex and have “suk qoal“'wn*”x au' soma tag@
ance,r The ‘Farﬂ-
remains that the familiar cultuve connlnx of ~ '°CLOOl‘fﬂ71f
its features of toacaer, Dun1ln, instruments of vrxt1nq,
and »natterns of- rcc1ta+1on, rugstions ‘and answers, and re-
war1 for aLtalnw nc,t*av .evelopeo_ln re"ponse.to-the‘need
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assential traits unchanged., In snite of sunerficial 4if-
ferences such as stylus and clay talat vs. Lallnoint n»nen

and s»iral wotelool:, or outdoor seiiing and a sunnv clirate
vs. central heating, one feals that the modern “nmarican
teacher or the ancient Akladian teacher vould assentiallvy
feel at home in the other's school in terms of exnacted
behavior, goals, and social values. Prezumably the school
has survived the chandes in culture, nolitical orcanization,
and technology largely hecause it has succeede? to a suffi-
cient degree in mecting its fundarental aims.  Mithounh it
may be true that the social conditions todav and in th2 nrar
future are bringing fundamental changa=z in tha aims of edu-
cation, it is certainlv orofitable Lo exarmine careafully

some of tue features of the traditional scheool h2fore attempt-
ing major changes either in aims or methods.

‘Tagn the chiild first comes to school he brings »ith
him an incradilly ewtensive and sophisticated comnetence in
the use of languaga. lc nnt only has mastered intricate
details of pronunciation an? grammar in his conversational
language Lut e knows hwtr an” vhen to shout and whisner, to
tminedle and instruct, and to »ut his lanamaae to use in A
fairly wide range of citustiont an? occasions. _In school
he must learn a thele nes set of language uses annronriate
for the situations and occasions of zchonl life which he
has not known nefore. hare will he sore faatures of nro-
nunciation and ¢rammar which he rust add? to "is renartoire:
he must learn then to gnaal' a1 vien to L~ asilant in a nev
range of contexts. TIn cliort, 12 Mmast learn a wviole new
‘ragistor® of iis lancuage.

The child rav have hacorms familiar with somn elements
of the school register “efors actually coming tn achool.
fome parents act out school Lehaviors with thelr voung chil-
Aren, some features of thie school reqiatoar may occur in
other settings (the village storv teller or the U screen),
and children in many socizties nlay “schocl” aven Leforaz
they regularly attand. Tt i3 instructive to note how the
details of lanquage structure and lancuade use arn altered
from normal conversationnl) practice in these nlav situa-
tions in wiich to sowe degree the school reacister is leinag
attamntes’,

The ¢differences hetween the language registers the
ciuiléd alreadv has command of and the vritten lancuage and
classroom register vhich e must acruire mav l.e relativelw
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s5light or stargeringly leroga. Sometines the mronunciation
and grammar of the school recister is very cloce to that of
tlie child's converaational lanruage and the Jdifferencszs of

regizter consist of featurses lile full form= for contractions,

new vocaulary, sukordinating constructions, onerational
forms of discourse and the lia (Fllis an® Ure 17%5°). Nftan
the conversational languacz thich the child has is in a
local cialect while the classroom reruires use of 2 national
or international ‘stancdard” forrm of languaga., ™ German
child in ['unich, for cxarmle, must learn to use na'r vovels
and new veri forms which differentiate Mhis ovm dialact from
the more standard language of school. Verw oftan the <tan-
card language of the classroom reacister is closer o the
lanqguage of “ooks and uviritine than thi2a local Aialect and

the child must ~ra‘vally learn that ordinary conversation
can He held in sormething verv like the Mool lanqguage in
annronriate situvationg, such an tallina with neonlna from
ancther town, talkinc vrith educate? weonle on more forral
nccasions, and so on. iIn other cases vhere the languace

cf bocks is verv different from the child's conversational
language and the classroom register i< in-hetween, th> chil”?
must learn that no one uses the rool: languager for conversa-
tion nut that various intermadiate forms must e used in
talliing witih other n=zonle on.variecus occazions. "Thus the
child vho goes to school in Cairo, for =2m:arple, must acruira
the language of books an? formal sneech, and learn to uce
intermediate varietias in te clasasrcom or in tallina -righ
Arabs from otler countries.

furprisingly often the lancunan of writing and the
school register are a totallv Cifferent lanquace from the
one the child nows at homr. Yor centuries in Durone the
language of the school was Tatin, ragarilless of %he lan-
guage spoken Ly the caildren. %o.lay a chill vhose rimary
language is wreton finds the school conducta’ comnletely

“in French, and thc monolincual favajo child mav find the

school conducted in ¥nglish and ha forbidden to use his oumn
language even in the wlavoround. In manv cocmmunities +"n
langquage ifferoncoe may he resented: it mav o seen as an
unnecessary nsvcehological ozctacle nr aven as an act of
onpra2ssion.,

3. Often attitucdes toward lancuace Aifferences raflect im-
wlicit goals of the ardlucational svstem itself. Althouch
education has the largar universal function of storing anc
transmitting knowladge, it also has snecific functions which
differ from one cociztv to the next. B2 cursorv examination
of language policies around the world reveals both nractical
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and idealistic goals implicit in much %ilingual efucation.
mhe following llat of implicit coals, which is obviously

not all-inclusive, is offered as a starflnn point for ser- 7
ious consideration of the irmolications of blllngual educa~ .-
tion. If irnlicit goals can B2 identificd and examninad,
werhaps tliev can be FadP exnlicit and realistically 1ncor~-
norated into or elirinated from the Mmerican educational
rystpm,

‘come Implicit Goals of BRilingual "ducation

"The objectives of hilingual nducation e
ray e clearlv nractical:

1. TQ ASSLIILAYE IIINIVIDUALS QR GROUPS INTO TTT VAINSTRREAM
OF SCCIF®Y ‘ .

Te. aim is5 to socialize neople for full vart1c1natloﬁ
in tihe cormunity. . e e

Arericans have assumecd --.and this has heen more tacit

than explicit ~~ that immiarant and indigenous agroups will

he ranidly assimilated into »merican core scciety until thew-
are culturzally indiztinquishable, De-ethnization ané accul-. =~
"turation are central to Anerican history avﬂ American na--

tional awareness. ‘”rltlng in the mid-1530's, Diner ¥aucen -
" noted that “Ampricana have tended to take 1t for aranted  __.°
~that 'foreigners' should acruire "nglish and that a failure
to do s0 was evidence by imnlication of a %ind of dislovalty "
to the Lasic princinles of Zmerican life . . ,’'(Tishman 1946,. .
12). In most cases in the United Qtatea, h111n~ual 2cuca-
tion of any kind Mas had the immlicit aim of as 1m11at1ng
the individuals into mainstream 2merican .life.

oy 8"

v -

Assirilation has also b2en a major aoal in ?l;ace Qnﬂ .
Prittany in Francsz, rThere vouna sneakers of thz provincizl .
vernaculars Alsacian and Breton have been constrained hy T
‘the educational syvstem to learn standars Prench for ahsorn- -
tion into mainstream French society.  There has “een rerio- -
dic resictance to this national aoal, sometimes nrovolred kv -

unnopular lancuace requirements, 1n these and other pro-...
v*nc1al areas of Lurope. Lo

It is interesting to note that in Zurone lanquag Ga~-""
viations are often at the verinhery of a nation’c froaticrs,
a3 in Alsace; Erittanv, the 3as~ue ar2as of FPrance ang .
Spain, along tue Pyrenees, the Siidtirel in northern Italy, - -~
Catalan in- Jnain, Upver Selesia in Prussian Germ any, and | -

[
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Aeviations at the Lorders of a country which dafy ass 1h~la~
tion at the sar2 tire reinferce the ~videsnreas’ notion nf
nationg Lased on a common lipaguistic core (Tetarsen 1°72,
dnot 13749).

2. TCO IIRY A VULPILITIACNAYL SOoCTNTY,
Mie airm i35 to ‘ring uritr to a wwulei- ﬁfinic, moelti-
trlnal or wultlwnablona] linquistically diverssa
cocia t;.

o exarples of multilineual nations in vwhiich 2”uvea -
t*on has Heea used to nromote national uhitvy are Shana and

{’\

Lave

In Gliana thoere ara eqtlmato< to Te ntweecn 47 and 4?2
languaces s3roken. The -aior onas are the Mkan dinlects,
particularly Fanti and Tvi, and )uqhani. These operate to
a limited extent as llagun franche lﬂ te renions rthare thov
ars usec. Other imsortant Tanauages are Twe, Co ~dandaha,
and Yaser. The official lanaquame of the country is ™nna-
lish, :ut nine indigenous lancuaces have ™een given the
status of national languaces, their 2elaction having heen
based on their use in other nzigh™oring countries as -rell
as in Ghana. In the sciionls, the policy has ean to uss
local vernaculars for the first fe'r years of nrirmarv ~ducn-
tion, shifting to a lincua franca of “frican origin in thn
middle vears of schoolinc, at least in areas of lincuistic
difforantiation, and then using nelish at thea wwmer lavals
ans univer<ity 27ucation.

‘fhera arxre testhooks in Tanti and frei- 2nd Tanti, vl
Ewe, and "a ar2 all osrmecified as curriculun and rhzﬁination
subjects. Yie use of vernaculars at the lovar lewvals to
assist the school child in cultural adartation s nart of
British colonial nolicvy.

Polizcy in wost-independence Chana stressaed linauistic
unification, with evan mora tima Fdevotad to nelish. ™e
wolitical and economic needs of the eountryr too!: nrecedence

over the psrchological naeds of the chitld (S»~ncer 1703,
Mrmstrong 1247, Toster 1255, Craham 1271, Lewvis 1202).,

In the Soviet Union, non--"ussian oeonlae~ comnrisn
nearly half of the countrv's entire oonulaticn and are
steadily increasing in nuwhers., . Soviet aim has heen tao
unify all grouns into one with a nraiominantlr Musszian lan-
cuacge and tradition through an educational nolicy Jdesioned
to foster unitv in diversity,.
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©~f 159 nationalities, 59 are national athnic crouns
having more than 22,007 mombers, with strong feclings of
national conscicusnes: exnresse? in a native lancuane and
native literature. There are 14 non-nussian renutlics,
each of which represents a large ethnic groun, an? several
auntonorous renuklics, and in rmany of these there “ave “een
rocurrent nationalist stirrinaa,

Pussian is the official lanquage of tha “oviet Union
anc the pedium of communciation Zetieen £27eral and state
governments, and Letsvieen Soviet citizens. But fully one -
thir® of the wonulation of the 30N, according to official
records, snezks an indigenous language othey than Pussian
as its mother tongue. Thirty-five percent of the »nuovils in
thae schools are taucht in a lancuage other than “ussian.
Tifty-nine languac2s are vsed as redia of instruction
througinout the US5™, (vh~ Zaltic languaries use the Latin
scrint, the Ceowgian and “rmanian langquages have thair otmn
alnhakrets, and tlie languaaz of other minorities use the
Cvrilli¢ alnhabet hiich "ussian uses.) %he nolicy of the
aovornnent is to ecucate the fovief chil? in :is mother
tongue during thie carly yaars of his schooling.

The pattern of “ilincualisr in the Soviet Union resultes
in a complex pattern of hilingual education. Torty-onc
nercent of the.schools use the major lancuage of the renub-
lic in which a school is located as the lancuagz oX instruc-~
tior. Ilowever, the mMussian Repullic, not only is the major
language llussian used in t:e schools, hut 44 additional lan-
cuages also serve as media for teachineo, although »unils
from the small ninorities in that "enuhliae ~ho o not srnzalk
Puissian as their motrer tongue renresent only 5% of the
ponulation. &maller ethnic grouws in other renublics alzo
enjoy molitical and cultural autonomy and their languames
arez used in schools and in local govrrnrent and othor insti-
tutions.

As a result of school reforms in 1959, Soviet varents
have the choice of wlacing their chillren in schools con-
ducted in tiheir native toncue, or in "ussian-pacdium schocols.
“he other (non-medium) languaqge is then sunposadly elective,
Lut, in fact, Russian is re~uirecd as a second language.

In contrast to Tzarist "ussia, the Soviet government
3et out to stimulate the cgrowth of national cultures,
seehing to preserve the national langua~es of the renuhlics
and, ‘shere crucial to cducation, the minoritv larguages as
uvell, Iother tongues irere aaan as vehicles to cormunicate
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Soviet idedlogr. Conlleres and universities wufed the lan-
auarre of the revublic as wall as Tussian in lelorussia,
Uzl-elzistan, Armenia, Tadzhekistan, azalihistan, Turkrenia,
Kirghizia. ‘he idea snems to have been that if Tussian was
studied and accented as a second languase it would not le
rasentec nor secomne an issue to fuel nationali~t sentimants,

At the zame timg, Ly remuirino “uxsian ac a suyject in
the schools and nushing its increased use for official and
muhlic nurposes in tha renuhlices, the covermmant has trie?
tno encourage oxnansion of mussian culture and the unitine
of foviet peonles as a sincle neonle, Today, "askan is
usually the lanqguage of instruction for th# children of
officials and army officers traniferred around the countrv,
Mussian medium 3chools scem to »n nreferred over native’
schools in urlban areas. Rools <written in "ussian got Huh-
lizted rore rapidly than those uritton in other lancuages,
ot higher ecucation is now in the "ussian languags,
axcent for some universities in the Ukraine, 7eorgia, and
Armenia. Ruscian is a wrereruisitz for ~ntrance into
institutions of hicgher learning, and a Soviet citizen has
to use Fusgian to ret ahead in the narty anaratus (ol 1773,
Yreisler 1260 and 1%061, Xolarz 1752, and Darguoorn 1250).

3. TO IINDBLIY FLUORLD 0 QN UNIICATT TIIT MU QUEETNHT TIATLD,

The aim is to introduce lancuages of wider communica-
tion in adcdition to the unifying national lanquvage <o
as to ralke it nossihle for naticrnals to interact <sith
foreiqgners.

To cite jvst to of the manv axanles, in Vdoeria
Englizh was adopta” a5 the national languar=, after its
long »nre-iandependenc:z uwie, first as a Puroneen trade lan:
quage anG then as a colonial lanouacge. 2ther nen-indioenous
languages of wider corrunicaticon, such as Trench and “erman,
arc also offered as foreign lanquages at th» higher lewvels
of ecducation with the aim of training sorme igerians for
rrofesgional, cc. merical a * Ainlomatic contact *rith indvsg-
trialized countries i1'iiera those languages are s“oken,

and in the ‘Soviet 'mion t'.e teachine of foreicn lan-
guar2s has Lieen a rajer concern of nolicy malers, warticularly
because of the nced of scientists to nrofit from achinver
rments in other countries, 2né the urgency for the covern-
ment to expand its international trade and extend its »narti--
cipation in international affairs. In 2l]l of the five tvnes
of Soviet s#hools, a choice of languages is offerad. Foreign
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language instruction iz included in the schwoeoling of nunils
with speech difficultics. ™ere are swecial foreion lan-
quage medium high schools in *thich certain subiects are
taughit throuch the medium of a sinqale foreign language
"hese schools are hichly selective and nrestisious, -ut
foreign languaces are also wsed as the re:dia of instruvntion
for certain subjects in manv of the “"all-age or cenrral
education. schools.

4. TO GAL! A1 ECOJOCIC ADVAITACT TN LIDIVIDUALS AP 6G30UTS

Yz aim is to nrovife lannuage sizills vhich are salarin
in the jo': marliet and can nut a »narson ahead on johs
and status

Thailand and Janan are ti'o exanmnnles of countries vhich
need large numbers of trained »arsonnel *ho have some nro-
ficiency in Inglish or in oth“er internationally useful
languages. ‘“hai and Janmanese are fully modernized lanauacecs
serving the corplex requirarentes of 2conemic and scientific
activities vithin their countrines, Lut their usefulnens
falls off (abruntly in tie casc of Thai, to a lesser bhut
critical degree in the casz of Jananese) *Men this activity
is carried on with other countrics erefore nunilas tho
will Le going on to jobs in *uﬁlne <, govaernment, or tech-
nology need hilingnal schooling. The economic prerium
nlaced on language skillz in Doth countrics is reflected
not only in the variety of hilincual e/ucation used in
governnent and nrivate schools, ut in the large numbers
of comrmercial languace schools, and in the Jemand for, and
cood »ay offered to, native-soeating Tnglish tutors.

The ooals of bilincual ecucation may e
more idealistic t:an practical:

5. TO PRLSETVL ITIWIC GR YPLICINGS TITS.

a. Tae presarvation of etunic or religious id entltv
in an individual or aroup rav or mav not go azainst
general national gnals.

In tle United States more than 2002 ethnic-qgroup
sciiocols offer lancuage instruction, and often religious or
other classes, after school hours or on treckends, for the
purpose of maintaining ethnic identitvy. Although the im-
nlicit national goal of assinilating irmigrant ethnic grounms
into the mainztrszam is not servad by these schools, thav
do not greatlv threaten the aoal, sinco thay hava little
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affect on the sneced with whic* their nu»ils acruire Tnalish
and are ultimately absorhes into ‘merican life. Ilovever,
these schools are the mnst active languaqge maintenance in-
stitutions in irnigrant comrmunitiszs and they surviva longer
in the face of the formidanle odds acainst th2m than other
ethnic-croun institutions +sich 3tel” to nrorote lincuistic
continuity (Tishran 13G6).

In Lthiopia, on the othear hand, national gcals of edu-
catien for nconomic develomment are cles2ly sarvad Tv teo
traditional patterns of literacy acruisition: tho Tthionian
drtholox churcli-school, and tho "uslin Muravic schnnl., "“nth
have long »nrovided church educatinon and hasic nomnetencn
for religious oiarvances to the voung in those conrmunitines,
"2 ¢hild vvho learns to read an? write Geez, the clasasical
liturgical lancuage of the TIthiopian church, will then also
e abln to read aarl urite Amharic, the national lancuaae of
rthiovia, and Tigrinva, another rajor language, sincn thhne
use the sare alviabet. ‘oreover, the chilAd is taught Seez
in XAmbkaric, so that if it is not i*is mother tonque he learns
it in the nrocess of his religious training.

The child whio learnr to reacd aloud, to vacite from
merory, and to v'rite sections of the Yoran in Ara~ic (orlin-
arily vith little or ro npdorstan?ing of vhat he i5 raalinea
or recitina) mav Le piching ur s3kills ip a language vhich is
of limited use in 'roader Tthionian societv; hut his train-
ing, lilke that of the child in the Orthodex church-school,
nrepares him to enter a rovernment schiool or nthex institu-
tion, Aand tws sarves as hie tasic primarv efucation.

aAn increasiny nurier of »unils are becoming litarate
in these two traditional svysz2ms, and the s7z3tems tham-
selvaes are .eing mocernized to incorporate rav metho.ls,
materials. an? suhject oatter. Tae Tthionian novernment is
allying itself rore purroszefully with the traditional schools
an< nrovidine sponsorsiin, financing, aad curriculum quide-
linesz. At the came tirn, the traditional reliciou~ schools
are feeding frwer grafvatea into tralitional relicious
higlhiar schools and wore of ther into government wiaher innti-
tutions {Fercuson 17°71).

. ¥reserving a chili's efhinic heritan=s hy arhitrari)-
tving him to it in school mar e counter -productiva if
this policy has a retarfing offect on 1is learning wro-

In the Pesublic of Ireland children live in an ovar--
<:helminglv English--sneakin~ environment an? are exnosed to
Q .
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the Irish language only in te schools, under thi2 qovern-
ment's policr of »romotine the ra=toratien of Irish as the
nationzl lancuaje. Studies of the imnact of usina Trish
instecad of Tnglish as the rediur of instruction in the
schonls sugcest that Irish children -7ill Do educationall:r
“andicappad, at least for the period of time it ++ill ta~
Ireland to cvolve its woliev of naticnal bilincualism in
a monolincual onvironrent,

iore specifically, the findings show that Tnglish:-
ing Irish children rtho arxe learning arithmetic in the
ca nmediur do poorly in nrollem-solving and ars almost
year ehind thos2 vho are learning arit'metic in the M
lish medium (although their narformance in mechanical arith-
matic operations iz not affected). %he children's Irish
language a'ility is not imnrovad in the wrocess, nor is
thieir nglish lancuace akilitv in aay 'rav +ealened,
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e facts indicate that ircentive is a 2y to the
succ255 of clucation in other than the mother tongue.
Contrast, for exarmnle, tha irmmiqgrant voungsiter in the 'nited
States with tiie native Irish child., "he irmmigrant vounqster
han enoxmous incentive to learn Tnolish hecause it is all
e hears around haim and e is revarfed with accontanen ~hen
e learns it. The Irish schonl child has little incentiva
to learn Irisli; his environrert is Lnglish--snailking and he
can only acruire thiis second language from hisz tanchors.

Thn rotives for learning Tris™ are ahntractlr cultuvral and
volitical, not urgentlyv nractical (acnamara 1°77).

c. " child! may hava tha incentive to learn throuch
the wmediure of the lanquare ascociated with Mis ethnice
heritace (whica m™av aven e his rother tongue) and vet
e hindere? v the linguictic lirmitatiens of the »ar-
ticuvlar lannuace for teaching certain sub™jects.

Tor examrle, Yorula, the languace snoken wicely in
Jigeria,; is not wvell-suita? for teachina standar? decimal
aritimetic lecause of thie Voru':a number svstem. On the
other hand, “relle, a lancuacn and nronle in Liberia, does
nave a deciral number system vhiich is essentially like ours,
and oLjects are counter. Mlthoucy there is also a well-
develonad system of terminolegy for nlacing ohjects into
sets, the classification svstem immlie? %y this in not nor-
nally used in everv--dav languace. ‘‘oreover there are no
abstract aritlimetical operations: the lrelle An not vworlh
with pure numcrals nor can thev sneall of them, M1 arith-
metic is tiec to concrete situations and nultinlication and
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division exist only as repetitions of adsition and subhtrac-
tion. ~pcrations are cenerallv carrie’d out on nurdhers u»

to 32 or 40. The fraction svstem is rudimenrtarxv- the terr
‘half" is either used as a general term for any nart of a
vviole (1410, °/10, ctc.) or troate? as a meaninaless swmiiol
in arithretic owerations. nelle term; for relations of
etuality, inerualitys, and cornarinon l:etwaen ojects an sets
of objects are in qrade” seri~s accorlino to dzqree of same-
ness or similaritwv,

athernatics ecducation for the I'nelle rmust be Adanted
to the linguistic facts of the Foelle lancuaae if it in to
he carrind out in “nelle. If it is carried out in Tnqglish,
it rust Le ardanted to the very real differences l.etrreen the
Iiberian pidqgin Mnglish spoker hy manv punils and teachers,
and the ctandard Fnalish usa? in —matheratics texthools (Cay
and Cola 1267).

G, 2C PRIOLE UMMRNSDNMTME PTONOREIY PRIYILENITD AT DUprT.
Vit GPQUDA,

The implication mav e that the more fortunate have o
resnonsibility to the leas fortunate *™ich can he ful-
filled nmartially Hv learnin~ their lanquage to commu-
nicate »with them.

A notal:le examnle of this goal is the French-Nnaglish
nroject in St. Lantert, Nuekec, '"ich has haen renorted
axtensively v I, L. Lamhart and ", . Gardnor (Lamhert
and Gardner 1052, “ardnar 17°), Lam.ari, Cardnay, Cltan and
Tunstall 1367?). Zriefly, »arants of !inglish-snealina chil-
drev voluntzered to enrol thoir children in Fronc redium
schools vhere the yvoungsters received no forral ~tucation
in I'nglish. At the end of the first vear, a hatterv of
ngychinlogical . languane, reading, and nerconalitv tasts
shovwncd that the children rm»re all vithin t"e nor~s for
tneir age and crade level. Tour vears later, ther were
¢oing as vell as their nz2ers in !'oth French and Tnalish.

I. sirdlar nproject has lieen atterpted in Culver Citv,
California, where I'nalich-gneaing children (nrimarily from
vell- to-do homes) are sent to a “ranish-radium school, in an
effort to enhance cornmunication betwean the *nqglo and Chi-
cano comnunities in this suhur: of Los 2nceles.

O
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7. 90 IWLT CDET THD IIRIVINIALIR SRINITING ON LTI IAL
DS

Language can e user in advcation as a Adiztinctiva
channel for thourht and nercention within a cultura,
or it can e a melium in the educational »rocess for
the transmission and maintenance of cultural forms
and social habits.

8. PO INTMODUCE STUNTING §0 TATNIM! CHLTUMRE VT 1AUSOrar,

a. lanquage ray bhe Jzarned alona vith the culture it

Lelongs to, with the =rimary aim of mahing th=2 student

rore awvare aof other lanis an? neonles.

dany FLES (Foruien Language in Elementarv fclinolsz) »ro-
grams in the United States have this aim, and, in some canes,
rore culture thian languaas it learned yhen this is the main
amoal,

L. ‘“he learning of language ‘oes not nccessarily imnly
the learning of culturs. -

A language mav ¢ for—ally acruired indenendent of it«
culturs of origin. Cevloness caildren, for examnle, learn
Zncolish as it is used in Cevlon, not as it is used within
the context of British cultura. This is truec in manv

countries whiere Dnglish has hzcome a natinnal or international

language.
S, O UNCE T TORRTNE v LANCYRTD ot TUn o SAnT

A language i3 considered worty learnire for its ovn
intrinsic value, not 23 a vehicle ¢f culturz or for
any other @nd, zut hecause it i5 thn key tiat uvnlochs
nzvw viers of reality and multinlies cogritive exrmer-
ience.

his cgoal nay underlie the Icarning of a classical lan-
qurge, such as N1d Tcelandic nr Persian; for iks literature,

-t

or the learning of a living lanruage in order to onsal- and

uwse the lancuace gith thosas 1o sreak it natively.

The goals in bilinounl education mav “e
imnosed 1y a dorinant croun on the society
as a iolsz-



11. ™0 2p21aDd ALy TUAIIWATIT T SR G A COLOMIIRL LANGURET,
“his noal, tliich is similar to the maiustream coal, 1is
to qoc1allzc an entire nonulation to 2 colonial ex1”
tence and a2 colonial 1anguave.

India is an obvious examnle. The Mnglish lancuags is

a wervasive and dominant feature of Indian national 1life
tocday becausc it plaved a central role in pre-Indznandence
Indla as thn lancuage of the colonial "ritish governrent,
and before that as the lanruage of tradzrs., In 1677, the

st India Cormanv vas awarde? a charter to cdevelon trading
1nt9re ts on tho subcontinent. e Eritish Parliament
assured more control after 1757, and, one hundrecd vaears
later, it too!: over from the Tast Tndia Companyv and covernas
Tndia as a colonvy until 1247,

For amproximately the first 37 vears of India‘s colonial
existence,..m911,“ vas the de facto lancuagn of administra-
tion. In 1335, inglis: was deliberately chosen, over the
Indian varnaculars, and Cansl'rit and nrrabic, s the lancuarz
of ygovermnent ang cducation, as a result of a recommendation
wade v iomas 3. ﬁacaul ay to the Tritish Govzarnor-General.

In “is rerommenuation, Jlacauley arqgued for the imalish
languAge on the grounds that it had the lexical roqourccq
needed to educate a class of ‘Indians for modern covernment,
that it »nrovided dirent access to hodies of sciecntific and
other Kuovlaedge. a2nd thaot i% vas an ideal medium for educating
tha ellta clﬁ"s of ZIadians who tould he the lin haotween the

sritish rulers and the masses of uneducated Indians.  Thus
mngllun ~ecare the redium for »orimary and secondar” educas

tion. : : _ -

Vernaculars hegan to renlace Inglizh in the lover grardas
after 1221 and =zt tha secondarv level afiar 1237, and there
vere host -indzoendence carmaians to renlace Tnglish entirely
with one of ¢he indigenous languages. (levertheless, Znaglish
has remained the lanqguage of sciesnce and technologv, bic
hasiness, tie courts, the legislative hodies, Motk state
government transactions, and univereitv instruction. T+ is
widely used in the print and braadcast media, as a lanauage
of nublication, and for co-munications and tranrnmrtnuion.

% cormand of inclish is a nre-requisite for the hatter jobhs
avervitiiere in India. '

Part of thie reason for the maintenance of Tnolish as:
a uplrylﬂg national lunauagp after its s»read und=r colenial .
rule &s that India’s lanquage situation is so complex. %he
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most suitai:le alternative to Tnolish &8 a national languaas
rould e indi/Ur”du and ite !'industani varietiss, <sincz it
is the indigenous languagz swoken Ly the agreatest numher

of peowle (over 150 million), hut its use is alwost exclu-
sively limited to the northern states of India. !ence the
stipulation in 13763 by India's Marliarent that 'nglish
might continue to be useld for nfficial »urwoses as lona as
was necassary, althouqgh Tindi had heen constitutionally
established as India's official language (Chattorji 19854,
Le Tage 164, Ohannessian 1%A6a and 1768k, Snencerx 1263),

The spreas and meintenance of a colonial language wae
also a orimary goal of hilincual education in Algeria under
the Mrencii. Arahic and Trench were uzed as redia of instruc-
tion ir the schwools, with t»a aim of =ocializirng an ™“ra»ia:
spealking Algerian wonulation to tiie increzasing use of Tronch,
and to suvnort ith~= TFrench colonial economic and adninistra-
tive svstem. S

-~

.

5till another exarmle is the Ivorv Coast, vhich to this
day strikingly reflects_the features of its “ranch colonial
mast, Thouch the major vernacular languages havae a »lace
at the lower levels of trada, and in broadcasting, Franch
is the language of govarnment, comrunications, and commerce,
and Frencihr i3 used as the medium of instruction from the

child’'s first vear of school. “Mere i3 no arovision for

teachiing indigenous lanquaces an school subhjects (‘unford
and Orde Drovn 1733).

11, O HNUANLLIGIH QR SURDIGEITYT oI EDUCATINT QF PLITRG,

“ach: of hilingual aducation in the world is primarily
for elites, and rmuch of that -'hich is now generally
available to 211 hegan as e’ucation. for elites.

‘e case of India, cit=d above, also annlies to this
goal, In addition, "'exico iz one of many countries in which
there are alternative schools nroviding kilingual education
to elites as well as governrment schools serving the majority.
For examnle, a Tarman lancuage mecdium school in *exico
City serves not onlv tha sons and daughters of Aarman dinlo-
mats and businessmen livineg in Jlexico, “ut also the chil-~
dren of any “exican or foreign fanilies who are able to
nav for it.

In furope, ithare are six multi-language international
3ci:00ls conducted under the jurisdiction of the Turopean
Beonomic Cormunity (the Cormon 'arlet). These sciools,
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located in larlsruvhe, Germany: Luxar-ourcg: Bargen, Worway:
Varese, Italv: zrussels: and ol-Ceal, bBelgiur, are cnen

to the children of LIC officials and emnlovees, a5 vell as
to the children of parents unconnacted with the OLUaanatlon,
if there is roort and thev can nav the high tuition,

First graders are taught in thair wother tongues in all
subjects. In the second y=ar, another languace is added.
In the third year, all children regulrrly attend Turopsan
classes”™ in vhich the four official "I lancuages - French,
“erman, Italian, and Dutch -~ are used interchiangeanrlw.

. 2w the secondary elucation level, manv suvjects, including

»iologv and history, are taunht in a languaze other than
the pupil’s native tongue. Aftar he decides whether he
v7ill emphasize sciences or art" the student is taucght his

- chemistry or philosonhy in one of the other languages. Ue

also mav elect to learn "nglish, and CGreel' or Latin. Ry
tha time he Pl?ﬂuate,, the punil can svear five lanquaaes
and has leamned in thres or more of themu

Tne Comron ' iarket schools have heen flooded with in-
creasing numiers oOf anplicants sach veaar. Schonl authorities
expresg concarn about attracting studants for prestige
reasons alone, Luait the sc™ools undnnia“lv fill an elitint
function, and are an amiitious bilincual ea<ucation exneri-
ment for a select group.. \

“he Muropean Ztomic ‘7crgy Cormmunity (Murator) has
a similar inteornational mult ilin~ual nchool in ITtalv, and
tne United Maticns .thrnat1nﬂa1 Scnool in e York Citvy,
for the chiliren of UM officials as wall as others not
connected with the U1, offers Milincual instruction to the
offopring of the elite, ' |

Attamnts have been made to spread the idza of Muronean
integraticn throuoh schooling »ich would ha pan-uropaean
in design and anprcach, and wvould Le multilingual in nrac
tice. e Council of Furona and the Ruropean Coal and Steel
Community nav contriluted to this airm. The Cnllege of
Burone at Sruges, Lelgium, foundad in 19%0, offers Bi]inﬂual
instruction in TFirench and Tnglish: an apnl1cant must us
hoth lanruago" to b:a aﬂmittnﬂ; and for uis e¢an1natlons,
alti*ough he may Jo his thesis in just one lancuage (Richolz
1963) .
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TV SOQCTIFREY FOUATL, DOOTNINCE,

Finland has been bilingual Finnish-Swedish since Hre-
historic tires, although only ©% of a rnsent»ﬂav nouula
tlon of: 4 milliohn' have Swedizh as ‘t.elr mota=2r tonnue,

For .a period of §00. vcars, Finlanad was. a nart of Sweden and,
nlctorlcwlly Swedish cultural and lincuistic influences

have keen strong everywhere in Finland. Until the end of
the 19th century, the udper class in Finland vas almost

exclusively Swedish: There is a particularlv Tinnish nro-
nunciation of the Swedish lancuaqge spoken in ™inland, and
thare i3 also considerabkla trord Jorrnvlnd from Plnnl"“ into

the Swedish snokén'in Finland.

UPl‘”@ manv other countries with two or mors lanauages,
the Finnish- and Swedish-soeaking seqgments of Tinland's
nonulation have alvavs heen integrated narts of the nocinty.
The native Swedish -syueakers, however, renrasent less than -
one-tentin of.the nonulation, and, consequently, an enormous

cffort has heen reruired to insurs that Tinland's educational
) :

systen makas uss of the Swedish language, in rough halance
vith the ﬂom1n~nt Tinnish language. The attitude of TFinnish

‘speakers toward th2 raguirement of learning Swvedish in

qcﬁool‘ﬂeemﬁ to e that lparnlpg “the other national lan-
cquage" iz a drudgery, rainly hecause it .is unrelated lin--
GUl;tlcallv to TFinnish ang twprefor@-“arﬁer to. learn. ™™g
attitude does not seem to ke tainted with any resentment
toward the "weﬁl"“"Deakinq méowle. (’unonorg 1971y

the implicit goals of ™milingual education vary from
society to society,. often overlan within a given societv,
and wmay or may not reflect the aims of the society as a

‘whole. ilevertheless, such goals exist and are always lade

with value judcements which can lead to controvcr"v Hnt"e-

‘educational  agencies,

In 1851 a URnSCO studv ass erteﬂ that everv cnild has
the‘“*ght to -hegin hig' formal pﬁucatlon in his rother tongue
and to contlnub in: it as lonag-as e language ltJP’F anﬂ
the‘uunnlr of ‘oor ‘1n tﬂe 1anouann permitteﬂ;

“17a ta]e, aa axlomatlc,‘ tne qtuov said,. “that the
hest medium for toac11nd is the mother tonnue of t‘n punil.”
(UJ“"LJ 1)J3 Bull 125 A)" .

«1ncp tkat statemcnt na made,iérquméntSvand5counterj

‘arﬂumept have heen presanted in a =teady stream around thie
‘worlds o R o R T



~ In some bilincual countries lancuage nolicy is er
lished and implementad by language plaﬂﬂWHG agencies. If
a particular vernacular lanauaqe Ao0es not have adenuate
vocahulary resources. for h igher education ut can never-
theless e used as a nrldﬂo at lower lavels of education,
these agencies decide how many vears txﬁ language will bhe
usad in elementary school hefore the swi tclinover is mada o
a more adeguate lanquage, fuch agencies ray also arranae
for vocabulary exnansion of the vernacular laaguage tn
espond to the needs of rodarnization.

~4

'

1

-
s

4, “luch of the controversy over bilinghal education is
.due to' tire fact that -the implicit goals have little to do
with language par se but rather to the attitudes and exoe
tations of peonle within the societv.

Por examnle,; if a vounaster's parents, teachers,
neigninrs, and, abhove all, nners nl ace a diq1 value on a
language or language variety and use it around him, the
youngster will learn it. The schools can nelp, hut they
cannot do the whole joh of aﬂﬂlnﬂ a ]aﬁguane or replacina
one w;;h anothar.

In the United States the immigrant childé is under
steady pressure from all sides in his new environment to
lzarn Engli 1 and to lose his immigrant lancuaga, althouqgh
there may e countex 1nf1uPnCQ9 at home to retain tho lan-
guage (Fishman 1966). 1 :

In EthiGDia, the mrmor_uat*on of £he Zoran 1‘*V "manlin
children, and of the Psalms of Mavid ny nt?lO?l N Orthodox
Christian chiléren, is accomplighe? without recourse to

svstematic learning mathods or aven, in the casc nf Nuranic
training, to understanding wvhat is heing menorizad. Yet
the high: valua placed on a wouthis having completed one of
these tasks, and the status he thereby achievas, rotivate
hHim to accomnlisli it (Farguszon 1771).

‘ In Schymaken, a statz in snuthuvestern Carrany, the
.child’s Cerman dialect at home is very different from the.
standard German he zncounters vhen he first enters nchool,
yet he learns the standard@ lanqguage ruichly. Schwakisch
children simply come to school exmecting to learn <chool-
Jerman - it ig mart of the Tole 1woortant svent n‘ a0
a1nn1nﬂ school -~ and thevr 4o it,.

LBy contrast, wa“v Armarican 2lack children who sneal:
slack.inglish at home have trounle 7ith standard rerican
school Inglish.

ERIC
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Although the crucational system can he a major wmoans
of swreading a languacge, it is not alwavs the rost irwmortant
rneans. Language may spreacd v'ith the heln of the 29ucational
system or indemendent of its influesncn, or even in s»nitn of
it --- that is, counter to the language »olicy aims of the
systen. : '

In 'epal, the Pepali lanquaae cnreacd at first larcely
indenendent of education. It rran widely snpoken over the
vhola countrv long cteafore a national w»nolicy of universal
free nrinary pgucatlon was adonted and schools began to

apmwrar in remote hill arnas viere th~cy ha:l not hezsn hefore.
"Man the schools (1id increase in nu~der and accessibilitv,
they simoly lent supvort to the use of the 'lenali lancuaaon,
and its standardization in nonular use, »y I2n2lese wio
soke other mother toncuns

In East Bengal at the tie of Pakistan’s nartition
from India, Urdu was é2sicnated as the lanquage to »a used
for official nurposes, »ut it failed, in snite of it »nro
motion hy Tatistan's founder *ohanne” Mli Jinnah an® the *
“uslim Leaguz., 2engali, hiic" -ras already »nresent an the
motiier tongue of the overyhelminea rmajority of ‘ant Pakis
tan's population, nrevailed. ‘Bengali's status as a national
language on awrual terms with U'r-lu va§ not secuvred until
*hcre had been »rolonoed protent, “loodrchel, and civil

nsta:ility uvliich were intoleral:le to the national leadar-
”hip. xnd aven then the seads of a naticnalist rovemant
wthich wrould crovr beyond control: 17 years latzrx vore already
so v the laacuace issue., Tast Bengal was g case in -itich
lwnquaon nolicsyr for national life and for educaticn ran so
Llatantly counter to the nractical facts cf lancuace uso
and to nonular oroticns that it vas doored in advance to
fail.

Joth historically and intermationally kilincual education
nas had a prominent rcle in the <evelopment of cultures and
of nations. ilot only Aid literacy :2cin with the ancient
=ilingual CZurerian and Mlkadian tablets; but all ecCucation
includes tie more subtla hilinqualism™ of lancuace registars ',

In orCer to define and irnlerent hilinguoal nﬁucatlon

progrums tolay, it <eems imortant to exarine the irnlici

as well as the expolicit goals, and to censider the att*tu(ea
witichn influence thiose goals and their realization.
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PEDAGCGICAL 'IODLILS N7 TILITMUALIS ~= A SGOINLINGUISTIC "TOPRAISGAL

“1illiam . Siewart

Zducation Studyv Center

'ithin the past decade, covernmental suonort las orown
for tue develovment of »ilinaqual education prooraimnes for
large linquistic minorities in the tnited 5tates, and nar-
ticularly for Yisnmano -Anericans. Contrasting with an
earlier insistence on total liraquistic assimilation throunh
nuhliu~gchnol disapnroval of the in-school use of native
lancuaacs other than 'nglis™, the never goverumental nolicy
i2 motivated by considerationn which are varied and, while
usually cormplementary, sormetirmnes nerhans in conflict. Sowe
are larcely nolitical, “eing a resnonse to rminority-qroun
insistence on bilingual education. OCthers are more altru-
intiz, involving a cconviction that rinoritv lancuaaes are
a wart of the national, as vell as minority, cultural "eri-
tag2, and should accorcinglv e nraserves {or in some in-
stances restorel) through forral instruction at nullic
exnensa.  5till others are largely practical, as i=s the
contantion that :ilincual education «ill incraase oth
verizal and non--verbal performance in school, and soecial mo-
hilitv after school.

Loth the multinlicity of mntives for initiating “ildin-
cual elucation nroarams and tha inavitalle r- e of axner -
ience and compaetences availalo for nndertal:ine thar havne
led to varying results in their imnlenentation sc far.
Pecause of this, there is nov a tendency for aducziional
policy -mikers, espccially at the aovernrmental level, to
exert a great deal more aualitr control on future “:ilinqual
prograims.  Yet cuita:le criteria for defining nuality,
whetier at the mlanninag or avaluation ztacge, are <till
ratacr elusive ~- no Gou't in nart Jue to the multinlicite
of motives for imnlerantire ! ilingual education nroarars
in the firet mlace. Troarams =hich are undertalien larcalv
as a nolitical resnonse to cormwunitv nressures for “ilingual
ecucation will tead to e considere” hv tiair initiators
ag successful if the conaurnar -communitv is catizfied -rith
ther, recardless of the extert of tieir demonstra™le nacfa--
rogical effectivensss., liv the same tolen, nrograms uvhich
arce irplzrente! in order to inatitutionalize minority-aroun
languages vill succeed definitionally by means of the symbolic
recognition of tiie minority language involvel in theirx mere
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estalxlisxment. #ilinqual eucztion nregrams vhich comit
thensalves to . \ca:ur1nlh JAimrrovemant in the intellectual
achieverents of their ymvulv~ are, horevayr, somewiiat more
dAifficult to e~valuate, and indeed to nlan. 7This is bacause
an extremely commliex set of discrete hehavioral varialae=
are involvecd, som2 of wvhic™ may e =3vchological (i.e.,
associated with the rental characterintics of human heinasg),
sone of wirich +ill Le culturnal (associated *rits €ha rrorl”?
viewr, lifza styles, and fol¥-“no''lnlic~ of a varticular
rﬂowlw, and nany of vhich will *e ltnnut itic (acsociatar
vith the structural natterns of particular lanmungac),

secause thie thaories of rodern eluvcation arc nsycholoay-
1n*01rob and itz methodoleginz nsirciologv-orientead, there
is no want of navchological mod=2ls for »lannine educaf*cnal
vrograms of whatover %inAd, Dilingual or not, and no *’ant
of psvchological instruments for cvaluatina their ra2sults.
In fact, there rav be too manv: or at least they ray he
anplie! tooc comnrehenzivelyr, since it hac been the conclu-
sion of Mmanv recent reevaluations of ecucation for minority-
aroun children that mary of the so--called "nsvchological®
nro:l=amns «thichi suc children avidance in cschool arz actuallwy
tlie result of lincuistic or cultural conflict. Thus, *™at
the nlanners, imnlenenters, ané cvaluators of hilirgual edfu-
cation nrograms are -sorely in need of at this noint are rore
adequata {in the sense, as +*'ill be Adcmonstrate, of roroe
realistic) cultural and linouistic rodels of bhilingual ecu-
cation. 7. substantial contridution to the reformulation
and cvaluation of ilingual aducation nrograms shoulsl ac-
ﬂoralnnlj Le forthcoming from a hwAding field of =social
science wwhich cuncexrns iteelf enacificallv with £he rela--
tlon hip havween lanouaqge an? culture, sociolincuistics.

At one nweint in e dovelonrant of 1 comirehensive
theorv &nd mothodnlany for tie field of qgeneral lincuistics,
it wvas held rmont cffective to Zz2scrike any ind all lancuage
in and of itself, vithout ragard to relationshiprs which it
mnight a:xhilit to other Linde of human behavionr, Tarticu-
larly onrosed at t2is tipe were dascrin+tions of language
ihichi formally tied language nroduction to underlving mantal
nrocesses: mentalisn' wvas the fisdainful term used to
designate such unvanterd heterodow:r. And while tlie influences
of underlying cultural nersnectives on languaqge form and
function were discussed (this vas the content of {he much-
debated “iMorfian hynothesis™), tha influences on lancuage
of nocial structure and social ~ontext ten”ed to ke mini-
nized to the noint of leinag reqarded as little more <han
contaninants >y som2 linguists. This asnget of the history
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nf modern linquistics vould he of little ralevance to A
discussion of hilingual education, were it not for the fact
that it wvas precisely at this neriod that the disciplire
hegan to exert a strona influence on the theory and nrac-
tice of language teaching, e=necially fornign language teach-
ing. Thus, to the prasent tire, even "linguistically ~onh-
isticated’ language teaching tends to He spgmevthat mechanis
tic and tends to e carrief out in tarms aof lanquage usace
wthich, while realitv-oriented to the extent of avoidina
older "bkoo%ish" forn,, is atill essentially monostvlistic
an? insensitive to tho social reaninqgs ant Aistrihutions

of =tructural variation -rithin the lanquace as uszesd hv its
own speakers. ‘o, stvlisticallv riagidl and ~ociallv non--
dﬂ,cr1wt language may hHe vell and ccod viien learned and use?
v foreigners, but it is another thing altogether to »nrasent
this lind of language in a hilingual education orogram as

a reflection of the native languaga of the pupils. Obviously,
the pedaqogical use of a language which the puails alreadv
use in a real society must he much rore sensitive to social
variation than the teac'ing of that lanauaqe to foreigners
wvould have to »e, Iut lancuaae-teaching methodologies ---
devaloped, an thes usuallr av~ Been, for the teaching of
foreion lancuages --- do nnt have this kind of so0cial sensi-
tivity instille? in therm,

ithin the linguistics Adigcinline, there vas an eventual
exnansion of theory an? descrintion to talie account of the
relationshin of languaan to other kinds of human h“ehavior,
resulting in the forration of gnecialized Lranches of the
discirlire, two of vhich are of snecial immosiianee to hi -
lingual education., One of thace is psychelinquistien
ohiicy concexrns itzelf vith the interaction of 1inuui~L1c
vejiavior and mental nroceaces, and the other iz sociolin-
quistics, which undertakes ti'» stulr of the interaction
betuveen lancuace usags and social ehavior. 7f course,
since social elzvier also realatas to mental nrocessna, and
since these mMust in come inastancen he close t~ thos~ under-
lvina lannuaﬂe, there i~ bhound to 2 a certain amount of
overlan Petuean tihe cnncerns of nsvcholinqguists and socio-
1invu15tua Yet thern are 4till fundamental differences in
focus, rmetiwedology, and goaln., Tnvcholinguistt are »narti-
cularly interestzd in uncovering univax-cal relationshins
tetueen language and thouaht --- a goal tthich thev nursue
largely turouga controlles exnerimentation, a methodologv
.-orrored from nsvchology. Sociolinquists, on the other hand,
are Lusy cdescribing varvine matterns of lanquace usace in
different social contexts; their methiolology ':lends the
dascriptive techninues of linauiztics and anthronologv <rith
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the survey teciinirues of socioclogv and noliticnl science.-
Turthermorc, the nethodolocical differences “etraen nsvcho-
linguists anG sociolinguists, as '2ll a< their interests.
orient the former rnore tor-ar’ the ctudy of individnals an”
the latter towarcd the stu?r of arouns. Tirally, *'hile hoth
nsvcholinquists and sociolincuistns are intereste:’ in atti-
tudes toward sociallv-marled lancuaqge differerces, and ir the
ability of individuals to differentiate hetween then,
nsvcholincuists focus on the learning wrocesses 7 meann of
*ich such differences are intarnalized by the individual,
and sociolinguists focus mor~ on the structural chiaracteris-
tics of socially-marlknd lan~uage Aifferences and their so-
cietal functions.

Trom the foreqoing, it should he clear that thile nsv-
cholinguiztic stuiies vill e rost useful in the diwelonment
of effective classroom techni~ues in Hilinqual ecvuvcation,
sociolinguistic 3tudines wrould e most useful at the initial
rlanning and nolicy-mal:ing ctaces. That is, sociolinquistics
offers insights into the selection of «uital~le conteont an?
goals fer “ilingual nroorams, s«hiile nsycholincuisting
furnisiins inforrmaticn on tha est rethols to une for teach-
ing that content and achievine those qoals. Vet it i-
ironic that vy far tile grasto~t lincuistic contrihution to
the literature on hilinaual ocCucation has so far ".een nssen-
tially »sycholinguistic in nature - soinrthing on the ordar
of the cart teing supnlied hefnrz2 tlie “orse. ™3 a result,
hilingual education nlans and oroqrams exist, warticularly
for llispano-Amaricans, vitich show scre avarenasc of parrcho-
linguistic reszarch on attitudinal and “euristic annzoks

of tie nro™lens ro Le facad, 'ut little if any avarenes:z

of the suciolinguistic characteristics of ™ilingual cnpymy-
nities or the Hispano--American tvma. %hwus virtually no
allovance is rade in these nrocrarg for the eventvality that
snecial varieties of @wanish and® Tnglisht might need to "~
involvecd . or tha+ hilinqualisr, for actual bilircual ![lis-
nano-’mericans, rnight he sorethine cuite different from
M1at educators conceive of it as teing, or how thev envision
it as a geal.

ta vet, thare sesems to have k2en no <erious attemnt to
construct a bilinguel 2Cucation program on an erwiricallv-
derived socciolinquistic morfel of the intended consurer-
community -~ that is, to have the nwrogram reflact the actual
linguistic »attrrns of the sneach comrunity, and to relate
these in a structured and nelagogically reaningful vayw o
vhataver coal “caaviors the nrooram micht have. Mne might
argues thuat the rain reason for this state of affairg isg that
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"and assumptions, and thus lacks “oth the accuracy an? the
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relevant sociolinguistic information is onlv now h“ecominn
availarle. Rut even with armple amounts of suc!t information
available, it is doubtful whether the task: of incorporating
it into ilincual education nroarams would he an easv one.
The aifficulty is that cxisting anproaches to hilingual edu-
cation are actually far from heina sociolinquisticallv

. vacuous; it iz rather that the snociolinquistic content of

current kilingual education »roarams derives from tradition

sha

~complexity of empirically-Pderived sociolinquictic tpo'rledne,

Fvery bilingual ecducation program thus emb:odies a socio-

“linguistic model, if only to the extent that all decisions

mace in tihe course of its develonmant as to linquistic con-
tent, teaching stratecies, and pedagogical goals imwlv cer-
t.ain notions ahout the sociclinguistic nature of the intended
gonsumzr-cormunity. lorsover, these imnlicit necagogical
models of ixilingualism are not necessarily commatille with
empirically-dearived ones, i.e., thevy are not merelv martial
or simolified akstractions of sociolinguistic reality. 1In
many wvays, thay tend to misrenresent realitv to an extent
which rust thieatan their nedagogical effectiveness, A
necessary first sten towar?® the sociolinguistic vitaliza-
tion of bilinqual educatinn nrogrars for !liispano-Americans

. would Aaccordinglv annear to he a critical examination of

the models of Smanish-Inglish "ilinqu~lism implicit in

" existing ones.

An examination of the literature on fmanish-Inglish .
bilincual education (including advocacy pronosals, an veli. .

Mrericans in the Soctuwest, raveals a number of gencral

- albeit tacit assumpiions vhich educatecrs, governnental policy-~

malers, and even meriers of the consumer-cormunities ther-

selves tend to share concerning the sociolincuistic charac-

+eristics of Mispano-American "ilingquals or.motential bilin~ -
wals. “hese assumntions cover Loth the ferms of Spanish -

and Inglish vhicnh such =ilinquals can L2 expected to use,

and the relative communicative functions of these two lan-

quages with respect to =zach other. There are, of coursa,

-~ pther assumptions as well, ut these are particularly im-

T

portant ones since thev largelv deterrine the snlection of
"program content, the Aevelonment of rrogram nethodology,
and the interpretation of nrogram outcore.

‘mile important in their nedagogical effact, assumn-
-+ions concerning the forms or variaty of Spvanish and Fnglish
vhich Hisgano~Americans can be exnectad to use are ner@ans
the most innocently acguired and transmitted of all, sincs
*5~r are embedded in the generally accepted meanings of -
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“S»anish and “I'nglish”, vhether thase.designations are uced
alone or in nhrases like "“Smanish-snealing® and ilingual
in Spanish and Taglish®, For, unlass aqualifiad further, thn
names of most languages which hAave Qevelonad formal and
written norms defining ‘correct' usange -« that iz, of lan-
quages thich have Jdeveloned standardized forms -- are novr
talken as reforring smacifically, and exclusivelv, to those
standard forms. Thus, hen one savs ferman" or “French',
tiiis automaticallr means standard Cerman and standard “rench,
as snoken and vritten kv educated users of these lanquaces
and (vresumahly) aimed at v others. To indicat2 anv other
forms of Serman or TFrench, the common lancuagz designations
would have to L. further auvalifie?, e.g., 'Lou Cerman®,
“Accadian Treonch', etc. By the same token, vhen VYismano-
Amaricans are referred to as sreaarrs of "Snanish? (and
'Lnglisii' , vien they are “ilinaqual), it is inferred as a
rmatter of coursa that the %inds of Soanis™ and Fraglish
involved must be reasonahlv close to thosn usa” v relatively
educated natives of, sav, exico City an? Dallas resnectivelv,
In other words, taey will M2 varieties vhich raflect written
(e.g., textlool) usage to such a leqgree that, convera-ly,
vrittan texthgoﬁ forme of Smanich and ™aglisiv accuratelv
reflect then.

In a like rmanner, “ilingqual education progrars for
Tispano-Americans awhody assumtions cone=gning the relativa
use of Spanish and Bhalish rrhich thev shewldd attain as Hilin-
cquals. Implicit in the effort =ade in reast suc™ nrosrams
to impart ecual fluency in hoth languages, and ta toeach all
suirjects at all lavnls in =ach, the assumntions are that
Hignano-American ilinTunls chould lnov Smanith and Faglish
ermually well, and use them to the sare degrne and for similar
rurnecses. In nart, these assumntions are but a continuation
into bkilingual education ¢f the traditional coals of foreign
languaga teaching, i.ec., to rake the stufent as fluent as
nnssible a sveaker of the foreign language, and o nrenarn
hin to use it abroad for needs net dissimilar to those which
e has for his netive lanquage At homa., Tut this nedago-
gical coal is alco reinforce” 1y a ponular notion of sMat
it means to e hilinqual, which likawise stressed ecual
fluency and parallel functions. In the vorular vier, the
little old Jevish lacdy dovun the street 'Tho is Fnown to sneal
Yiddish to her huzband, bhut vho uses Tnalishr (though with
may'y a Yiddish accant) writh evervone else, is sorzhou not
reallv 2ilincual., _.oxr, in fact, tould a teacher of Hismano-
American ciiildren in a hilinqual e-'ucation »reogram e lialy
to recarc the functional srecialization of franish and Tnalish
in the out-of-school usag2 of many of them, viio usa "unela-
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borated” Spanish viitl* marentz and neers and "nglish (nrcbahlvy
with a “ilexican” accent) for other nurnoses, =27 raal hilin-
gualisr -+ certainly not as a “in” wvihich ought to ke tolerated,
ruch 1l=27s accepterd, hv tiie e’ducational svst~or. To he hilin-
gual, in hoth the nonular and nedadogical viatrs, is to switch
languages with the eace and freruencv of a Furonean aricto-
crat, to have the need and inclination t~ Ao <o of a Zevan-
tine entreprencur, and to sound nativz: snoudh in both lancuaces
to qualify ac a spy for either side in time of var. e
nzdagogical concent of "isnapo-Mmarican hilincualist as
requiring ecual fluerncy in, and use of, S»anish and inqglish
also receives a certain amount of non--linnuistic sumnort
from a couwnon view of at least “outirastern lis»ano- \nericans
as bi-nationals of scrts: that is, as ‘exicans o are also
citizens of the United States. This Jual statusz is senn as
making them notentially full particinants in the national
lives anid cultures of hoth countries, for which rrason they
will have the same noeds an® uses for Svanish as a citizen

of ‘exico and for ©nglish as a citizen of the Unite’ "tates.
Finally, this »ecdagogical concent of Mispano--American hilin-
gualism is served by, and serves in return, the sorarhat
romantic exnectation (actuallv a nrnduct of the “national
resource” characterization of !lisnmano-Nmarican bilingualism
»ricly has frequently leen used 25 a nolitical justification
of lilingual =cducationr) that the national societv vould L
lili2ly to have 2 need at sorme high professional or intellec-
tual level for tae linquistic skills of S»anisih-&nqlish
Bilincuals.

In summary, the wefagogical rodel ol Sanish-Tnalish
bilincualirs iiniicic in mest bilincyal 2"neation nroarams
for iDosrann-Arei.cans roul? canm £o renresanit a cuite comron
and hichly idealized aoxnectation of rhat this (and indesd all)
i*ilingualism ought to be 1like. 2hat thig <urns out to he so
should not e too surprising, zincne, in education in general,
the curriculum has Heen the traditional nlaca for nedagodi--
cal idealism to find its stronqest forral exnression. TIn
esscnce, ti:is nedagogical jdealistr invelves the setting un
of the belavioral idealz of the society which the school
ranrnasents as, not onlv the coals of t~ aducational nrocess,
“ut its solz content Aas wnll, uch stena mar saer reasonakle
in terms of the tencts nf nadagogical idealism, which are,
first, that the "ehavioral ideals of the zocietv ara attain-
a*le, and seccnclv, that thev sre (in some sense whish in
nresumzd to e oLvious to the sthool chil?) oreferal'le to
real behaviors which: mav e at variancs uith those idesals,
The owerating assumntion is that the nresentation of thena
ideals to the school cuil? throngh th: curriculum will -- or

1
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should --- result almost autoraticallv in the child's erula--
tion of thern, so that thev eventvally renlace vhatever var-
iant behaviers the child may at first have engaged in. Yet
even tnis forrulation of the e~ducational nrocess. nav renre-
sent a form of pelagocical realism which is atywicallv real-
istic, in l:nhavioral terms., Tor it is often the case that
variations from the hehavioral ileals of the societv are

not seen as alternative hehaviors at all, but are seen rather
as underdeveloped or natholnaical forms of the behavioral
ilrals. And where this is felt to 'e the case, rducatorns
will fenl even less inclined to recognize non--ideal “el'avioze
in the curriculur content,

In addition to its o“wvious nom:lar ammeal as an expres-
sion of tiie ideals of the sonairtv, reinforcerent for nedaqo-
gical idealism is furnishnd by the fact that curricula Jeve-
loned in terms of it are often tighly successiul with hicghly--
recarded memibers of the societv. That this may e 50 merely
wecause there is very little “ifference :etizen the to
sets of '.ehavioral norma, is seldom taken into consideration.
And of course the converse of this, that roorly-reoarded mer-
ers of the socisty mav exnervierce chronic failure in their
nerformance on an idealized curriculur becaure of no clearx
relationshin YHetween ite content and their oun ehaviors,
r=2ceives alrost as little considervation = ~snecially vhan,
as in the case.of Lilingual amcation, thae idealized curri-
culum is assumed to specifically renresent the childrents
o' behaviors. Yet zcholastic achievement does anwear to
relate to thz extent te vhich the curriculum actually re-
flaects the children's out-of-gschnol ehaviores, or to the
extent to which it Turnished rridoes hetween theze and the
curriculum goals vhen there is an anwreciale difference
involved. The issue, then, is the extent to which the ifeal-
ized rodel of #nmanieh-lnclish "ilinaualism imnlicit in Ri-
lincual education »xoecram~ for lisnano-imericans does or
"oas not renrnsent real or realiatic rilinqualism for that
ponulation, and il not, then the extent to vhich such nro-
ar=s3 o Or J¢o not supply rnaasonaltle madacogical transitions
~etveen the sociolinruistic realities of Pisnano-~*mericanns
and the vedacogical goals set un for them., This is the
i=sue, that is, to the eaxtent that the level of academic
achinvement is talen as determining the success of such pro-
arams, For there are, as mentioned earlier, other criterin
in terms of waiich the relativz nuccess of a hilinoual educa -
tion »nrocram pas e mrasured. o satisfy idrmological goals,
it may '.@ cnough: that a »ilinsual nrogram is initiated and
~ut through its naces. 0Or to satisfv political goals, it
marr :e enouga that the consumer-community is content with
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unataver coes on. DNut if “ilincual education nrograms are
eventually to tale their nlace within the functional con-
text of modern education, they must vori: tovrard making their
sunjects intellectually viazle in a competetive and increas -
inglyv technologizing societv. 2Mnd this means worina to’ard
naXimum academic achievement, in terms of useful and benafi-
cial goals.

“That rust e avoided at all costs is for Lilingunl cofu-
cation for Iisnano -Americans tn move 1lindlv down the sarme
natih tovarcé definitional self-stultification tat, if an
unconfortal:ly-~closz historical analocv will he nardoned here.,
Amarican ‘legro 27ducation hlaze” a centurv ago. Mt an earlvy
noint along that pat, the %ahavioral qoals nosited for the
nevly-erancinated lecro nonulation Hv its vell-vichers, its
spokaesnen, and its educators hecame svi'olic renresentations
of that aonulation's behavioral realities. These svmholic
represantations ware, for the most mart, idealized thite
“ehaviors: that is, £me svmlolic representation of the Mreri-
can legro nhacame that of a birovn-c¥inned, middle clasgs Pmeri-
can wiite. 'his sutstitution - alrost total, in 2 enlight-
nned rhetoric on race r=lations in the nitad States - was
the natural outcome of a historical process throuah thich
distinctively ‘leqro (hocausa oftnn Nfrican-derivad) hehaviors
vere ohserved first by slaveoholders,; and virongly in‘licate?
by them as =2vidences of innata Ylegro inferiority. Nuite
innocantly, enlightened northierners (vho saldom had an ommoxr-
tunityv to ohserve l‘egroes closely or in numbers) therefore
concluded that such observations vnare racistic in intent
(viaich indeed they 'ere) and accordinglv descrintivelr false
("iich ia fact they laraely ware not). The ironv here wan
that, since the !eqro sterzotyne was largely based on real
‘legro i:enaviorn, any further ohservations of the same eha-
viors could and would ke dismissed as racist stereotype.

And since educators tend to »e socioroliticallv ©literal! —-
at least to thi2 extent of not wanting to he la™eled racists -~
they would have no chicice hut to accent the synb:olic ra2nre-
santatious of ‘rgro lx2havioral realities as true. Indeed,
tracditional pedagogical idealiem "rould incline them to o

50 in any case. 2And <o it vas that, in American ‘feqro edu-
cation wmorae tiian in any educational enceavor in the United
States to tie vresent time, hehavioral reality necame rerds -
fined as wmyth, and myth as realitv. Yet, since this rhetor-
ical sunstitution coned onlv cdefinitionallv with the often
immense Aiffercnces hetween the curriculuim content of leqgro
education and tihie out~of--3c’:00l sneech and life~trays of
lover-class =2¢ro children, the enderic academic underachieve-
rment of such children was virtuallv guaranteed., ‘That is

ot
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rora, <since *“a* same rhatoric n»nrecludad any consideration
of language i fIClQnCPS or cultural ﬂlfforenco" hetween

tha curriculum and the ‘eqgro child as a cause of such failure.
once tha+ failure came to he regarded as vroblematic, it

has not Leen casy for ed ucatlonal reformers to remedy the
situation.5 A complicating factor heres has
bean that precisely tha sarie Aamocratization »nrocass wvhiech
nas caused "nerican educators to ecore rore resnonsive o
the acadenic wroblems of illegro children has also caused them
to hecome rore resmonsziva to the rishes of .egro narants

in efforts to deal with those nrotlems. I nd since “‘earo
adultes tend as well to suscrile to tha traditional svmhnlic
reprasentations of their hehaviors (and those of their chil-
dren), and reject empirical lescrintions as ‘racistic ' and
"stereotypic’, educational reforrers are nov confronted with,
not only a conflict letween the tracditional curriculum and
the real Lsehaviors of !egro chil-lren, »ut also a conflict
hetween tie needs of those children and the exwnectationns

of their parents. AaAdditional confusion for well meaning
eiucators lurizz in tiis situation in the current tren?! of
developing relevant” curricula for legro ahiildrer, hut

ones wihich in fact set forth an e~ually unrealistic sat of
n2w symbolic renresentations to stand for the reaal hehaviors
nf such children. 8o it is that the confusion of Lo'.avioral
icdeal wvith behavioral realitV, an”® pedagocical goal with
nedacogical nrocess, can beacore =0 entrzanched in the e’uca-
tion of minority-dgroun c%lloren that effactive reform he-
cores almost immossikle.-

O

'Tt is cuitz pos<iirle, of course, that American ‘Tegr
oun Ievresents nOT“JHT rore than wedagogical ideali
onara ti in a context in whiech, though linguistic and o
tural ﬁonftlct reayy b involvad, the hehavioral wvariable
havae neen renderad too subtle v superficial assimilnation to
have DLean racognized by educators az ehavioral svstems in
comflict. In fact, hovever, it is striline hov much thn
theory and nractice of ‘I2aro education in the United States
mirror: the tascry and nractice of 24ucating native neoples
in areas of Luronean colnnial exnansion, 'rinre the fact thrat
different (and often conflicting) hehavioral systams arne in--
volved should he apparent o all. In colonial Franch "Test
Africa, to cite one case, the education of trihal *fricans
éeveloped in terms of a nolitical rhatoric vhich h2ld that,
since the colonial territory rras regarded as an adminintra-
tive extension of metronolitan "rance, African natives in the
territory shcull regard themaelves as bhlacl Trenchmen., ™nd
since (in terms of the cultural corollary of this same noli-
tical rhetoric) the culture of matronolitar “rance ranresented

isr
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civilisation in itz most evolved form, with the Trench lan-
guage representing a princinal lancue “n civil i3 ation,
Africans vere to regard the acqu3°3t‘on of "rench language

and culture as enuivalent to hecoming “civilizod'. Tt fol-
lowed, then, that it vas the task of colonial administration,
and the colonial schools, to fulfill this goal -~ £his mission
civilisatrice. So it was that hehavioral cdifferences hetween
Africans and Frenchmen came to @ reqarder, not so ruch as
alternative vays of actina ané talkinag, ~ach with ite ovn
historical, structural, and functional validitv, ut rather

as different levels or deorees of social evolution toward
‘civilization”. In such termz, traditional nedacogyical
idealism (reinforced, in this case, hy the extreme normativiam
characteristic of French oﬂucaflon in the mother countyv).
would dictate that the most reasonahle wav to “civilize”
“fricans linguisticallv (that i3, to turn them into Pronch
smeakexrs) oulé he to treat therm in school as if they rere
already ‘civilized” (that is, as if they ware already Franch
snealers when they entered school), iy the exclusive use of
Prench in the classroow.’ 75 in most other colonial situa-
tions, while this tvne of educational anproach failed hit‘

the masses, it did succeed for a small clinue of Furopean-
oriented elites, who outdid the Ruropean colonial a’ministra-
tors in further pernetrating and pron~agating tha sare educa-
tional system, and the waluea which it renresented, 2nd

with Pventual indenendence, memhers of this scame elite he-~
came the new nation's leadnrs, and srere thus akle to continue
the sarme asystem into the nost- ﬁo1orLal neriod. This is
largely the reason why, reqgardlass of the »nolitical orientation
of the fart+CUlnr covarnnent, the nevlv-infooandant nations

of formerly-French '‘Test Pfrica uniformly axclute vernacular
f#frican languages from their “°"noct1vn cducational svsters

to the sane extent as did the “rench: hefore them. 2And vhere
gestures have Z=2en made to include ‘frlcan culture-~-content in
the curriculum, this haz heen done onlv in superficially
formal and institutional terms, i.e., the teaching of tha
history of the African nation, rather than that of France.

“s far as such peﬁaGOﬁicallV-iﬁ“ortant cultural watters an
3nacial 0r1entat1on in tlhie classroom, toacher-»unil and nunil-
pupll interaction, and patterns of merformance, learning,

and prol:lem-solving are concerned, the classroom techniruan
ernloved in African schools have rerained comme il fant, i.e.,
as is dene in Trance.

Turning th= compmarison ~ack aroun®, wuch surnerficial
efforts in the diraction of develoning a “relevant™ curriculum
in nfrican nations resemile recent atterpts in the Unite?

. Ztates to develon specialized aducation for blaclk children,
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where Dblack history' has heen added te curricula vhich
otherwise, in lancuave and teaching methodoloay, remain as
"white' as ever. DBut again. one must rerember that American
2ducational policv-maliers turn, for advice on releavant con-
tent for the edvcation of ™Mlac!- children, te niddle--class
legro elites vho, like their “frican counterwarts, have =uc-
ceedad through traditional 'agro 2ducation and "o, thile
w0s3ing as spokesmen for th= “agxo mass2s; are in fact strone
Aefenders of cducational th~orias and nractice= vhich have
continually failed wvith these verw masses. “uch the sarme
nrocess, thoughh of coursce exteni’ad over a longer nerio? of
time, has also owerated in the education of Indians in cole
nial and post-colonial Latin Amarica.” “nd finally, this
nrocess has heen carried out in all instances in the face of
continuing (and sometimes evan incraeasina) failure of tha wa-
jority of students to nerform well in terrs of the idealized
curriculur, 2nd in all of the cases just cited, thi-~ failure
has been particularly evident in school-languaqe =»erformance.
Yat idealiz~d curricula can "~ syrolically so irmmortant -
Lboth to the oriainators of such curricula and to unvardly--
mobile memters of the culturally and linguistically different
ponulations upon which these curricula are irmnosed -+ that
mass educational failure in terrs of them is selsom seen as
cacstirig doubt on their effectiveness. nather, the tendencvy
has heen to ascribe the failure to certain mental or linavis-
tic deficiencies in the student population. These, lenending
upon the climatae of opinion of the times. may he attributed
to genatic inferioritv, primitiveness, or environmentally -

induced linguistic or cognitive :leprivation.

For those -0 insist that all research must bave immediaic

and tiderpread cfooial utilitvr, it <hould he instructive that

an imnortant Breakthrough ir dealing with the noor school
lanquage pcerformance of colonial, post-colonial, and ninority
groun children carmz, not from the stulvy of their own werfor-
mance as cuc, ut rather from lirncuistic studics of language-
learning arong individuals vho weare often afflu~ni, if not
uoner class. For the afforts of linquists to cdetermine the
causes of second-lanquage learning problems stemmned from

heir oun experiences as foreigrn-language learners and teachers.
In esscnce, the issue on wiich linguists first focused their
dincinlinary persnective was vhy neonle found it more diffi -
cult to learn a second langurae than their first lancuage,

and vhy manv, after vears of exnosure to the £foreign lanruage,
continued to speak it in an o'wiously non-native wav, =.q9.,
with a so-called “foraign acc:a +£7 involving, not onlv ‘mnis--
talres” in wronunciation. hut in grammar ansd “jord=-usage as

vell, Tinguists scon »egan tn understand that such nrohlems
vere realizations of a nrocess vhich thev malled linguistic
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iggg;ferencq, involving the usa of the more familiar struc-
tures and usages of the learner's native lanqguag2 in nro-
ducing the foreicn laqnuage Jelng learned,; so that the char-
acteristics of the former ~interfored: wwtﬁ tihhe prosluction
of the latter. Thus, the fact that most variaties of modevn
French have no 1 sound, and no varietv of Trench haz eit'ier

of the INnglish ) sounds in thv or thigh would evnlain i
a "rancinan atternting to sav Fnalisi his “rother mioht sav
;onhfwlno like ‘is hrozzzur, vhile th= Trench nattarn of

using masculine or fzmininc noscessive nrorouns, not accor”
1ng to the sex of thiz nozsaggor -ut dccorcding to the gender
of the thing possessed, would exnlain vMv a Prerchman would
also tend to say 'is Drozzour for inalish her brother, and
‘er sisteur for his sister. In a like manner,; rrenc je suis
narti would procduce I _am denarted for tnglish I hava denarted
or I nave l=ft, and so omn.

It a5 not long “efore the theorv of linquistic inter-
ference was vell develoned enouah to form the basis for a
nevr ind of foreian-lanquace teachirg riethodolony. "his
n2v methodolosy came to ke 'novn as the contrastive awnroach,
since it involved teaching matarials derived from a noint-'v-
noint comparison of the structvres of the lanquage bdeina
learned on the one hand, and the native lancuage of the
students on the other. The stratagv van to overcome liltnlr
interference hy focusing snecificallv on those aspects of
the language eing tauqht vhich differec from thosa of the
lanquage which the «<tucdonts alreadv knes. Tventuallv, the
contrastive nethod came to exart a strong influence on the
teaching of farnign languagas the vorld over. "aturallvy,
this method vas most effecrtive wen the student ponulation
vas linguistically hworocencous (i.e., "hen they sharad tho
same native lancuace), and lags effectivae vhen the students
were linguistically diverse. Yet, vhile the contrastive
m2thod had its nost intensiva and imnediat~ irmact on the
teaching of fereian lanquaens a3 suhjects, the lancuage-
loarnlnd nrol:lems which it vas Geaicnad to deal 'ith were no
less in evidence in the Aifficulties which children frorm
linquistic nineorities (or indeed majorities, *thers their
lancuace vas widesly gpoler *ut not the lancuage of educatinn}
exnerienced vitn the national® school lanquaca. Tt follawed,
then, that these problems could e alleviated by t'ie contras-
tive netiod, i.e., Ly teaching the national or school lan -
cuace to children from linguistic minorities in terms of
their native lanquayns. Indeed, sore scholars vrent =2ven
furtiher, anc¢ urged thie actual se of tine native lancuage of -
]1nﬂulst1c-n1nor1tv children for instruvction (an?? not rernlv
as a point of reference for teaching them another languaqge,
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in which instruction would he given), witii the teachino of the
national lanquage eing nostwoned and made indenendent of
the teaching of othcr subjects. This latter arproachh came
to e kno'in as vernacular education. Tr their apnlication
to the erucatior of linguistic-rminority children, what the
contrastive approach and vernacular ceducation iad in cormon
vas that lLoth involved the nedagogical recognition (thourh
to different decrees) of the minoritv lancuzge as a lancuace
to e discuss2, if not actuallv snoken, in the classroom,
And it vras in terms of that cormen nosition that both the
contrastive annroach and nducation in tiae vernacular an-
counterad ruch of the owhosition to thenm.

“he naturs of this oprposition is worth examinine in
sorn (letail, since it exemnlifies one of the most fruatratine
-anl yet inevitabvle issues to B2 faced v vedagogical reforrm
in the modern socionolitical context: tihe confiict hetvesmn
ra%ing the education of "onnresse' grouvs more competent,
and maZing it more democratic. Tor, as lonc as the contrast
ive awvproach vas limited to the teaching of one high--status
languade to sueakers of another (the usual situation '™en a
foreign language is tauqgiht as a school su':ject to miAddle-class
students), the innovation was accepted as a ratter of course
» all concerned. #But vvhnen thn same innovation tas extended
to the teaching of high-status lanauages to sneallers of lou-
status lanquaces or dialects (as is often requirecd in the
elucation of minoritv-agroun children), the sten sudienlsy
Liacamn ertraemely coatroversial. “‘orxeovar, much to the Aig-
may of sociopolitically ‘litweral” lancuace teachrrs, the on-
mosition cmanate? larqely €reom emolesmen of {ha vary nornula-
tions whor tne innovation was intended Lo h2n2fit., Tn noint
of fact, hervavar, tiia underlweing cause of Lric onmositing
vas not difficult to wercaive: it had £n do with thn attitulen
“riich minority--groun anecalars of lo-otatus languaces and
dialects (or, at least, their epolasmen) tenda” to 'iold
torard tlhese, and towvard the “ioh-atatus languagas vvhich wvere
a remisite -- indee.’, a ay—ol - of their vpward molilit-,
Yor the contrastive method of lanaquaga teaching, and varna-
cular education evzn rore, raquire” the pedacoqgical recoeni -
tion of tia lanquage or Aialect of the vunil, no matter hovr
lovw ite social ~tatus, in the terching nrocens. nd thirs
recocnition waz naecessarilv eoretimes quite “irect and overt,
arounting (in the case of tha contrastive ratliod) to ar
avnlicit comnarieon of the ratterns of the lov-status lanaquaoa
or ialect of tlhe nupils with those of the high-statwvs lan-
cvace Leing taucrht, or (in te case of vernacular ~aducation)
-actual teaching in the lerr-status lanquaqge or Jdialect as an
aljunct to, or anticimation of, inatruction in th» high-

o
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status lanauau-. Yat, while thn nadagooical recocnition of
lov -status nlnorlty"group-lanquaqna or cialncts made a creat
Ceal of sencze to lancuage teacknra, it violate? the -o-lago-
gical idealizm which had h2en traditional in the aducation of
minority~-group rembhers, ant it cast aside the much~cherishe.
“iehavioral symbolic renredqentations <iiich minoritv-qrounc
tended to present as puhlic images of themselves. %The lin-
guistic components of thes~ traditions tynically took the
forn of a hclief, by minoritv-groun mem>ers tﬁﬂﬂqnlvo that
tileir low=-status languaﬂﬂ nr “ialect vas not “rnal lannuwoo,
or at least not “accurate” lancuace (in ! oth thae structural
anc¢ cornmunicative sense). Accordinglyv, they rould e ant '
to lanel their oim speech as "incorrect or ”Hrornn' (x"vnrn
it was a dialect of the high-status language), as "unciv-
ilized” or ‘Lartaric’ (vthere it was a d1ffﬂrnnt 1?nguage).
Under such circunstances, the »edazoqical recognition of
their lo'r-status lanqua~2 or dialect trould "o seen Ly minor.-
its-groun :eriexa as aroun ting to anti-elucation “v ) fail-
ing to wrovide ,ufF1c1nﬂt (1 ., total) exnosura of the stu
dents to ‘real” or “nroner” or “civilized  language, () £fail--
ino to make a symrolic commitnant to the rotential linquistic

)

wobility of the studsznts v not treatinq them as actnal

speajzers of tae ‘good” lanquaqe, anst even (3) vorkine for
their cownvarc linguistic rohilitv hv ‘teachina’ therm the
“rad’ language or dialect.

Sach of {hesz assumntions was, of course, incorrect.
The real nurpnsne of the netanncical recognition of the stu-
dentes lanquage or -iialect, no matter howv lott ifs <ocial sta-
tuz, vas (1) to toach tho national or school lancuage ™ore
effactively hy “nrograrming’ tne ztulantn' exposure to it
in such a2 way as to deal with ponints of motertial structural
conflict batween it and’ their ovrn specch patterns, (2) to
grlng akbout qxﬂnfnr lincuistic rmorility in ~7uch sturents
by lessening the likelihood of failure in learnisis thn na-

-tional or school lannuage, wiile 2% the sane tire’ civing

them a formal awareness anrd anpreciation of the lincuistic

leqgitimagy of their on sneaech, and (3) to make maximum

nedagoqical use 0f tiin linguistic 3%ills +hich. the students
would already have when they enter school (irdeed, students

‘can hardly Le ' taucht' a lanruagz or dialect vhich thav in.
- fagt have 1oarnea to sn»eal: fluentlv »efore reaching school-

age) .

ﬂow, arn ta&v to have- H@en voiced by r:iddle-clasn
najority-groun r“n$ﬂrs, such miscanceptions of the educational
wrocess would have been dismisced as 1gnorance,‘anc such
ni conceotlon; of Nanquagn a1ffernnces wouln have heen

ﬂ
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attacled as tigotry. But the fact that thev rere "nl? hv

the minority-groun mambiers themcelves and voiced hy their
spoliesmen created a socionolitical dilemma for li»aral edu-
cators, since it 'raz fundamental to the liberal nystiocun

that minority-groun mambzars could not he wore ignorant than
gthers anout the solutions tn their own nrolems, and that
onnraesserd neoplr could not norsihly o bicoted - - esnecinally
tovrard their own Hehaviors. ®nd if it was oppressive to
eclucate minoritv-groun children effectivelv, it 'as A verv
diluted and impresonal kind of ownression that vas involve?,
stemming more from historv and “the system® than from the
actions or attitudes of any sincl=a eduvcator. DBut to ineist
on more ceffective zducation for rinoritv-groun children
through educational reforms +thich ‘r2re ovnosed by their
parents and spol'asren seered to he a ruch worse lind of on-
nression, since it vvas moxe immediate, nmore snecific, and
more wersonal. Conseruently, vthen confronted with minority -
aroup onposition to 2ducatioral reforms, no matter hor loaical
or empirical the “asie for those reforms, lieral ~ducator=s
nave tended to leave them uncharoionnd, and to retrent lacl
into traditional efucational metho’'s -- the verv ones, usually,
which have fail~? so ruch in t-e nast., Indeed, the retreat
by intended erlucational reforrers is usually anplauded bv

the minoritv- grour mem:ers, vo, “fhen push comes to shove,
nrafer the accustored nlight of continued eCucatinnal fail-
ure (which, after all, can alavs “e blamed on tha dominant
groun, or on the system) to the acute emtarrassment of having
their stigmatized *ehaviors formallv recognized in the cur-
rizulur.,?

ot all eduraters, howaver, have racponded to this
dilerna melely by fiicht, » ferr have iasisted +that it can
eventually L2 resolv~d in such a wav as to hring ebout: ninor-
itv-geoun approval of educaticnal reforms vihaich saee~ neda--
gogicallv necescary, Lut trhich such groups at firat ornosa.
™e solution offered is marental ~2ducation and »narental
involvement in the ecucational nrocess. Yet it is unlikelw
that minority-jgroun apnrcval of the contrastive metho?! of
lanquage teachiac or of vernacular elucation 7ill result to
anvy significant or worlakle “egree, since the theoratical
reasons for roth anmnroaches are ton tecanical to Yo casily
explained in laymeans terms, i.e., thav involve (1) anbstract
lincuistic theory, (2) cormlex technical information ahout

the structural details and interrelaticonshins of snecific
lancuages or dialects, some of hich nav not avenr e regardac
as ‘real” ones =y the consurer corrunity, (3) conceptionns of
the teaching and learninc nrocess "hich go counter to nonular
onns, and (4) the focus on rral hehaviors to golve educatioral
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nrollens 'Miich namiars of the consurer -community wav have o
long -standing commitment %o Aeal vits only in terms of som-
“olic revrescntatione of those hehaviors. Ineed, education
to ovarcom? nonular onposition tn educational reform mav,

in this instance, at least, e unvor'ahlv circular, since
such a strateay rrould in fact ra~uire the minnrity oroun to
acniesva a middle-class intrllectual understanding of mnadaco-
rical reforms intended to ma'e tin groun linquisticallw
middle e-class, when £he varv reazor for rakine mnincritv -croun
memors linguistically nidrle-class would "2 as a vrerevuiaite
to thair Yecoming intz21lectually midcls class.

If nedacogical r:odels imnlicit in Bilinaual ecducation
nrograms are tal¥en as reali:tic ro’els of the s»eech cormnu
nities 'fiich Ehey are intende? to serve, then tharn wvould He
little reason Lo articimate either the aducational failures
of tradlitional ronolingual nroeraws or thn controverszy con-
nacted ritli contraztiva annroaches to langquaga teach:ine or
it wernacular education. This i3 “ecause the Milingualisn
imlicit in such prograws involves tha use of two languaqes
of ~2quallvy hicgh status (and Aefinitinnallx 360, cince othar-
rise it vould e vernacular esucation, rather than irilinaqual
aducation)., nut 2 question has alrea’v henn raised a3 to
the sociolinquistic Aaccuracr of »2dagogical ™odels nf “ilin--
guali"ﬁ nsnacially as implicit in oroorams designed for
"isyrano- ’\mﬁrlcama in the Sout'vres t, here informal 'ilin-
gualism 15 comron ard is the rasult of ovar a centurv of
©>anisl-imglish contact. “iven such a hisztory, it would
'noecd e surnrising i€ hichiy deviant (in terms of standar?
Snanish and standan’ “nalich) variaties of thesa lancuaoes
had not avolved in the raovcion ~-- varieties tiich vnulsl
roflect exc*a;vr", imovations, and mutual influences, In
fact, there are puhlizhed o™sarvacions that zuch forms of
Smanisu (e.qg., Uininosa 1711) and Tnglis’i (Stevart 1947)
have devaloned among Giswano imericans of the Tout'viest.

"he extent to -Miich thiese are usecd and, vthere uced, to vthich
they are structurallv Aistinct ennugh from standard ‘exican
fparisi and standard ®merican Tnglish to rarit nedacogical
recocnition in :ilinqual cducation =roarams is stil] larqnlv
uniinown, kut vreliminarr evidance is suc™ that thr »ongiri-
lity of pedagogically- imificant diffarances onught not to
2 diznmissed. Juite the contrarv, the imnlenmentation of
n1ilinqgual ecducation »rograrms not “ased on such information
would arount to a Llind act. ~*n1 thc staterents of 'isnanro-
Imzoricans regarling usage in their sneech corimu*if-in¢~ cannnt
necessarily he countad ou to n a sati:factorvy suhstituta
for on-,ight ragsearch . any rorn than can the ﬁtatemcnts of
anv nombers of a ehaviorallr-stiematized ponulation. ™e
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prohanilitr i3 great that such mersons 7ill not have enouah

of a tachnical understarding of their o sneech nattarns

to be medagoyically useful, or, in any event, that they 'will
nresent a sy:iolic representation of their crouns *“ehaviors

25 reliable inforration, Tven more pro:lematic, in this
reqgard,; is thc axtent to vhich sonhisticated, irmace-orianted
Latin American imiarants ar» ecormino ilinqual -educatinnal
sroliesnen for 'isnano-Pmericans - A nhenomenon ~muite parallel
in couse and effrct to th~ wav in ~"hich educated, inane -
conscious "'est Indian immigrarts have racorna aducatienal
anokesimen for American ilecroas.l? 1L nothing alse, such Tatin
“nericans can e exnocted to reinforce the traditional neda
gogical model of “ilinqualism as t:ic narallel and eruaal us?

of the two languages --- a no a2l «Miich, wiile it nav corres-
pond to their . situations, i« hiaghly unlikaely to reflect
eithearvtie actual oxr future state of Hilingqualism aronq
lisnano -Americans in tie Southvrest,

It ‘rould l:e unrcazonrale to sungest, at this roint,
that the imnlementation of *iliraual education nrogra~- for
"ispano -Mmerican children in the Southrrest “e hel” un until
adequate rescearch has been carried out on the “inds of shille,
linguistic and otlierwise, vhich are nart of tieir varnacular
culture and whicih they thercefore hring to school. lowvever,
such research should certainly “e 2necouraged, if not insisted
upon, by cducational nolicy-mal'ers as a quide to the evalua-
tion of the outcoma of such proarams. Tor it rayv well turn
out that an unreasonal:le arount of failure is exverienced
hy bilingual ecducation nroara~e of the traditional tvne, and
that that failura mav in »art “e due to the lack of fit
betueen tie wolels of Dilincunlisn imnlicit in then and the
natteras of bilinqualise learnc/ o ligpano--wmarican children
in tha2ir ovn communities. ™at in, tha nedagogical model
6f Spanish-I'nelish Hilinaualisn nov emodied in hilingual
2ducation nrocrarg wav e little more or less tan a “ind of
svmholic ranrasoentation of Hisnano-~American linquistic renli-
ties. s suclh, it nar Lo as unvorkalle with the chil”ron aa
apnzaling to their parents and snovesman. Ak vere this to
tarn out to re the case, thne "n3t olL.vious “irection of edu-
cational reform - - the pedanngical recognition of the actunal
varieties of T»hanish ard Ynglish vhiich ilispano dmeriecan
children use, in the ralationchin in -Miic: they uwse them --
nicit render bilincual ecducation no less controversial than
vernazular education nas nroven 2laievthare, '"™e inevital-le
result of thiz -rould of course e that erlucational nolfav..
makers rrould ontrenc in traditional khilincual education,
wvith its associated vedagorical -ro’:lars, or al andon Lilin-
gual education altogethnr,
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In order for this likelv traredv not to He nlavad out
et anothnr time, it is nscessary that the not~ntial conflict
efveen making the education of “ombressed’ orouns rore comr-
pateat and rallnq it more democratic he anticipated well in
advance for !ispano-American hilingual education. “nd since,
like lilberal colonial ~ducators in other nlaces and tires,
liberal American educators place teach:ing Ademocratically
‘above teaching effectively, any qolutlon to this recurrent
dilemra rmust, to be accepta:le to ther, e couche? in noli-
tical rather than nedadgogical terrms. Let bilincual educators
and »nolicy malers then see HMiswano -American children as non-
stituting an onnressed qroun, ir and of itself -~ one no-
tentially opnressed perhans as much (though in more subtle
vays) Ly the 11nguistic an”® cultural symaolic ranresertations
and aspirations of ‘lispano-"merican adults (including their
parents) and Latin \moerican immigrants as by the linauistic
and cultural norm: of “nalo-“nmericans. Nf course, children
articulate their realities and their desires in different
'1ays than adulLJ, ways vhich are scarcely recognized hv tra -
ditional mechianisms for expressina the “uill of the neonle”,
wharae “peonle’ alvvays mneans “acdults . Children assert their
reality Ly hzhaving as thev do, so that the way to get tham
to “articulate their realitv is to study them. In such
terms, far from being the mechanism of onnression vthinch it
is sometimes claimed to he v nolitical activists, social
science (including sociolinquistic research) can hecome a
vehicle of political expressicn. “nd as far as 'voting"
on educational reform is concarned, children vote" on
nodacaqical method and curviculum content five favsy of the
week, nine montis cf every ear: they do 50 v their resnonse
to the cducational procass -~ that i3, »v their auadeﬁlc
achicverant.

A%
T
..

this is, of course, *™at emnirically-orinnted educators

already do with vhite, middle-class children. ®»ut then thev
deal rith the chiliren of “onvressed’ minorities -- parti-
cularly withh those for whom racial and/or linqguistic and
cultural differences are associated wit'. minorits status - -
hite auilt is likelv to qet in the wav of empiricism and

cood sense. 7Tius the sare educator who vill stand un for the
"2 iatl. against hostile vMjte narents 3y insisting that

it teaches children nore effactively *rill immediat2lv hach
down from a ™lack (or i'ispano--merican?) parent o i35 hos-
tile to contracstive lanquaqga teachint or vernacular education,
aven though the reazon for adonting tie annrcach in the

first place was that it also seemed to teach children more
effectively. Yet this kind of professional Aouble--standard,
wille appearing to e liveralism, is nrohakly more devastating
in its ooucatloral effect on the mlnorlty groun child than
dual systems of education ever vere,



79

If the enlericallwv-1nwv educational narformance of
mincrity-groun chiildrer -- including Hisnaro-Armerican children --
is ever to .2 dealt with effectively, elucators must come to
vorry less about lheing "good citizens’ and more atout hecom-
ing comnetent nrofessionals. In the proncess, thev must be-
come 1much more criniricallv-oriented than they are at nresent --
—ore like docters, if an analogy is useful. This chang- is
particularly neceded in ilingual education, wvhere the co-nlax
interaction of different linquistic and cultural svstems,
each complex in its own right, is involved. Traditional
nadagogical rodels rwust be muestioned, evaluated, and re--
nlaces? vhere nerformance is not Aadenuate. mNelativism must
renlace porrativism, and emmiricism rwust replace idealism.

(*hat child was ever harned more hy educational exnerimenta-

tion and social-vscience research than by traditional teachine
matliods?)  Pedagogical content 'tust “2cone more realistic,

as must educational coals. ™nin does not mean alandoning

high standards cf achievement: it veans devealoning orlahle

ttays of achieving attainable acals. In bhilincual education,
snccifically, it reans develowint a curriculum vhich, at

one end, starts vith the sociolinquistic realities of the
tispano-Anerican child and “Huilds on thesce until it nroduces,

at the othier »nd, an individual "tho is sociolinauistically
offective Loth in his home environment and in his national
mainstream, Traditional hilinqual education nrograms touvld

clairm to e akle to Ao this, ut nryoha'.lv ¢annot; the ‘end
points are simnlv not riaht, nor therefore is the interim
content and rethoaoloqyv, ™weir restructuring in terms of
more erpirical sociclinguistic wolels, and their immlemen
tation in terns of more child--orientel rnolitical onals mav
evreantuallr matie this wortay qorl nos=zihila,
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1. 7The term Hispano-Mmerican is used here to designate in-
dividuals, communities, and nonulations within the United
ftates vhich preserve linguistic and cultural natterns of
Swanish origin, =ven tiiough nerhans influenced to varvine
degrees Ly Amerindian, Nfrican, or Anglo--Saxon linquistic
and cultural patterns, or affected by innovations. Mnalo-
cously, Anglo -“merican designates individuals, cormmunities,
and nopulations wvithin t"= United ~“tates vhich function nri-
marilv in terrs of linguistic and cultural natterns of
‘nglish origin, though also with nossible innovations and
influences from other sources.

2. “Sociolinguistic studies ray focus on spacific lanauages
or societies, or thev rayv involve cross-~languagf or crosnt-
societal comparisons. Tor cormnarative purposes, a nurier

of sociolinquistic tvpoloaies “ave heen davelonad for des-
criking language ‘usage variables in multilingual societies.
Nf these, one of the rost ela-orate (Storrart 17282, 1°69)
categorizes in terms of four major langquage tynes, ton main
functionc, and six classes of .Jegree of langunge usage, VYet
even this scheme may e too crude for anv hut the mos
general cross-societal coroarisons,

3. 1 orelinminary offort of this tvoe hac already rteen nade
v Fisiman and Lovas (1270).

4, The asswrntion being nxamined here is not the naive one
that the spoiten forns of Swanish and Inglish of isnano-
American commurities in the fouthirast are identicrl to text-
bhook forrs of these lanquaces, "ather, the assumption under
consicderation i3 the 1less coxtreme one that Hispano-Annr-
ican Zwanisi -+ and jinglish, in the case of hilinguals -~
will e structurally close enough to normal written Spaniah
and inglish to olviate anv swnecial written accommodation in
the form of a locAallv-adanted text':oo0lr lanquage,

5. “he ! istory of the nature vs. nurture de:ate over ''ecro
educational failure is discussnd in Stewart (1370), and the
linguistic as»mect of that dehate in Stewart (1271).

€. Thic i< Lecause thece arn annsideres the “riaght” or
"most effective” rrav to learn, The nrnrolem, in t-~rms of
cultural lakels, is further com»licated hv the noscihilitw
hat, if Uiswmano--“rerican c¢“ilren do 5o 1 tandency to
employ non-Angclo-Saxon learning and nroblem-solving stvles,
these may not he e=tirelwv “'ismanic in oricin, hut rather
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survivals of “merindian (ir *“2 case of the Snuthvest) or
»frican (in the caze of Puerio "icans) cultural wnatterns

unon hich Uispanic institutions and tracditions wrere suner-
posei. Yet, while there is some question as to 10w enthu-
siastic iispano-Mmericanc would b2 alout a formal nefagogical
recougnition of “werindian or Mfrican cormonents in their

foll: -culture, there is alen a ocuestion as to hor vell thev
vould succead in terms of a curriculum in vihith sach comno-
nants vere not recormized,

7. Toxr a brisf period Murina t™a ninetesnt™ century, an?
narticuvlarly in the Senncarmhian recion under the administra-
tion of Faidherie (a militarv officer wvith strone interasts
in linguistics and ethnoloav), therc was a tomnorary axcaption
to this assimilationist educational rolicv in the Fform of
vernacular 2ducation in "nlof (one of tha most rricdelv--uned
lancuagezs of the reaion), conduatad Lv the nostolic Missicon
of Senagam:ia. 3Sut education entirelv in Trench hecare the
rule vhan Faidiner.e vas roplaced v colonial administrators
without his anthromelogical and linauistic sopiidstication,
and when eiducation Hegan to he conducted vy the colonial
government, rather than by the Church. TZven htere, one finds
a reflection in the historv of ™merican ‘lecgro aducation.
Pullic ecducation for American Uearoes had its heginnines in
the "frcedmen's =chools™ vhieh were sat w» for slavas Mo

ad heen libarated hy Union forces during tl.e 7ivil *ar.
Initiatad by .leu Ingland abelitionists and church grounz,

and first coancducte? "y volunteers from thnee ormanizations -
vho, significantly, were not wrofassional educators -~ thn
early davelorrent of these freelman'sa schools involved a arcat
deal of informal axmerimentation tovard finding effactive
traching mathcdologins and curriculum content. Tn nome Arearn
(and particularly in coastal South Carolina, vhere these
scnools wvere first set un) volunteer teachars hecan to rmcoq-
nize asdects of the dialect and cultnral wattevns of their
blacl »unils, and to adjust their methods an? curricula
accordinglv. Dut later, <hon the Tnaderal Covarnrent ool
over t'ie administration of ‘eqro cducation in the former Con-
fadoracy, vith policv--makina -aine Manced ovar, Tirst +to
covernmental bureaucrats and £hen (under Teconatruction) tn
middle--class ["cgroes, there follovecd a corrnlote reijectior of
the earlier ardiricallv-derived curricula and metols, and
their replacement Iy idealized moiels ~thich can only he des-
cril.ed as parodizs of thoen traditionally u=27 in hite
scincols.

€. ilere again, therx=a vas a brief period when education in
the vernacular Tndian lanquaees was hequn, larcelv under
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the rzlativism of the Jesuits, ™ut subsecuently ahlandoned
then tiie Jesuits vrere exnelle:?. ™The cwitch to the exclusive
use of Smanish in the education of Indians was indead in-
sisted upon Ly a croving cluque of !fispanicized Indians
(called ladinos, in most narts of Latin ?merica), who hecame
the spolesmen for tiie Indian wasses.

Y. R2s only one of many ca=ze “istoriesz of this dilemmra,
Boalaert (15583) is tvpical. e docurent consists of the
nroceedings of a magting of the Noyal Neleizn fcadamy of
Colonial Sciences, given over entirely to the iscue of “frican
lanquages in education in the Zelaian Congo. It had reen
estahlished through a great deal of nsycheological, lincuistic,
anthronological, and pedacoaical resecarch that Congolese
chilidren learned Letter if started in their African lanquages
and moved only later to Frenc: - the traditional language

of cducation in the ielgian Congo. Rut it vas also founid

that attempte to initiate vernacular education in t"e Conao
irould Le vehemently opposed v African marants, vho 4id

not want tieir children tauet in  harharic: lanquacges, 'at
preferred t..cm to have the 'same curriculum as th2 hite (i.e.,
“nlgian) children. “aced vuith this dilemwna, the Nelgian
colonial educators favores a retention of the traditional
(Frenc) curriculum, since thev felt that it wac more irmmort
ant to =2ducate democraticallv than to educate effectively.
Since that meeting, “community control”™ - in th2 form of
incdependence -~ has coma to thae Congo, and witii it a retention
of Frencih as the only languan> of education. 7nd the contin-
ued educational failure of Congolese children which this
nolicy insures is now even leass of an igsue tl:an it was hefoeorz, -
since it is now tic result of a Airect exnression of the =ill
of the pneoople., Ixamplas of this same nrocass at work in
other colunial and moct-colonial areas abound, and lest it he
argued that thiis is only a temmorary phenomenon in such
situations, the cazse of raiti <tould “e recalled. raiti
hecame independent from Trarch in 1991, alrost two canturias
ago. Yet forral education is still carriad on exclusively

in FPrench, a lanquage swoken natively hv less than four ner:
cent of the wunil population of the country, a fuzt which

is evident in the uatelievalhlv noor school nerformance of
most iiaitian chillren,

17, ©he wnwoint here iz not that the staterments of educatesd
Latin American irmaiorants aout the hilinguval education of
lispano Americans will necessarily amount to misrenresenta-
tion, ut rather that this is likely. Tonefullv, there will
be individuals of this catzscory trhose observations on the
nroblenm +;1ill e competent, realistic, and insightful, The
point is that their '!ispanicity”, their class-orientation,
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and tieir foreic¢n origins may create nrohlems as wnll as
advantages, just as do the pmarticular kinds of “hlachness,
rohility-patterns, and foreignness for 'lest Indians who
sneal: for American llegroes. Ultimately, each nerson'’s com-
petence rmust be judced on its own merits.
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. Biculturaliszsm~Filinqualism
jarvevy N, fSarles

Universitv of ‘‘innecsota

introduction

w1l of us live in somewhat different vworlds of expor-

ience, desiras, controls. Some of these are shared with
others, some are ours alone. Rach »ersnective of bheing is,
in come ways, a slightly different view of reality than anv
othar. f5Mis warmer will insnect some of the similarities
and differenccs among peonle, wmarticularlv those which are
thought of as bicultural and hilinqual, *o examine the
circumstances in vhich theqse €facts of life count or male a
Aifference, as children rmove throuqh:their school exwnerienc

This paper is written from the dual persnective of a
teachar-educator vho halieves in the possitility of excel-~
lence in all educational endeavors and an anthronological
linguist who is trained to live and stuldy in diverse vorlis,
to enter the minds and logics and terms of a wide varietyv
of peonle. In order to exnlore the notion of lriculturalism
and »ilingualism fror this dual w»nerspective the paper has
meen divided into four sections.

Section I zhors how anv chil? cores to intcrnret the
world via narticular persvectivne and more snecificallv how
ha exweriencas the meaninag of biculturalism and bilingualism.

32ctivn IT exploras the meaning of biculturalism and
hilingualism in rofdern “merica. This ~iction indicatas th
dynanmic aspects of the concepts an? low their meaning varies
widely accoxcing to place, time, an? "istory.

Section IITI discusses the eoxistential nosition of the
tecacher -educator in genzral and rora specificallv the rela-
tionsuin of the varying concepts of hiculturalism/H)ilingqual-
isn to that position.

Section IV examines the need for chandes in educAational
nolicy to reflect the implication~ of hilinqualism and hi-
culturalism as it has heen defined in the previous sections.

Mo assence of hiculturalism ic in the diverse exnar-

ences of pennle. lanv »nersons, in a varietv of wavs, shar
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certain aspacts of experience with others. Tor examnle,
those currently entering their thirties very likely had a
father who was away at war vhile they were very vouna
oldest siblings share manvy feat uras of Leing intermediates
Letveen parents and younter children;: otiizrs live in woxrlds
circumscribed by social or ethnic ounda ries, iun ~hich much
of their nxnorlanve is concerned tith o they are as vell

as with who thev are not. '"™e last- cf these are those +ho
can us cfully be thought of as h1~u1tnral " Eome of these
ulcultULal peopla who activaly divide the world "ue

and “they " terms share 11rqu1 tlc habits: they are hilinemal

" as npll as hicultural.

the importance of anv individual heing bicultural or.
hilingual is not simply in his existence, hut in the oxper-

‘iences and dynamics of. lifa. Tf a Hlllngual person is ra-

varaed, pun'shc“, or iQnOLQG ~ecause of the fact that a
teacher perceives or cvaluates hiz verbal narformance ;- then
Lilingualism Lecomas ar imbor-ant social factor. This is
ruch the same as being a koy or girl in a classroom where

the teacher, has a oy or airl .mnreference.” The nrohlems of
blcu;tnrallﬁmnhlllnquullsm - a3 of sex or age, are not sirmply.
in bheing, but in how these fratures of eint. are treate” as
an interface bLeat:reen different nannle in interactions: o
vhather they are ignoxrad or nonstantly called to attention. . -

CTLr. Sociali"ation of“the Chilsl

- ,AV“rj 1na1v idual ‘in our society emicdics a varlva of
features thich ne ﬂh¢rp" il some, but ﬁo nll, other

- veople. Jlffer=ucn" Wetvcep males anl.foemalas, age-guradns,

Q

s0cio~-econcinic detov, are shared hv seomant: of tle monula-
t1“n. Tach cf taese acLor; 4£fnr+~ the efucational »nrocess.
to sore ﬁoqrvv.f“_ o ; . E '

Altnouﬁuiuhese tymes of factors often stand oukside of

discussions of | :1cultura11 ‘*“e? need to e discussed here.

~ur educational entsrprise haﬂ in fact already mad:a si iqnifi--
cant and large aﬂ]uqtmontﬁ_ahd accnmmoéaflons to these kinds

‘of & lfferhncco.'A”H ce cultural grnupings. are so desznlz ia-:
,"ra1nwd in our mlnd “that the notion of ﬂlﬂultura1lsm seens
“to oﬂhverv "rec1al to recuire a unlnup lind of idsation anﬂ

educational thrust. ' Yat, as this ancr w7ill illustraie

3-1ﬁul+urallgm and JlllnGUnllan ara not. s0.-very d;ftercnb from

factors such.as aae, sex, and tanuard‘dngllsh spazlina back-~
ground in terms of how cﬂucators and teasizers mus t anproa"1
them. .+ = . . . : S L -

e

A
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Cihildren are :orn into a large variety of ;1tuatlowq,
cach one 'einc unigque ag a coanlomerat101 of a nurher of
features. ‘waere  the familv* is - in terrs of the narents’
ages, percaptions of thezir an”® the chil?'s reing, numler
and “kinds' of e¢ibhlings: the rerceived nlace in the vorlAd
of the family in t~rrs of success, how the various familwy
memers “project forvard” thair nicture of the infant throue™
the naxt 2) years or s5o0.

vhaze new Beines sease vary cuictly thi~ir vav in the
<rorld vis a vis tun nno J around thenm [thcir iremadiatn
fanily (and extuendes fawily)] and seem to choore lifr stra

tegies within their first vear or so, vhich ascorrodatna vnall
to their continued heing an? success in that fznilv settinc.
‘ost of these so-called life strate~ies are interactional-
nolitical - the child rants and enjoys leing the kind of
“porson  that the “farilv® seers to vvant im to he.
The family view derivas from vhera its mermiers are in
their vcerceived worlé and what a new nerson does to thair
actinc in terms of these pan“Dflﬂnx. If a ¢chill arrivns,
for example, at a woint of mijor career crange of a »arent,
the child's life ray he flavora? hy tle percantion of livinna
in, say, a sinclc-parant family., If the narents are relativalvy
old, an? this i3 a numier -five child. his exnericomens will
ha mediated, nossihlv Adirected, through the nersnectives of
varticular sillings -~ thus it ray he the entire familv's
pereeption of thie infant vhich rresents itself to cach new
child.

Mile this rav, in some cases, he a continuvous and con-

staent p‘c?"xe, in most families it is in flux fyrecuently,
lf onlv Lerause chuillren grow and Hecome rore nuhlic.
What the family roecards as wuhlic ''ill vary: for exammle, a
roor familv mav fezl vexv conanicuous in a hospnital or un1~
varsity enLtlwﬂ and 7ill attarnt to shush its children,
A chil? who doas not shars his familv's nerceentions of being
public, *rill be forcefullv “tauncht”™, vhether he understands
or not. ‘™e socialization of c“llﬂron ie stronglyv motivaterd
v their oarents' mercenticns of 'tho their familv is, with
raspect to its images of the outside', the pu-lic.

*

Tanily - here used in a hroad sense as thosa peonle "o
constitute the effective conctellation of {[constant] panonle
- _—_"-1—— a .

in terms of vthich a child organizes his “a2havior.
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In adcdition, there mav ell Y:a some inconsistenciaes
out the place of this nerr heing, in the mints ol the
various family nemhers - in this case, the chile is more
highly wpolitical in the sense that his assignation in the
family is wultinlex, and he has to snend a lot of enrrgy
tr/ing to figure out **ho to =, and for ‘thor.

It is wvorth notina that tha forard nrejection of t\ﬂ
chil . - - th2 creation of a sanse in hin of “o" he =933l -
arcn'oanio~ tho ongoira nrecent. Parent~ (an' othars) "nrr
or rosnond to children not only in terms of vio thav ara
right notvr, ~ut of wiho and how ov  are susnosed to ‘e,
~or exarmple, tPn corraction of oronunciation of elhil”ren varies
ridely, 'sat fer marents trv o o2t a perfrct (i.e., adole.
like) »roduct ouvt of a t1o-vear nll, “hey usuallv accant
iz nmozech pattern - - 1S he i aven articulate Hr trat age -
and vorl: within it- slightly nlar citlings nat orlv under-
scand i+, 'ut often zneal it. D anotﬁnr vear or trro familins
rercoive thnat it is time to rrorl: on a letter snecech form

(uswall: in their om tarme, Lut gome farilies trv to cor-
rect thelr children in t2rms of an ‘outside -ialect -
(r.q., tryving to sunpress "ain't' , a2aven vhian the familv uses
it!). Lut this :otter or more ~corract articulation i~ Jlanz

in terms of the »arants® nercomtion of th~ chil”A an ali~htl~
older than he i3 ridht no' - i..., they correct “i in toyms
nf Mo e vill he (and should 'a), not in tarme of hovr a2 in.

Suchi corractions are not onlv done for snnaliing, “ut
almo for most otiar acnnctﬁ of Meing: ‘'iow to stan’, ~at,
uce tie toilzt, holA one'" fane, ta clean ', nlav aamen,
intaract vith stvancers, - r-~7, ate., etec. . . “inez ruch,
if not mo-t, of thinz 2achino is Cene Ly indiraction ane
correction in familiec, it is usually net e¥nlicit, and root
noonle do not scem to he activelw avare of horr they are elu-
cating their children.

Iatoraction is the tasting ground of learnine. "he
notion of th2 -autoncmaous  child of three or five or saven
years ic a fiction af ol servars, = chil’ o hite , v
intaracts uwsing “odilv activityr, ar who annars 1ot to inter~

1 .
= {f course, evervone Nas occanionsl Pad Jave ; and ore
X

-
thaemncelves inconsigtantl’ £n £hn cHiJG, Sut ost roune 2
dren secr o e able tn nee throna occas ional NArseoral
nro':lems and search for the rore consistent an? enluring
natterns of tii¢ individuals with vhom 2 interacts.

san
il--
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act, is acting out his place in the trorld as he interprets

it and extrarolates it from his familial modal. The nressures
from families, in terms of what they “lie” or will tolerate
as a “"successful” c¢hild in their terms, is prolablv the

major teaching-socializing factor of children in terms of
tthat educators will obhserve their hechavior to he in schools.

In the warents’ minds, the child is not onlv going to
become himself in the parents' terms, rut also in terms of
the larger wcrld that thev perceive. Thus the fortvrard nro-
jection, the corrections, are made not enlv in familial
adjustment terms, but also as thev (the parents) n»icture the
larger world and their child in 1t. NDifferent kinds of
families project forvard in aquite Jifferent wavs and this
affects their children's nercentions of themselves, and
their "educability" (vis-a-vis mainstream ways) anparently
quite deeply. It is very important to try to understand how
different families perceive the larqer vorld, because they
w7ill continue to corrzct their child in ternms of their
images of his place in that vorld. In so doing they rill
provide the child with a schematic plan for internreting
his own experiences. 7hus child » vho is socialized into
helieving that the vorld is onen, ready for him to zoom
ahead, and child i) who is jastructad that the wvorld is
hostile anc ready to put him down may "experiencz’ the same
event C -- entry into school -- quite differently.

In addition. the stilla needed to correct a child
effectively irn cerms of the farmily's future nrojections for
the child srer to be differentially available o the Awmerican
communitiag: e.g., a family who wants its child to lLecome
president of a corpoxration mav simply not know how, when
and/or what “o correct in its child‘'s bhehavior that will aiad
in realizing their hopes for their chil-?,

The certification of one's heing is a problem area
uhich pervades tihe nublic nrojection of any child, The
family is the first, often nrimary -- in verv large families
perhans the solitary - certifier of the existence, or
quality of existence of a child. A family may tell a childAd
he is a ¢ood person, and he willing to do this essentially
regardless of vhat hanpens to hir: in the outside (i.e., *“eyond
the family). Sometires this is a cushion, a2 center of
varmth; but it can also be a haven for peonle whase life
strateqgies include saying: “screw the world’, and vho go
out of ti~ir way to do it. In effect, sufficient supnort
for any external behavior is notentiallv located in the
family. This is more easily seen in very large families




vich sometimes Lecore their cun corplete sccial system

and can accoumnordate and sunport what most of us would con-
sider to be bizarre. (Example: ethnic views on what consti-
tutes mental illness, deviance, etc.)

In most families, corrections and certification of the
child are done in terms of sorme combinations of the familv-
inside and the child as a public person. Cormplications
(for the educator) arise immediately because there are
differential perceptions of the "publie™ in dlfferent families,
and there are, indeed, different nffective publics -- i.e.,
the outside will react differentially to children from dif-
ferent kinds of fanilies.

Children from, say, rich families are likely to he
valued highlv as friends, bv families who want their children
to become rich; children (e.g., as potential mates) of the
same econamic background wili then he less valued by such
a family. Similarly, families of equivalent income, but
from different ethnic groups, will not all sce one another
as the same as they are, in the same way as theyv regard
equivalent income families of their own "group". TIducators
and other outsiders are likely to carry over their own
particular, familv-derived rnerspectives into their observa-
tions and judgements of other children. ‘

In addition, the child's persnectives on the nature of
the varieties of outs ide, as presented hy his parents, are
limited by his experic¢nces His perceptions of the outeides,
as he cores to experience theh, will be colored or filtered
by such perspectives. He yill come to view the outside to
a large extcnt as his parents have nresented it to him: woro-
jected forward into his actual exneriencing of it.

For example, within the black community there is a great
deal of discussion about white meople in general -- their
coldness, their craftiness, characteristics of "''r. Charlie
and !liss Ann", etc., an particular vhite tynes -- "you know
he's one of them smart Jews"; “she don't act like no white
folks I know, she real nice, she!s natural"” -- so that before:
a child actually has contact tith. vhite neonle he has been
taught ho to think about and evaluate his eventual exneriences
vrvith vhite people. This is true of all ethnic grouns. Chil-
dren are taught not only ahout the tynes in their own cultu.e
but also expectation of others -- if you're sick get a Jew
doctor, if you're in troubhle get a Jew lawyer, don't trust
anyvody Lut your own kind with your money, etc. This is true
also as regards how a child learns about the social system.
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If a child lives in a culture where a noliceman is defined
to him as 'officer friendly" soreone wvho helps us, somecone
who wve should turn to if we are lost, etc., then his inter-
action with a voliceman (no matter vhat the policeman's
“actual” behavior) will he a different expericnce for him
than it vill for the child who has lived in a culture that
discusses policemen as “nigs, exnlciters’, and at most "com-
munity nuisances",

It is imnortant to note that cach comment ahout the
child's experiense which is internreted at home will become
vart of the child s perceptual apparatus for interpreting
the outside.

AEs he reclates to effective outsides such as teacher-
school, a child carries over his perceptions of himself into
this situation. He matches this personal nicture with the
outside anid revalues himself as he feels he is treated My
the outside. A five-year-old hicultural child hac onlv a
vague sensc of how an outside reacts to him as a bhicultural
person -- his usual belief is that a teacher reacts to him

as other adults dc.
I. D. Socialization of the Ricultural Child

The idea that a child is bicultural or hilingual does
not seem to be a child's own inherent picture. It is one
which he comes to helieve only verv graduallvy. 3Bilingual
children simply speal the "approsriate® language to the
"right" people in the prone: contexts.

For manv bilinqgual children the world is prescnted to
ther not just as an inside~familv and an outside world of
others, bhut as cormnosed of tvo or more auite distinct kinds
of outsides. Some children seem to sense such differences
as their parents feel and forward nroject them; for others,
it is a discovery procaess which dams on them onlv wverv
cradually.

lithin a homogenecus neighborhood, the effective out-
sides are very much lil:e one another in, say, color, ethnic,
or scocio-economic terms. A child is likely to he “known”
and evaluated as a member of a narticular family, somebody's
sister, and as a pretty distinct individual. %hether a
child has a sensitive, ambitious, careless, tired . . .
mother is at issue in this sense of *"outside."”
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Across oundaries, however, the outside tends to ner-
ceive a child initially in terms of his dialect or apparent
menbership in another sub-culture. A store ovner faced wvith
twenty ten-year-0lds mobbing his store has to deecvly know
and trust those children to he abhle to recact cuickly, to
impose reasonable controls, etc. The hest an cutsider can
hope to do is to learn to nerceive the children in approx-
imately the came terms as they nerceive one another, hecause
that is vhere the notion of "reasonableness” resides.

The most individualized pictures are cast within

families and peer groups. Yet there is little necessary
carry-over from @ child's perceived position in a familv and
who he might be outside. %hereas a child is lilkely to act
from the position of being, say a youngest sibling, the
outside may perceive him as strong, dominant, or kossy.
In other words, the treatment a child receives may be cdauite
different inside and outside a family constellation. Sone-
hou he has to learn how to -interpret this fact in a reason-
able and useful way.

tthere the outside is trulv outside -- e.g., across
color lines -+ a child's nercentions of his treatment are
likely to be and remain falrlv confused. “‘uch denends on
his family's interpretation of those experiences. If the

"Black family world interprets a set of difficult experiences

as hostile toward all Black children, then their individual

child can interpret his experlence as impcrvonal I£, on

the other hand, these are interpreted as porsoiziized

toward their ¢hild, the c¢child needs a lﬁb rore perscnal sup-

pov+ tn dope ot 3o usaful strategies ton srercome such
experiences., Pcor fanilies, in gencral, seem overly likely

to personalize their interrretation of bad experiences.

Fach time the child is taken outside (beyond familw),
his activities are commented unon, often implicitlv. Com-
ments include how clezn to he, hou tn be clothed, and espac-
ially how _or how not to pehave. How to behave and to inter-
pret his experience is derived from the child's percentions
of others vho his family tells him are like him, or who are
not like him, Children hecome very astute observers of he-
havior, filtered through the nersmectives of their varents'
interpretations.

In bicultural situations, the family ig likelv to nro-
ject forward tvo different outsides in which the child's
experience will ke perceived. His behavior vill have to he
different in each because he will be seen and treated dif-
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ferently.' In some senses this is verv little +different
from any child learning how to hehave in men's grouns or
women's groups from the perspective of Yeing a qgirl or hav,

"lost children only come to understand gradually how

the outside community wnerceives them. They come to sense
deeply that there is often a degree of dissonance hetween
their own model of themselves (family-derived) and the out-
side picture (outside 1, 2, 3, etc.). Thev seem to hn vervy
vulnerable to this outside view -- esnecially if they feel
that the outside is somehow bettercor superior. This outside
" will and does see and treat them differently at different
ages. ilow this is projected forward will affect the child's
behavior. This can be extended to bhicultural situations.
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II. A. BRiculturalism-Bilincualism in *'odern America

Parents scem to try to intzrpret the kicultural situation
in terms of two, fairlv different outsides, but the outsides
as seen by anyv particular Arerican community are not neces-
sarily the same ones perceived by another bicultural family
or groun.

In the greatest part of Mmerica, for ewarple, the Black
community seems to be consistent in its perceptions of two
basic communities -~ one "hite, one Black. TFuropean-derived
ethnic communities often have five or six outsides which
they distinquisii. The percentions of outsides depend cn a
number of factors

‘.

1. How distinguishable a person believes he is, bV the
o'ldC( )
2. The exverience of his particular local cormunit ty vis-a-
vis the outsides.
3. The relative numher of people in his local cormunity

with respect to the total community; the type of neigh-
borhood, and its extent (if it essentially is a ghetto).

4, The life-experience of the family vis—~a-vis the inside
and outside -~ their success or nperceived lack of it in
the inside and larger community.

5. Their forward projections ~- their belief in “prooress’
or not: for them as insiders and for their children.

6. The accentance (or not) of their percention of hov the

largnr outside views txem as inziders (e.q., for certain
minoritics. how much "self-hate* they emkody and trans-
it to their children). '

7. The sorts of slercctynaes availalle and used in the
inside copmunit, -- ahout themseives and tlie outside
(¢.g.,. the notion of “luck' or unluck of the 'r1FW)

8. e sorts of behavior wthich the insiders alsn‘ay in

thie company of werczived outsiders
9. “illingness and interest in playlnq "Loundary" games.
10, The extent to vhich the "inside" culture is actually
a counter-culture: and the extent to which the "inside”
culture is "“in", in the majority view.
11. The felt nresenco" of the inside.bicultural-tilincual
comniunity-by the outsicde.

‘lost of the people tho are thought to be hicultural
in the ordinary sense of that term L»llQVG that they are
recodnizakliy different from the *majority’ culture in a
direct whysical sense. hhey firmly believe, oftan correctly,
that the outside community is husy piceon-holing them into
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categories. Tor some groups this is undouhtedlv true, for
cthers less than they bhelieve. A complicating factor is

that the so-called sterceotvpe is likely to ke different from
the nerson's view torard whom it is directed: &.9., a Black's
perceptions of a "™ite stereotype of Black meonle is often
partially incorrect -- since he believes, among other things,
that Thite meonle are not as concerned with White-Black rela-
tionships as the Black person is.

A lot of (so-callec) Black neonle fall well within the
median notion of vhiteness of skin; yet they are consistentlwv
perceived by the Thhite community to be Rlack hecause of some
physical feature or aggreqgate of features. Their definition
of themselves as "Black" is derived to a greater or lesser
degree from tlle outside; here the "hite communitv.

Me notion of cultural differences is particularly
messy hecause the differences which may "count” are extremely
changeable and varial:le over time and in different settings.

Any feature of heing -~ hehavior, physique, roney, attitude,
age, religion, smell, size, profession, color, hair, nose,
sex, life-style, etc., etc., - which is shared by some

people, can become a dividing noint between nopulations.

Since observations of anv such group of people hvy non-
group persons are always incomnlete, and usually focus orn
a few ‘“outstanding"'features, the use of stereotvpes follows
group formation almost immediatelv. This is complicated
further because of different merceptions cf what is considered
outstanding from any observational perspective. A group of
sixteen~ycar~old haskethall nlayers on the street anpear
very different to adults and to sixteen-vear-old girls. %hat
the bhoys are llle nersonallv is hardly an issue in this set-
ting: outsiders' responses are hased on a most peculiar
relat10nsaxg to & greup of verv large, strong looking young
people in & group.

Similar dvnamics are at worY in observations of anv
group. The danger is not in the obsexvation per se (thevy
may he very accurate), but in operating in texrms of a vervy
limited stereotvpe based on the features one considers out-
standing. The confusion between stereotype and realitv lies
principally in the limitation of observations, and in not
getting enough depth to discover the actual situation.

Any time a group structure talles oin a reality either
because it has self-consciously joined toaethier, or hecause
some outsilde has grouped a set of common features together,
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and reacts to any person who has such features as if he is

a croup member, there are effective cultures, and the neces-
sity for worliing out vays of onerating across the perceived
cultural boundaries. The pos 51bxllty of hostility, remote-
ness, war all appear in the dynamic of orerating across

such perceived lines.

The nroblem of biculturalism is exacerbated becausz
many distinct ethnic communities are measured and measure
themselves with respect to the majority {(or the successful
OLtclde) community and feel 1nfnrlor or "down" in comparison.

Ono of the proklers of a communltv which feels "down"
is that it tends to interpret any noted difference in teach-
ing technigue not as comwetence and sensitivity on the part
of the teacher, but as distinctlv racist. In fact, good
teachers vary technlques fremuentl] in terms of where her
kids are, hut tha ‘inside” community, often having a single
plcture of tne outside, fails to observe the individual and
group diifferences for any but their own groups.

The: reasons for the bicultural~bilingual community
being that way are usuallv not the reasons for remaining so.
The bicultural-bilingual groun develons historically because
some other comnunity somehow became an effective majority:
either the bicultural-bilinguals moved in or were moved:in
upon. In any case, they are in some sences a minority --

whether in numbiers or in terms of pcwer --- and they tend to
remain so. The principal aquestion is why hicunlitural-hilin-
gual comriunitiecy retzin their sense of idantity --- or not.

“hat keeps them LJe_,, when in most senses, most would he
"hetter off” in joining the majority culturs-dialect?

In situations wiere TIuropeans noved into this country,

hey were at first clearly identifiable as to their parti-
cular hackgrounds -- the Irish looked, dressed, and. sounded
Irish; the Germans were identifiably German. In many cases
these peopie no longer look very different, they talk akout
like everyone eclse, bhut, in manv senscg, they remain hicul-
tural -~ usually in senses not obhvious except to themselves
and those who know tliem varticularly well. In the case of
the- Germans, it is not overstrong to state that they essent-
ially disappeared as a group during the years of World "ar II
and have not re-formed. In most senses, thev arce mart of ‘
the majority population. ‘

Part of the answer to the question, “Yhy do certain
communities remain distinct?" denends cn when people appear
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in a given situation, who else is there, and the nature of
the pressures on group integritv. The Chicano vonulaticn of
the Southwest was not bicultural-bilingual until the Anqglos
(in the Southwest) anpeared in large numbers and got nower
over many asvects of the Chicanos' lives. The majority lan-
quage vas Spaﬁlsh, not &nglish. 7ns the Anglos encroached,
the Chicano population was effectively nushed down, iosing
control of most institutions, schools, businesses, etc.

The Irish, on the other hand, moved into a world which
was already controlled by a WASD majoritv. They did not
try to succeed in "\SP .schools, so set up their own. They -~
as most Europeans -- took Fnglish as their languace (many
vvere Caellic speakers) and have gradually worked their way
scholastically, politically, and business-wise u» to a state
which the lower-class hicultural-bilingual communities ner-
ceive as highly successful. Monetheless, Irish people still
live in fairly tight communities, vote as hlocs generally,
control their own schools.and husinssses. They do not
appear -~ as a bhicultural nopulation -- to be an educational
"problem” in the same wav as other poor ethnic bicultural--
hilingual groups cdo. '

-Part of the reason for maintaining hlllnaua}»h1Cthural
features has to do with what is oerc01ved to @ Yonen" in the
wider world. At this time FOSt of the business and power
world is seen to . bhe "filled. This is not a period of ex-

-oloratlon or discovery or exmansion. It is a time of “hold-

ing” or retrenchment. There is little perceived onnortunluy
in the precluded minoritv to "malke it to the top® in the
hest Tor*n*o,Alqc tradition. Trom the persrnective of the
child in his bicultural-bilinqual family setting, his hest
bet is oftcn saen as someone who will he able to get and
lkeep a menial joi3. If this is where he and his family are --
if these are their perceptions -- it will be very hard to .
convince any child that success is even availahle to him, no
matter how hard he wors or how much he learns. The sense
of keing “down" is extremelv hard to counteract, and it
seems to be very self-maintaining in that it offers 'solace
for one's state at the same time that it explains it.

Iuch of the main%tenance of hiculturalism-bilingualism
has to do with the outside caring to discriminate against
the insiders. The 1anguace and culture are fairly likely
to disappear if there is no effective outsid2 which carzs.
If the perceived outside effectively disappears, hicultural-
ism and bilingualism will tend to lessen and disappear
eventually. As the Scandinavian Dooulatlons in *iinneapolis-
St. Paul came to apeah local English, the outside was no
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longer ahle to élstlnauleh them as very: dlfferont and they
have effectively dlcaopaarcd as distinct nopulations. This
saems to be a current running battle for the American Roman
Catholic Church, which is having difficulty in recruiting
rriests and nuns; this is due, in pa¥rt, to outside hostility
heing constantly reduced as it has hecome more an American
than a Roman Catholic institution. The tougher the outside
is nerceived to be, on thz other haad, the more firm and

‘resilient will ke the retention of the distinct cultural and

Q

linguistic aspects of the ingide group.

The number of persons in the bicultural- hlllnqual group
vis-a-vis the ouL51de is quite important in any given local
situation. In a communltv vhere there only are a very few
bicultural- blllngual people, the children usually he-ome
avare of *who" they are at a relatively early moment in
their lives. In a large, ghetto-type situation, the signifi-
carce vis-a-vis the majority that they are somehow ‘Black,
or Chicano, can remain obscure in many senses for many vears;
they are obviously majority persons in terms of most asmects
of their lives. If the ghetto is sufficiently large, the
actual number of outsiders they even see on any reqular
hasis is almost zero (most likelwv thev will he the teachers,
poiice, store-owners and a few serv1ce persons). Only in
the fantasy of television and movies do thay have any ongoing
contact with ‘the "real® majority world. Tc attempt to teach
majority ghetto children from the point of view of a world
they rannot relate to is very meculiar; but, on the other
hand, such children are not as likely to directly resist it
on perscnal, cyverlentlal grounds as these who daily live
these dif forenc*s.

In the latter cases, a direct line of difference --
often expressed in the school situation :-~- can form cohesion
around the issues of group difference. That is, it is easier
to.develop a “zelf~hate"” view 6f oneself if there is daily
demonstration of one's Yinferioritv® as a group member. - In
& . /0% ghetto situation, there are almost no possibilitdes
0% negative group identification of this sort unless it is
browgrt in by teachers, parents, or some other external
source (and, unfortunately, it does appear to get into the

‘educational situation 1n many chetto situations).
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II. B. DBiculturalism and Poverty

As the first section of this parer has daronstrated,
one's life adjustment takes wlace largely in terrms of
familial nositions internallv and with resnect to the
larger world. The most obvious fact a»out “icultural-hLi-
lingual families with respect to the larger world is that a
majority of them are weor and most llké‘v to romain poor,

It even seems likely that most pnoor beople, having adjusted
“successfullv® to being poor, resist changing cven when the
opportunity presents itself.

thy should “peorness” hecome a nermanent sort of life
style and be so resistent to change:; affecting notential
success in school, for examnlce?

‘iost important, perhans, for pror families is that thev
seen to heliave that they will remain poor -~- in many cases,
they can noint to actual moments of success in retelling
the rind of familv historv vhich internrets to tell children
"wvho they are“. But somecthing hanpens, and the success is
transitory and unreal, not to be trusted -- it can't hapne¢n
on any permanent »asis. This )Find of history hecomes a
self-fulfilling prophecy, hecause the kinds of consistent
skills nacessary to bhe non-ooor are either not availahle to
the family, or they deeplv helieve that thev personally
cannot maintain success

Arother factor is that th2 noor farily seems to he very .
suscephtible to succers fantosic sy they seem to huy the Amer-
"+ ican cuccess nytlas of rans to riches as if it were much
easier to achiecve thwn it actunlly is, and also, to accent
cach point of momentary failure (e.g., in school) as a con-
firmation of their ovn personal inakbility, rather than as
a learning expcrience in pursuit of their success fantasies.

There appears to le little consistent knorsledge in woor
families of how to give sufficient support to children vho
are experjencing momentarv difficulties. Such moments,
vhich would bring "successful” families' energies to hear on
the sitvation, are likely to he accented as confirmation of
the "per: ainent” lack of ahilitv of* thie bicultural-hilingual,
noor child. “'anv teachers also seem susceptible to malking
these Kkinds of judgements, exnecially for ncor children.

The teachers teond to confirm the nicture of the child as a
failure rather than vigorousls attemntlng to chanqe it.

Closely related is the apparent inability for nocr narents
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to forward nrojrect in anv very positive sense. TProfessinnals
vho speall Standard Fnglish speak of pocor peonle as imnulsive.
Poor people would no doubt describe their behavior as realis-
tic given their history, daily interaction, and the nerspec-
tives from which they view their children. Perhans this is
related to winv family support seems to ke lacking to nove
children through difficult mements rather than using ther to
confirm their own views of their children's limited life
chances. In any case, the effective time dimension of poor
neople is often quite short; their wrojected view of the
future is that things will remain pretty stalle for them and
their children.

Reports on noor families indicate that they are often

very happy places internallv. But thev develop or confirm

a bad sense of themselves when they or their children become
public in any way. Poor "hites, for instance, in hospital
or other institutional settinqgs seem to snend a disnronoy-:
tionate amount of encrgy telling their children to "shut np”
and effectively disappear. This-is an exarple of their lack
of forward projection; inst2ad of tcaching or letting their
children learn about the varions “worlds"“, they tell them --
in effect -~ that they do not "bhelong” there, and never will.

But most of all, the lacl of forward projection is felt
in the kinds of expectations (and actual familv enercies)
that parcents have of their children. (Perhans it is not
forward but upwitrd that is the issue.)

ITr. “tealities in the School Sctt;ng

If a groun accents the external image as their (intexnal)
reality, therc seems Lo he little possibility of mainstream
education leading to significant lifestyle change. Interest-
ingly, it seens even more difficult for educators who' them--
selves derive {rom the bicultural-bilingual groups in which
they teach.

Teachers, who have "moved up" from poverty have done so
often in the image of the extarnal majoritv view of success.
Although they have made it "out”, hicultural-bilingual
teachers, teaching among poor children of their "ovm' grnuns,
often seem to confirm the negative view the children already
have of themselves, rather than attemnting to "pull un'" the
entire group. They are, in cffect, splintering agents,
selecting some children (e.g., those who alrzady have war-
taken of the ""hitening image" proce:s) for potential success
but confiyming doom for most of them.
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At lcast some of: the blcultural blllngual communities
vwthich are educationally prohlematic at the present time seem
to derive a great deal of pleasure, .and/or have a major in-
volvement wlch_otner people's behavior, style, feelings. -
This is particularly true of the Black ’Amerlcaa community-
and seems to characterize the Native American comnunity verv
deenly. 1ot only does this “people-concern” pose an educa-
tional prohlem (we pay off mostlvy for individual children's.
abllltj to attend to abstractions and symbolic systems, not
hov well: they understand other people), but it is also very
difficult for an outsider to learn to . '"recad" insiders in the
same ways as-the'insiders read one another..

r"h:.s posea tno tjpes of oroblema to the educator'
1) whether and how to reward the. excellent ‘people-recaders",
and learn how to shift their already well--develoned: ohserva- -
tional skills from the “obhservational-present’ to the svmhollc
and zbstract (I don't kelieve that symbolic.skills are
very dlfferent from obaervatlonal ones);. 2) the children
most likely will judge .and categorize others in terms of avallf
able group-internal ,tereotjoes vhlch may be qulte olfferent
from those of the teacher(s)

Perhaps the moat qubtlo 901nt in atudv1ng blcultulal-
hilingual chlldren is not that they are,inherently so dif- ‘
- ferent because they think in another language or culture, but
. because they tend to organize and interpret behavior: 1nto '
categorles,;slots, and stercotypes vhich-are different - from
the.-outsiders,. partlcularly from: those (teachers) who are
‘ oure u;xactcally oriented. 'Childxen's notions of a easonabe*“
or "nice"’teacher is cerlvnd from a composite view of their’ -
- own, thelir parents!, pcer° re oo o family.. "*ny minority
- children secm to comé to scnool with the view, for examnle,
that any "nice, Vlhite lady” is a boss~tvroe, and the child.
should e her servant.* Others cone. to the.school scene
with.quite dl;;ceent chthres -of. vhat 'S haonenlnq.-

- Teachers are sens ltlve to facto °S, such as. 51b11nn 90"1—5
" tion because that type of famllv factor is nlnsent in their
wn culture too. - Statements. sucb as; "the bahy "“one brother
with five sisters®, “only child", -are. mean‘ngful to them.
However,‘the teacher is ccnerally not Drepared for Children

+

* The cla51c response to uollte Glack chlldren - wno_caPt
their eyes to the floor when spoken to by any. adult -- is to.
1nterpret tnem as veak gu1ltv, or dunh" T

ey T . .:__ (R o
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vose style of presantin~ and evaluating themselves is the
product of a different cultural hackground than her own. Tt
is very difficult to senmarate out the personal and familial
factors tg which tenchers are usually "cn51t1ve, from stvlis-
tic factors which other-cultural children bring to school
vrith them and to which teachers are often insensitive.

T"or exarnle, the teachers of ilative American children
often complain: “They will naf respond: they do not get
invokved, much less 'turned on'." *ost non-Y¥ndians sre very
little ex¥pression in the Indian child's face -~ the one that
is usually presented in adult situations. The children are
extremely shy, which the teachers interpret as dumb and un-
interested. The children will not volunteer to answer
auestions: they are extremelv serusitive to any nulklic disolav
as "showing off" and are constuntly aware of the feelings
of their classmates. The teachers tend to respond to these
characteristics of Indian children and project the chilAren
forwvard as potential failures. Clearlv, the first nrohlem
is that the children and teachers do not understand one
another's cultures and therefore misread ard misinterrret the
other's bechavior.

The pathos lies in the fact that the teachers in their
experience are essentially corrcct ~= the children will mast
likely fail.

The error lies in the fact that the failure is attrihuted
to the children's 1nﬂ1v1dual canahilities, rather than to the
lack of rmutual insialit on tne part of tcachers and students.

The major point is that the ch*ldren and the teacher
are very likely to have different frameworks of operation anc
intergpretation; the tcacker has to be able to discover these,
and more difficultly, learn “ov to move from them, learn
what support means for different }inds of children, and will
need the support of i.er colleaquns, nrincipals, and teachers
as well in this endeavor.

Group- bcundarv games: A good deal of the activity in
the early primary grados concerns children learning who they
are. Depending on the settinc (ghetto situation versus
being a super-minority), the children come to this tnowledge
in different wvavs and at different rates. It is very “"tricky",
educationally, to know how and vhether to cnhance and teach
children vho they are -- or to avoid it!

The boundary game nhenomenon seems to get activated verv
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much aloacside the development of the children's hodies and
psyches as proto-aduvlts. They are, most directly, the “try-
ing-on* of »dult roles, the attempt to be "realistically®
Black or Irndlian, as introjected into the sub-adult.

From time-to-~time the oroblem of group identity arises
in many school situations, and the “bhoundary gare’ mav ha
rlayed out. It mav arise hecause some teachers begin to
act 1mn11c1t1y as if the groun oxists, but denv it publiclv;
n.q., too many" E.ack kids, and not c¢nough “hite kids et
suspended after a fight: or hecause the internal communitv
feels that its children are "losing® their heritage, ctc.

In playing the oundary game, children who identifv or
are identified as belonging to some sub-culture are made to
feel that this particular identity should take on central
importance in school. Jewish kids will not sing Christmas
songs! Some cafetecria talles of kids will be seen as tables
of, sav, Black tahles or "mixed" tables, or anti-~Rlacl tahles,
Boundaries will b»e drawn and sides taken.

Since the realistic, hones t handling of the children's
bzhavior has not yet been certified as within the educator's
domain, hy either the cducation establishment or the parents,
the children and the teacher who operate within a culturally
realistic¢ framework will inevitably be chastized. ‘'ost
teachiers, at the voresent time, seem to lack the skills for
both handling the child's behavior and handling the reswvonses
to trecting the kid within a cultural model and instead gzt
a lot of institutional support for blamirg educational dif-
ficulties on their clients -~ lov I.N." and all that.

Pathex there should be a lot of support around, hased on the
facts of this auite common, essentially political experience.

Nealistically, I don't think nroblems of cultur: con-
flict are scluble until the children are recognized as
highly political creaturex who have individual and groupn
strategies. The individual vill almoly not receive the
teacher's message unless and until he is comfortable and
supported in his own terms, in the classroom scene.

“he school situation reflects the percentions in the
larger community. In a situation where a bicultural-lhilin-
gual group is-a very minor minoritv, its actual experiences
are likely to be cross-cultural to a large extent; in ghetto-
majority 51tuatloh,, this is not true -- the minority cul-
tural croup is the effective majority. In both cases the
rasponse or reaction of the bicultural-bilingual group to
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thie external “majoritv*’ can be of two h“:asic tynes.

1. “he bicultural-bilingual group sces itself as verv
similar to the majority in terms cf life-styles,
ideology, futures -- these are peonle who seo suc-
cess in White majority -erms; tihey differ from the
majority in terms of only a few fcaturzas such as
religion, marriage nartner seclection (e.qg., the

. Kennedy familv).

2. The bhicultural-bilinqual groun may be a !ind of
counter-culture ~- that is, it tends to identify
against the majority view, and does this by pick-
ing out a few features vhich it sees as being stereso-
typically "White," and .chooses to live hy ‘essentially
the opposite or very, very different features. If
ambition, ¢reed, and monetary success are seen as
the ouvstanding majority features, the counter-
culture {e.g., young, middle-class "hite "freaks")
tries to sce life's best values as poverty, ecolo-
gical halance, etc.

In real life the situation is rarely completely clear,
and there is a dynamic which affects schools differently
from time to time. A Mite-oriented, apparently assimilate
bicultural-bilingual croup may decide that its memwhership
is being persecuted, and will go "counter-cultural". These
rnovements are often temporary and will disappear if the
bicultural-kilingual perception of persecution is lessened.

If, as in the caze of many Blacks, the counter-culture
is seen Ly otllers as havine a great deal cf stylie ir terms of
clothes, personal carriage, music, etc., tha situation will
be more compiicated. This seams to be so because the out-
side, a goodly nurher of non-hicultural-bilingual kids,
tend to be very attracted to and sympathetic with any moves
toward becoming counter-cultural,

The actual impress of bicultural-bilingual grouns on
the majority culture also must he thouaght of in dynamic
terms. Me must recall that many of our cities have heen a
conglomeration of different groups living mixed together in
relative peace, for a long time. The presence of a bicultural-
bilingual is a perceptual notion and can vary from minimai
to maximal on a numb:- ¢ of jrounds.

The so-called riots of the late 60's are a good case-in-
point. If "riot" is "“in the air", almost everyone potentialiv
involved will begin to interpret much of life as if it is



ominous, whereas the "same" hehavior would havz gone unnoticeA

in another time. ©€r the current sexisr moves —-- all of a sud-
den (from the pcrspective of the "L.C.P.), nhis bechavior is
sexist, although it went unnoticed earliecr, »r mav even have
heen praised. :

The major point is that the actual size (in ahsolute
members) of a bicultural-hilingual community does not cor-
relate directly to hou it is nerceived by the majority com--

_munity.
IV,

The interface hetwveen the educator and the Hilingual-
bicultural child is much more complex than it might awnear
to be hecause there are so many more facets to the nrobhlem
than has been assumed. 1In actual fact the classroom teacher
cannot iknov in advanrte who and where the children are; she
must hecome her oun intervierrer-social scientist, finding
out where the children are, believing that she can do the
job, getting support in this venture at all levels (includinq
some sort of 'live-teaching" cross-cultural consultant who
does not now appear to exist) and discovering as all good
teachers do what wzorks and vhat does not work for different
children in the variety of times and nlaces they £find them-
selves. .

ithin the ‘'real~-wvorld" of teaching, this is mediated
too by the facts of the teacher's school, principal, co-
teachers, where the teacher is and lives, jovs and fcolt re-
wards, encragies, comnetence, otc. AMAs in most hureaucratic
settings, success in maintaining one's po-ition is dependent
noere oa nleasing suncriors (the principal? than on nleasing
or serving her clients (the children). "ealisticallvy, every
teacher senses that success with certain children is more
imoortant than with others, as far as advancing ona's carcer
is concerned.

In terms of doing & hetter job with bicultural-bilinoual
children, the job of good teacking has a potentially large
number of variahles. 8ince, hovever, thev all imninge directly
on each classroom teacher, they all bear consideration and
study. Furthermore, in our teaching system, teacher and
class spend s muchi time together that there is time avail-
able to learn an immense amount ahout the children. A major
nrollem for many teachers is how to sewarate out factors as
individual, familial, sibling rank, cultural, socio--economic,
counter-cultural, or age-graded.
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It may be just az immortant to understaind the Cedree
and kind of analvsis and interpretation iie bicultural-bi-
linqual children do vith each teacker. The children have to
strike =ome kind of bhalance with each teacher; they have
very intensive/extensive gossip lines. So=-calle? successful
students are not just "smart” at book-work, they often have
well-develoned teacher-adjustment/management stratecdies.

Insight into the children in terms of their adjustments to

the teacher requires a kind of transcerdence of situation
which is available. to very few people. It reauires a Xind

of study which compares children and teachers of a variety

of backgrounds to sce how children adapt to the dynamics

of the spectrum of teachers that they encounter. It is very
difficult to eay, offhand, whether bicultural-hiylincual chil-
dren adjust in a particular manner because of their narti-
cular uphringing, or that a given adaptation is What certain
hicultural-bilingual children tend to do when faced with a
particular type of teacher -- in terms, say, of age, oxper-
ience, socio-economic bhackground, prestige--success orientation.

Although I would like to assume and. helisve that all i
teachers are well-motivated torard all children all the tine,
this does seem like it is less than completely accurate. It
cannot even he true of the most loving of parents. *uch of
the educational-pedagogical literature does not seem to take
this into acecount, but imnlicitly »resents a picture of the
teacher as if she were commletelv temperate, self-assured,
in-control, fresh, reascnahle, raflective, and everv other
nrositive adjective which can idealize the kind of parent we
would all like tr fantasize about ourselves. 7ctually the
situation is 1likely to he characterized by a great Jeal of

ariatiorn 2n Gaily, weelzlly, monthly, and school-colendar
scales -~ hoth teachern and children have’ differzn“ial amounts
of energies available to teach/learn -- and all of this must
bhe handled by children and teachers so as to help maintain
and support onz another as well as they can.

The problem of "teacher support is problematic always, ’
but presents special and/or additional nroblems in # bicultural
situation. Teachers ~-- being hasically nrofessionals working
alone in most instances -- plvy their trades in front of very
limitecd audiences. {Thareas the :gingssman has his nrofit,
the tradesman his procuct, the +.:acher only has her children
in a set of relationships in which her personal feelings of
accomplishment and success are very hard to define and make
tangible. Her professional world is ohserved regqularly only
by her children. Tallk ahout her work with other colleagues
and (bureaucratic) superiors depands on having presumed common
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experiences in teaching, hut somehow it is difficulk to convev
these experiences to colleagues in any manner which assures

a depth of understanding. nNecause this is difficult to put
into words, teaching remains a lonely profession.

In spite of all the current literature ahout education,
there is virtually no consensus alout vhat might constitute
teaching success; i.c., how should teachers evaluate them-
selves and their performance? Ilow well their classes do,
relative to some larger (imaginary?) population, how qood
their reputation is, their waqge boosts, whcther some of their

- students go on to greater things?

In the kind of holding operation vhich characterizes
many picultural-bilingual situations, the measures of student
success are quite different than they are in an upper-middle
class "hite suburb. Just to get the hids to their proper
grade reading level in a bicultural-bilingual scene may he
considered a success, hut a lot of votentially good teachers

need to experience -~ in their own terms ~~ a great deal
more progress, pretty constantlv, in orcder to feel good about
themselves. o kicultural-hilingual schools rmust either

attract teachers wvho can live with themselves nrofessionally
in a holdlnq operation, or thev must worl very hard to fefine
and redefince for the classroom teacher how to learn to 1live
wvithethe educational product that that school tends to pro-
duce. In either of these cases such schools become their
own effective system for maintaining the kind of product they
are accustomed to producing. ‘' Teachers who seck znd neerl
more success Or progress, vho want reallv "turned--on' kids
cannot long survive in this sort of scene, and must leave
bitterly?) or kccome socialized to a new set of success
measures for themselves.

The basic problem is that education does not seer to
"own" or have its distinct subject matter. FEducators do not
see themselves as ever heing ahle to make a real contrihution
to the history of jideas or to the nature of intellectual
thought. They horrow methodologies, use outside consultants
copiously, but then turn around and exert their own great
authority onto their students and former students. Schools
of education (including the Harvard School of Education) are
not excellent! Their sense of intellectual esthetic is not
vrell developed - they pass this on to their educational
products, our school teachers. Is it any wonder that the
front-line tcacher is unsure of his ovn judgerients of qualitv
of students?
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"his is evident in the increased use of TI.0. and other
tests to either determine or confirm the teacher's judge-
ments. What the most clear effact of this is in the typical
bicultural-bilingual school is that the teachers nuit
striving for their own continued growth anl excellence,
because they come to bhelieve and accept the notion that
the hicultural-bilingual children are simply incaprahle
of academic, symbolic, abstract excellence. So they tend
tn practice control, teach little personal resvonsibility,
and spend a lot of their ovn inter~teacher talk time tell-
ing each other how hard it is to teach these children.

Thus, the major preliminary prohlem in teachinga bicul-
tural-bilingual children is not that the children are dif-
ferent or speak peculiarly (or even think peculiarlv), bhut
that the teachers perceive the children as somewhat less
than "human". (After all, all humans have a languacge and
the teacher sces these kids &as verbally destitute.) It is
much easier to consider the children objects to he handled
and fed information. This is particularly true of the
hicultural-bilingual child who the teacher is likely to
consider as narticularly different from herself: it apnarent -
permits the school and teachers to treat a number of their
children as non-persons. '

If the essentially nolitical variables can be handled
in a way that teachers and students can hegin to live with,
then {and only then) can the prohlems of teaching, motivat~
ing, presenting ideas to bhicultural-bilinguals be considered.
4 teacher neceds to learn hotw to #ranslate her observations
and impressious into us2ful Fnowledge as regards how bi-
zultural-bilingual children obhserve, experience, and inter-
pret her. If a teacher cannot get some insight into -
how tfe children are reacting to her, it is difficult to
really mctivate them, the teacher cannot find where they
are. The teachers must he able to gain a sense ~- in
communities very different from their own -~ for how the
children regard each other. If, for example, she rewards
“neatness’ and 'punctuality" of a child who is perceived
by his peers as a real "loser", she riins a great risk of
losing the potentially competent kids in her class. 'hile
children's ways of evaluating one another may not he fair
or accurata on all counts, it is their way! A teacher must
gauge this fairly accurately, or she'll lose a lot of
points with her class.

More. observation a%out where the kids find thensclves
may lead to a better sharing of the children's views of
what form and learning is with the teacher's nictures.
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IV. B. Policy Changes in Bicultural-Bilingual Tducation

The primary concern of educationists should bhe toward
increasing excellence at all levels. . Since schools of edu-
cation are approaching a finer level of scholarship and
curriculum development, the major lacuna is in the area of
direct teaching, of pedagoqgv.

Regardless of subject matter or of the particular
nature of students, most of our attitudes alout learning
and success are develoned in the classroom. The daily
interaction; how a teachnr effectively talks, interprets,
asks questions, rewards, rusheg, demands . . . this is
precisely what is not taught to future teachers!

he major policy changes needed are thus at the level
of teaching teachers. In order to implement this, I sug-
gest that the excellent teachers at all levels of education
be identified, their olservations, presentation, percentions,
ideas, be studied.

Those who are most able should be pressed into courses
and discussions on the actual performative aspects of teach-
ing- they should serve as consultants, and should he .avail-
able on a constant hasis to Jdiscuss 'case studies” with all
teachers. lHere, the medical model of pedagogy is probably
the best ve have with certain cautlons (e.a., “Medicine tends
to teach by “fear"!) :

A primary Jdifficulty in nromoting educational excellence
is that there has keen no Ynay-off” for qood teachers, ex-
cept the vaery personzl reword of knowing that one has done
a good job. ~This alone can probahlv sustain a good teacher -
for ¢guite a whllc.'

‘iost of the “great” teachers at universities are not
rresantly located in schools of cAducation. 'That this means
is that future teachers ar= not even exrnoscd to their neda-
4o4gy, the "art of teaching"; nor are teachers who return to
school for more "%raining" likelv to meet them. :

There are a number of axcellent teaching stvles: these
vary according to personality, subject matter, class level.
2ut cach future teacher should be abhle to study with, or
at least be expoqed to, several of the best so they have a
sense of what is axcellent, its types and varieties, and
purposes. They should not just he exposed to the teachers,
they should be able to discuss with him 'or her what they are
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doing, why; how they make certain teachlng points, how thev
conceptualize a course, how thev examine, hovr they “read"
students' responses.

Clearly, anyv particular teacher or styvle will not he
anpropriate for all other people or suhject rmatters, but
one must gain a deep sense of ~ualitv, an esthetic for what
good teaching can mean. Tt takes several vears of personal
exnerience in actual teachina for anyone to develop his or
her full capacity. Dhut in order to continue to ﬂevclon, one
must have seen others and sensed their struggles in develop—
ing.

Future teachers should become acquainted with the forms
of teaching, how and when to use them; the lecture, the dia-
logue, coachiing vs. teaching; how to get a class to feel

esponsible for the subject matter rather than vielding that
to the teacher; how to negotiate power with one's students
rather than having to exert constant control.

For those who will teach in »icultural-bilingual situa-
tions, they must have coursework in such thinys as language
and culture - a sort of amplied linguistics-anthronologv.

I difficulty here is that most scholars who would teach such
coursi2s have bheen rore interested in "facts™ ahout language
and culturc and less about the variety of perceptions which
people bring to the real world. (There are a very few
people who study and tcacH at the leval of cross-cultural
perceptions.)

Another aspect of nolicy toward excellence in teaching
is that there must be perceiverd “"growth" areas available
to excellent practitioner-teachers, wvhich do not comnletely
vush them out ¢f teaching. Somehovr, if one is good, he .
usually gets to be an administrator -- for monetary reasons,
b:aat also because wanj really good people feel a need for
continuous growth

It appears that continued intellectual or didactic
cxpansion is net presently available tc teachers. There
need to be forums for discussion of ideas and teaching.
Those scholars who care enough about their own subject
matters to have become excellent teachers rnust be engaged

and give their views on teaching as they live it and make it
work. :

Lastly in this context, the university vorkinq across )
its range of disciplines nust hegin to set up ongoing studies
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in pecdagogy for future (and present) teachers of teachers:
for those who will e the professorial staffs at the uni-
versities and colleges of the country.

The magic of the university as the fount of wisdom is
still shared by many teachers. Their reference noint, their
orientation, the realitv of their being a scholar-teacher
remains invested in their own professors. Tor this reason,
this is the leveraqe point in our educational system for
effective action. I foresee little improvement in education
at any level until the universityv teacher-certifiers are
representative of the lest scholar-teachers.

In the specific context of bicultural—bilinqual educa-
tion, the overall nicture i¢ essentiallv the same. xcnl-
lence and success in working across cultural lines must
be noted and rewarded. At the present time there is not
even a vell-develoned scholarly field of cross-cultural or
inter-cultural comminication. "hat there is tends to reside
in speech~communication or journalism departments, whose
main aim is to get “messages"™ of the majorityv~teacher across
the boundary to the minorities, but there is little attempt
to understand the persnective of the recipients of these
"truths™, except as they are akle to receive them . . . or
not! In the real world of politics and business, this atti-
tude would be recognized and called "imperialistic"”.

The anthropological notion of the "narticipant-ohserver"”
represents , I helieve, a dceper anproach to kicultural-
bilingual education than a more experimental, methodologically
rigorous one. ‘‘Yhe maior nroblem in teaching across cultural
lines is to find out where the students are, how to motivate
them (in their terms), and how to paﬁkage the material in

eful and attractive manners.

The bulk of educational change has concentrated on the
packaging of materials. But it is amply clear by now that
unless one is able to gain and maintain rapport, to figure
out how to keep the kids “turned-on", the package is almost
completely irrelevant to the task. ”he first wrvay to find
out how to teach across cultural houndaries is to watch the
people who already do it wvell, vhile constantly working as’
a participant-observer; attempting to feel, to sense the
variety of perspectives that children bring to the classroom.
The cost of not Jdoing this, as we see it happening now, is
a continual. ' hardening of those cultural lines which, as
liberals, we have tried to iqgnore or deny.
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Since the usual cost of explicitly recognizing cultural
differences is tied directlv to accusation of racism, the
only way around this is to seek excellence for all. The
most direcv way to begin is to identfy the pecple who already
do an effective joh, givz them a forum for teaching others;
and let them “grow" in their own terms. 2As it is now, it
is so difficult to maintain the excitement and dyvnamism of
the true teacher, that she or he eveantually must tune-doi'n
or turn-off fron lack ¢! growth, lack of supnort, lack of
any sense that quality pays off. 1In maintaining this scene,
wve all end up as losers! .




