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PREFACE

-

: . ] , . .
The Program' for Educational Opportunity is a -
university-based institute designed to assist schoo}l

—districts.in.the process. of desegregation based -on

racer'natlonal erigin, and sex. The Program, based
at The Universjity of Mi‘chigan, was established by the
p.S. Office of Education pursuant to Title IV of the

1964 Civil Rights Act.

Besides providing. ln-dlstrlc sarvices on request
s and without ,Charge to public schools in Michigan, the
Program aqnually conducts a series of conferences.
Severatl coqferences were held during the Winter
and’ Sprlng of 1975-76. covering topics of critical.
lmportance to school board members, administrators,
Papers from these
\sets of. '

conferences are indorporated into several

teachers, studentsxxand communlty.

proceedlngs, this -oher among them.

To the consultants from ofessxonal assocxa-

.

te .

tlons, governmental agenc1es,'un1vef51ty communltles.
~and pract1c1ng educators and attorneys, the Program

\expresses its apprecxatlon for their sharing of

"experience 'and dedication to the prqposxtlon of equal

Cu educatxonal opportunity.

Speci#l appreciation is due Dr. Wllbur Cohen,
" pean of the School of Education, for his contlnu;nq

‘‘interest and support of the Program.

P Finally, contributions of the individuals respon-
.sible- for the'planning .and coordinating of the confer-

ences, and these proceedlngs are acknowledged

CONEERENCE COORDINATOR: |
2 Michael J. Garcia : ‘&
 RESEARCH AND EYALUATION:
Judith Hale" ™ S
. _TRANSCRIPTION“AND TYPING:
Betty Evans - .
AUDIO-VISUAL ASSISTANCE:
Colleen Birgchett-
COVER DESIGN: - s

.

The University of Michigan éublicatibns

Yo Arthur Spinney
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W . - INTRODUCTION |’ .

», ¢ '
'Charlb? D. Moody, $§.*

{ The willingness of somd'adqd&tors, politicans,
and lay citizens to question the‘meltinq pot thqory
and recognize its many myths has'led to a number of
curriculum and instructional reforms in bil;nqual- -
bicultural education, _ § o \

It is not ‘my intention in this brief introduction -
to give the impression that bilinqual-biculpural
education was brought about ‘overnight or without a
great and still continuing struggle. Bilingual-

- bicultural education"is not new to the American
. education scene; in fact, a search of the literature
reveals some'of the new theories and concepts of .
bilingual education were being proposed in the late
1920's and 30's. What has brought about this latest
resurgence of bilingual-bicultural education?

I% is our hope that the articles included in :
these proceedings from PEO's Bilingual-Bicultural T
Conference .will give dome insight into this new wave

- of bilinguaéism sweeping the country. - s

The artiicle by Casteneda, Herold, and Ramirez

¢ advances the notio that there is a "New Philosophy
of Education" e ging that embodies the concept of
Cultural democpécy and removes.or at least minimtzes \\\ «
the pressures of acculturation, .the melting pot, i
Cultural exclusion, -and the pressure of'Socializapion.
Thg three conclude that: . e

I3
'..7 creating culturally émdcratic learning
énvironments, while ch lenging, is . )
certainly within the asp of all educa- .
tors. A beginning cahnot be' made, . - D
however, without abundant information . o
concerning the language and heritage, . o
values and learning styles of culturally 24
diverse children. :

Another possjible contributing factor 'to this
resurgence may be fouhd within the legal ‘aspects of
bilingualrbicultivral education as presented in ‘- '
Steinman's article, "Lau v Nichols: Implications for >

Bilingual-Bicultural Education.™ In this article, - . , .
he -discusses the nature of and-reason for the lawsuit,

£

7-Charles D. Moody, Sr. is ‘the Director for the ™
‘Program for Educational Opportunity in Ann -Arbor,
Michigan. ’ , :

J.

ix
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; D
the trial court decision, the appellate court dcq}-
albn, and the leqal foundations for bilingual education.

As one“reads t#is article, it becomes readlly apﬁﬁke A
what Stebnman means when he states: \

’ ' . .

The Lau decision stands: aS'both‘a‘mand!ﬂg *i*'*_

and hallenge. It reoognizes that . )

school districts have affirmative-thliga- o

tiohs toward children who are differens, .
who bring to the educatiom arena barrders® .
) wnléﬁ‘“ESE_Bh ovarcome before the -putposes™ T
of our educational system can be achiiyed
Other possxble factors in answering the
resurgent giestion may be found in the articles of
Troike, Dorina Thomas, and Kiddle in the sdction,
Language and Linguistlcs in Bilingual and Bicultural

" eEdutations foa e

Culture and bilihgual education ,are treated in
articles by Bétances and Sesi, Betafices in his
article advances the followxng five reas 1s for
billngual education:. _ éﬁ )
< . )
. vehicle for ‘transfer of informationy’
. ability for self express#¥vbn; ‘.
3. relatlonship between school and home;

e

5, supﬁort dlverse cultural vadues,

L]
Se51 s artlcle ‘gives.lug scme 1n51ghts into «he
cultural, social, and educational backgrounds of ‘the
Chaldean and A;ab stuldents in Michigan schools®), -.

. The articles by Martinez, Xuan, Katra and Cline, -
" and Jesse Themas deal with practital technlques and
. strategles of bilingual education.

Lol 2

of Amerlca 8 children .as an asset -- an asset.-that we
in Michigan can engourage by implementing.

' We waht to be able :to accept, respectgxénd b
nurture the -language and’ ulture ‘of all our’ students
as we strive .to make equa ucational opportunlfy a

reality in Mlchlgan schools.

v

2

The Un1versxty of Mlchlgan
Sprlng, 1977 *

2

3 .
4. encowypaging language diyersity in.the U. S.i
5 .

. , We hope that these proceedings will help e .:
educatofs to view the languageé 'and cultural dlvggsity
h

K3

"

.o
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. A NEW PHILOSOPHY OF EDUGATION

. ' ‘ Alfredo castaneda*
P. Leslie Herold* )
Manuel Ramirez III™ ’ h
This article (s neprinted gfrom New Approaches
te Bilingual Bicultural Education, no., |
pubZished by Disseminalion Cenfenr fonr . ‘
Bilingual Bicultunral Education, Austin,-Texas.

Cultural Democracy

’

In this manual, we éxplore many issues concerning
the responsibilities of public education to the
Mexican Amerikcan cgfld. One of our first concerns
will be determining the nature and extent of these
responsibilities. Should these responsiblities be
thought of in terms of helping Mexican American

children master the traditional schdol curriculum?

Would it be enough to present the traditional curricu-
lum in Spanish as weill as Endglish? Or does the
responsibility of publlc education extend beyond these
concerns?- Should public schools transform themselwes
into institutions that promote and encourage regpect
for cultural dlversxty?

The answers glven to these questions depend in
-large part on one's philosophy of education. The
importdnce of these philosophxes should not be under-
estimated. They determine how educators think of ’ .-
their responsiblities and, perhaps more importantly, . g
dictate that some things should be included in the T
classroom and that other things be excluded. Educa- -
tional philosophies are not simply the subject of . - :
books -and scholarly papers.: They are vividly reflected
in the day-to-day activities taking place in every
educational setting.

A critical examination of educational philosophy
is in order if what’ occurs in an educational setting
.is judged to be detrimental. This manual deals
largely with just this issue.. It is our conviction
that what typically happens to Mexican American 4,
children in the public school is detrimental and, for
many rehs?ns, in nced of fundamcntal change. ‘We

' "AIfredo Castancda, P. Lcslic Herold, and Maguel

Ramirez, are professors at Stanford University, .
California State College, and University of Cali-

fornia, Santa Cruz, respectively.
)

.

~

.3
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'attribuxe this statevbf affairs largely to. the -

commitment of American gduecation to philosophies

- which are unsuited to requirements of the present.

Following a critical evaluation of trdditional educa-
tional philosophies, the manual dicusses a new
philosophy, cultural democracy. o

In 'sharp contrast.to older ideas, cultural demo-
cracy emphasizes the right of every American ‘child .
to preserve ties'with- hig home and community.
Specifically, cultural democracy recognizes' that, -

Q, children are subject to
many years of culturally distinct s cializing
influences. Much of a child's idenflity and his
orientation to the world is based on these experiences.
Undermining a child's ties with personally meaningful
aspects of these experiences is culturally undemocra-
tic. . - .

The philosophy of cultural democracy stresses
‘that the home and community socialization experiences
of all children, regardless of cultural background,
are valuable in their own right. Rather than.being
overlooked or forcibly ex¢luded, these experiences
should gerve-as a starting point for children's
exploring previously unfamiliar language, heritage,
and values. In the case of Mexican Américan children,
the language, heritage, and values emphasized at home
can serve as a framework for becoming familiar with
the Anglo American culture .-

Defining the responsibilities of public educa-
tion in these terms is not without precedent. The
traditipns of American democracy in principle ensure
the right of éach individual to pursue happiness = .-
within certain broad limits on his own terms. In
‘practice, however, this fundamental right-has been
seriously compromised by repressive policies.of )
powerful social institutions. The following section
traces the history of this conflict, particularly in
sthe context of American public education's role as a
spokesman for the values and life styles of the
dominant culture. :

v
-, [

Acculturation Pressures in Histdricailperspective:
The Melting Pot —

America has been populated by extraordinarily
diverse groups of widely different racial, ethnic,
and religious composition. Early social philosophers
often argued that the unique American character had
developed from a pooling 6r combining of these many
separate groups. The expression "melting pot" has
been used by many observers to describe the process
by which a new (and unique) uniformity emerged from
the initial diversity. One version of this doctrine
stressed that the result of the melting process was

' : 4

15
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_preserve cultural distinctiveness is to settle for 4. v

% ~ .
superior to any of the indiwidual ingredients before
melting. Some remarks made in, 1916 by the noted
American educator-philosopher, John Dewey, illustrate
this idea: . ' .
: ‘ ra. _
‘I wish our teaching of Ameri€an history in the
‘schools would take more accdount of, the
great waves of migration by which.our land -
for over three ceptyries has been continuously
built up, and mawe ‘uery pupil consciops of
the<rich breadth-&f our national make up. . ¢
When every pupil recognizes all the factors
which have gone into our being, he will
continue to prize and reverence that coming
from his own past, but he will think of.it
as honored in being simply one factor in
forming a whole, nobler and finer than
itself. (1)

\ . N
Dewey's wision of -the superiority of the melted .

‘product over the individual ingredients seems to
. follow from his statement, "nobler and finer than

itseLf." Dewey clearly seems toO say that one's own
cultural heritage is acceptable, but when it has
melted with others the resylt is even bettér. ToO :

second best. Despite the liberal overtones of Dewey's
statemient, the permissive (nonexclusivist) interpre- . = vk
tation of the melting pot has carried a hidden L
message of cultural superiority; that the uniquely

American cultural.product, if not kest, is 'at least

_better than products of the preexisting cultures. . - ' v

The message to the child who has’'not yet "melted" is
clearly negative--that which fe is, in and of itself,
is not_enolgh; there is something "nobler and finer."

The Uncontaminated Melting Pot

~

Another interpretation of the melting pot is
less-penmissive or tolerarrt. According to this inter-
pretation, some groups (whether racial, ethnic, or
‘religious) are thought to embody traits which are
unworthy of being injected or infused into the new
character.: This view emphasizes, in other' words, -
that certain groups should divest themselves of
objectionable qualities and, i conforming to an
essentially Anglo-Saxon idedl, become indistinguish-"
able from those who embody the ideal. '

The exclusive Anglo-conformity view interpreted
America as a cruible into which all non-Anglo-Saxon
ethnic groups would melt. This doctrine received its
fullest expression during the so-called,"Americani-
zation" movement which swépt the United States during
world war I and carried on into the 1920's and 1930's.
While the Americanization movement had more than one
emphasis, essentially it was an attempt at "pressure

‘160



- ' . Log!?

vcoéking assimilation." fThe immigrant was stripped of
_ his native culture and made over into an American
/ " along lines of the Anglc-Saxon image. The exclusivist
tQne and flavor of the Americanization movement can
be) vividly appregiated in the writings of one-of the.
‘more noted educators.of the day, E.P. Cubberly. This
gduqator (for whom, incidentally, a building at i
Stanford University is named) characterized the new
Southern and Eastern European immigrants :as "illit~
- - erate," .*docile," lTacking in "self-reliance" and -
"initiative," and Presenting problems of "proper .
housing and living, moral and sanitary- conditions,
honest and. decent government and proper education."
' American life was thqught by, Cubberfy to havde been
’ made:i}fficult by the presence of these new groups.

. ;‘Eﬁérywhere these people settle-in .-
groups:or settlements, and to set up their
national manners, custdms and observagpces.
Our task is. to break up these groups or
settlements, to assimilate and amalgamate
these people as part of our American’ race,
and. to implantsin their children, so far
as can be.done, the Anglo-Saxon conception
of righteousness, law and order, And our
popular ,government, and to awakenfin them . ‘
a reverence for our democratic institutions .
and for those things~in our national life

. - which.we as a people hold to be of abiding

Ao T worth. (2) ' r n

© 4
¥ e

. - . N Y
These remarks by Cubberly have been somewhat
lengthily recorded because they identify the assump-
tions underlying many of today's efforts to rationalize
the .relatively low academic achievement of many
‘Mexican American children. These same assumptions
Jraveg molded the character of current efforts to "help"
-~ culturally diverse children thrqugh compensatory
educatiofi. For example, Cubberly's remarks imply that -
the "manners," "gustoms," and "observances" existing
in the child's hdme and community, i.e., his culture,
are inferior and peed to.be replaced and implanted
"in so far as can be done" (to use. Cubberly's own .
bhrase) with the Anglo-Saxon cultural ideal. To..
"break up" these groups is justified by their failure
to meet the requirements of modern civilized 1life.
‘Both versions of the "melting pot" phi sophy
(permissive and restrictive) sériously compromi¥ed.
the right of minority children to remain identified
with their culturally or éthnically unique socializa-
tion experiences. Children were daily. confronted
with teachers who fully expected the child to identify
exclusively with mainstream American ideals. The
possibility of bicultural identity (if mentioned at
all) was considered to be incompatible with school
achievement.

- .
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There were, .of course, objections to these
pressures. Some argued that children were being *
forckd to chdose between two identities (presented by

-7the school as conflicting) ‘at & time in their lives
"when ‘they were incapable of fully understanding the’
. conse uences of such -a choice. Most of these objec-

tions, however,; were not seriously considered. The
soc1a1 climate was more conducive to reaffirming the
‘wor ‘of 'traditional practices.- Thus persons advoca-
tlng that the schoal should help preserve premelting
.pdt’ cultures have .long encountered a suspicious and,’
'in some cases, an ‘openly ardtagonistic social climate.
More than justi a social philosophy is required-

. to undermine civil rights. Rights are endangered

when persons’ come into close, sustained contact with
institutions which have translated essentially undemo-

cratic philosophical viewpoints into everyday practice .

«—and policy. Probably no single American institution

h_has done so with more impact than public education.

Three Facets of Cultural- Exc1u510nlst Educat10na1
Policy ‘o

At the most obvious level, Americam public
schools hive developed and (marketed) a very one-sided
history of the American people. Recognition has been
afforded largely or entirely to historical figures
who embody traits and qualities prized by the domin-
ant group. Either overleooked or seriously distorted
were the contributions of Native Americans, Blacks,
Mexican Americans, Asian Americans, women, and the
poor. In a 'slightly lesg obvious g; direct way, the
public school curriculum ‘has attacHed importance or
value to ondy those cultural, social, and political
institutions which the dominant culture considered
to be, in Cubberly's words, "of abiding worth."

Yet, in our view, neither of these two con51dera-
tions has -been as potent in undermining the integrity
of the American minorities as %he policy of excluding,
or openly condemlng, ‘certain home and community

"socialization experiences of culturally diverse
children. 1In question here areculturally distinct -
patterns of communication (langugges and dialects

v

as well as subtle styles of comminicating nonverbally),

patterns or modes of interpersonal relationships,
‘approaches to thinking and classifying experience,
and value systems. Thus the culturally different
child historically has encountered not only an, ’
exclusionist, alien curriculum, but has; come face

to face as well with teachers representlng over-
whelmingly unfamiliar langhage, ways of relating to
¢hildren, thinking styles, and values.
: To further compound the adjustment problems
these differences pose for culturally d}verse child-
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ren, American public school teachers have character- ,
istically considered it their professional responsi-
bility' to bring minority children into conformity~

with mainstream American ideals. - In.other words, .
the scheol has been ‘interpreted as a plage for '
children™to rehearse a restricted set of linguistic,

»

- -

for being lahnched into the curreénts of the main-
stream cultude. : As a result, some educators have !
punished and humiliated ghildren for doing things in “ '
the classroom that were expected or. required in these, -
children's homes. Wishing to help their students and/

to pregare them for adult society (as they understoodg
it), teachers have done whatever thev considered
necessary to rid their Pupils of" undesirable differ-
ences.” Eliminating a child's cultural preferences

.was not interpreted as undemocratic, but rather as

a compelling necessity. Teachers typically have been

so confident of their own values and goals (or taken
them.so much for granted) that they have prevented
children from choosing which part of their upbringing i
they would preserve and which part they would abandon

-

. or modify. :

Socialization Pressure in American Education

.

. The preceding section should not be interpreted

as an attempt to vilify public school teachers.

After all, teachers ‘don't arrive at an understanding

‘'of their professional responsibilities without being
influenced by other pPeople. As is,true of everyone,
teachers' values and interpretations of the world,

are greatly influenced by the spirit of the time in- ]
which they live. Different traditions and assumptipns
become popular during a person's lifetime and &
become woven into the person's perspectives.

As students enter teaching credential programs,
they encounter currént ,social, philosophies and are
gently pressured to make these.-philosophies or out-
looks .their own. Unfortunately, the assumptions
forming the basis ©f these philosophies or perspec-
tives are rarely brought to light or criticized.
Instead, candidates for teaching credentials are
asked to accept a certain brand of teaching and
curriculum not as the expression of certain values
and traditions, but rather as inherently good and
valid. ' .

In spite of claims to the contrary, all teaching’
practices and curricula follow certain assump-
tions -fusually unstated) about (a) what children ought
to learn or experience, (b) how they ought to learn,
and (c) how the teacher should participate in the
learning process. By far the longest-standing
philosophy and tradition addressed to these issues
is the "Conservative-Essentialist" philosophy of
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The Conservative philosophy of edu.atlon is
bu11t on the assumption that the only legitimdte
. function of the school is ta famlllquze children
with "tried and true” skill's: .In the view of many
historians, this approach has permeeted “américan
education from its beginnings and has. led to a . .
‘general consensus that the proper functlonrng of(the
.publié¢ school Jnvolves the following:

1. The mission of the schoel with respect to
sociéty is to transmit the-essential elements

of the social heritage and to preserve the‘ B
character of the social order. -~ C
2. The mission of the school with reSpect to

the indivjdual is to develop disciplined and
rational thought processes as well as loyalty

to essential social values.

3. The curriculum is made up oOf an ordered
sequence of knowledge which represents the .
hlstorlc truths of the society. The curri-

) usually structured into academic’
subjects of English, mathematics, history,

' ' mnd foreign languages. - S
is. the art of transm;ttlng know-
ively and efficiently. (4)

This vision of education became firmly>entrenched
with the coming of e industrial age and the flood
of persons from rural\areas (and from abroad) to meet
the needs of business d industry.’ One. famous
educator of the day, CubRerly. (cited earller), stated
the argument clearly

4. Teachin
ledge effec

our schools, are; in 4 Sense, factories in
which the raw products (&Qlldren) are to be
shaped .and fashioned 1nto‘products to meet
the various demands of life% The specifi-
'cat;ons for manufacturing from the
demands. of 20th. century civflization, and
’it is the business of the school to build
its pupils according to the speci lcatlons
laid down.. This demands good tools,,
specialized machinery, contlnuous measure-..
ment of production to see if it is according
to. the specifications, the elimination of ’
waste in manufacturing, and a latge varieEy‘
in the output.(5) .

.We should not be misled by the commitment to "a
large variety in the output" -and reach the concluslon
.that diversity was encouraged by the schools.
Actually, diversity wasg fine as long as pupils
differed from one anoqher with respect to a narrow
range' of skills and abilities. DlverSLty in the
form of culturally unigue values, larnguage, and life
styles was neither accepted nor cultivated. Thus
the conformity pressures of pub11c schooling not only

Ce .
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paralleled ‘the "melting pot" p#¥sures, but were
strengthened by thé populax séfitiment that to resist
thege pressures was'sélffdefgating and gvgn.QQpagiirv
otic. In.this_atmosphere'of“bogformipyaén”}hnphégkgd" .
enthusiasm for .a new age, .the Ameriédn“pﬁblic-gavé:.vi .

the public schools great:latitude. to ‘assume ‘fany of . °
- ' the respgnsibilities “*for socializing children -that, ‘% . |
Prior. to the industrial age, had always been :' . - 3&. _«T

- ‘congiflEred the 'sole responsibility of the:family.

;" - cultural values, the goal has been to.teach under-

~__a clearly identified set of values an'd morals. In -

s

E implementing this new 'socializing function, ;.-
public -education appears.to have addressed itself - . - 1y
‘largely to dbjectives in ‘three areas: (1) language . .
and heritage, (2) cultural values, and '(3) learning

. and teaching styles..  In the .case of language™and

-. héritage, - the goal has been to cultivate respect. for

~ *socliety's heritagg and to create a healthy self-
concept based on the child's .patterning himself after

various features of.that heritage; . In ,the case of

standing of society's standards so. that children.
< will behave in..accordance with a .conscience based on

“the—case of learning styles and teaching styles,
theﬁ§ggi\hasxbe§n to familiarize children with ways"
of thinking, remembering, perceiving, and problem
golving that fit within the*societfy's traditions.

. Close examination of ppblic education_reveals,

. however, that what exists in the typical classroom -
is almost exclusively the language, heritage, values, ——-
and teaching styles of Anglo American middle class
‘society. Historically, then,-the public school has
been monocultural in conceptiocn, or culturally . .

-~ exclusive. ' Traditionally it has made ro systematic: .
provision . for language, heritage, values, and:learh:
ing styles characteristic ‘of. other culfural, racial,.
or social groups. . Perhaps this would not pose 4, ,
problem or injustice if every ethni¢ or racial “group
had abandoned” its unique socialization practices. . - .

.~ Later .manuals in this series will show that''this

. ¢learly is not the case; that neither the traditions

of these groups nor their unique -child-rearing prac-

—

&

‘tices were erased in the mélting p&t era. As a ,
“result, the home and community ‘socialization experii
énces of many children are baséd on.lapguage, :
heritage, values, and teaching styles not represented
in the classroom. . I
- . Fgr the.culturally different child (and for all
. c¢hildren- everywhere), learning the complexities of
;/,# cq;'ure and the codes of behavior appropriaté to it
~ 'has been the chief order of business for five years
'.'prfof to entering the public school. To the extent
" .that/ the child's home experiences are different from
those typical of the middle class Anglo Ameridan =
child, the school represents a foreign and unqéttling

| " oL o . . AL
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world. The language communlcatlon styles, and
teaching styles of the teacher'are unfamiliar., TQA

- make, watter% worse, the child' cannot help but sense \\

-a rejeptlon of nearly euerythlng he has learned at
home". t B

I-‘

y

fundamental message ‘to the Chlld whose hdme’
and‘ unlty socialization exﬁerlences .have been
diff ent has beeh, "Learn our ways and forget about
~your. own." To do so, however, implies betrayal of
“"home and community as well &s forsaklng everythlng
that is familiar and comfortable. Not to switch I
‘loyalties is to risk nearly unmanageable confllcts at )
school..

American publicg educatlon ‘hasg™thus failed to.
provide sufficient- dlver51ty in terms of languaqe :
and heritage, values, and, teaching sgtyles to enable
culturally diverse  children to deV p healthy self- -
1dent1t1es, to ‘minimize cultural or.values. conflicts, o
or to’'learn in ways appropriate o ther teaching ' :
styles of their parents and siblings. Subsequent
manuals in. this series will be devoted to clarifying
the educationdl needs of culturally different .
children and planhing learning egv1ronments based on
knowledge of these needs.

The Advent of the Compensatory Eduycation Movement

"3

‘.

Events in one sphere of society often have un-
predictable effects on the lives of persons who are
far removed from the sources of those events. An ; .
example is readily provided by considering the'origins ., °
of the famous "compensatory education" movement of
the 1960's and its impact on the lives of Américan
social and economic minorities. "

Prior to the 1960's, government-supported 1nter~
vention strategies for combating educational deficits o
of minority children were relatively infrequent. Lt
Many social scientists either openly or privately )
attributed the misfortunes.of America'’ s-minority - .

. children to forces ({(economicd, genetics, inappropriate -
child-rearing practices) which were only dimly "under- LT
" stood and almost unmanageably difficult -to alter.’
. In the: la; 1950's and early 1960's, this
".._. picture change dramatlcally. Laboratory psycholo-
“-‘“gists publlshed the results .from a very. large number *
. .of studies in which afiimals and people had‘teen, S
deprived of sensory stimulation. Dogs reared in °
darkness or in social isolation were discovered to
suffer from profound learning deficiencies. . They .
reacted slowly to pajnful stimuli' (such-as a flame)
and required much<longer than normal pupples to learn -
how to. avoid painful encounters with mov1ng toys that
delivered electric. shock on contact. oo
Impalréq_learnlng and performance were also LT

N “
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. .great compensatory education movement. -
Little time'was lost .in farmulating the guiding . °

e >

LI

;ommoﬁ amopg rats, cats, chiéks, and monkeys who haé
been deprived,of “enrichgd"_expefiences in infancy.
(6) ~ Deficiencies of a short-lived nature were L
reported for humans who were suspended in warm water
L - A B . ‘.
and prevented froy receiving any external stimulation.

Logipal'reasonihg suffered [following these experiences,
. as d%d ability to solve arithmetic problems;

.Paralleling these reports was the publication -

.of widely read repébrts by the late Harold Skeels, (7)
regarding the subnormal intellectual functioning of
young ,adults who had grown up in a publicly supported
orphanage. As children, these persons had been
identified as normal with respect to I.Q. This was

.. not the case for another.group of children Studied
"by Skeels. The second group was sufficiently “"slow" ..

that they were moved as yéung children to a home for
"the feebleninded. Unlike the normal children left
in the nursery, the "feebleminded" children grew
into normal  adults. The difference between the two
groups was attributed to the lack of social stimula-
tion in the orphanage as opposed to the Atmosphere ~
.in" the home for the feebleminded where. teenage
residents lavished attention on the young infants.
The popularity of "sensory, deprivation™ as an
explanation for retarded deyelopment became infecti-
ous. College and university courses sprung up with
titles such as "Education of the Deprived Child" and
"Psychology of the Culturally’Disadvantaged." Books
and scholarly jdurnals in psychology and education
contained even more information about the damaging
effects of "restricted" learning environments.
Armed with these findings, and stimulated by .
President Johnson's freeing of funds for improving

' the educational opportunities of impoverished ,

children, psychologists‘and educators 1§unched the

rationale for.the progtams_ that developed as part of
this movement. Reasoning -by analogy, psychologists
-anq educators equated the socialization experiences
of "target" children with the stimulus deprivation
procedures employed in animal laboratories. 1If )

J .

. minority children.and adults, deprived of sensory

stimulation in the laboratory, performed poorly on .
intellectual tasks, then both must have in common a
recent history of tnadequate stimulation. It shoﬂld
be noted that the impetus to action was based on -
cofiglusjons stemming from analogy ("it is'as if ...")
rather than research ("it has.been demonstrated that
...").. The widely used term that arose from this
analogy.was "cdltural deprivation," '
It was ¢ommonly assumed, in other words, that
certain socialization practices'ﬁére deficient in
providing the kinds of experiences .required for

eF
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lntellectual development, Since intellectual N
"achievement f(equated with scores omt tests of questlon—
able relevance) of minogity children were "known" to
be deficient, it followed that these children had
suffered deprivation at home. Something had to be
done tc make these children capable of profiting

from educational opportunltles. The solution Wwas
equally obviods: counteract the damaging socializa-
tion practices with enriched learning experiences at
the preschool and grade school level. One fagous.

. child psychoPogist went so far as to propose that
““culturally deprived ‘children be taken from their

homes: and allowed to recover from the-ghock of
cultural deprivation in special residential schooks.
Compensatory education was, then, in the words of.
one lndlsgyted authorlty "an antidote for cultural.
deprivation.” -

Strategies were developed for counteracting the
harmfuyl socialization practices of culturally
divers® parents The right of the child to renkin
identified with'his home and community socialization
experlences was considered too costly in its con-
sequences to the "deprived" child. Thus well-meaning
educators dec¢ided for the child that their world was
better, that his welfare would be served best by
assxstlng dr expedltlng his acculturation. Accultura-
tion in this sense meant versing children only in,
those particular linguistic, motlvatlonal and
cognitive styles which were Judged to be "correct"
‘for the. classroom.

Although the language and terminology dlffered
somewhat,jthe " compensatory" programs of the social

&

scientistd were indistinguishable from those of the
old conse Ghtlve educators. Once again the home and
real life experiences of the child had been found
lrrelevant to the business of education, that of.
flttlng “children to a pfedetermlned mold. The value
of "conservative qducatlen for everyone was thus
affirmed: all children should, and would, with the
help of "acculturatlon assistance," learn to think,
feel}, and act in accordance with -the language,
heritage, values, and. preferred learning styles of
the dominant ‘culture. Or, more precisely, all
children would attune themselves to that culture as
interpreted by the "front line" representatives of

. the school, the teachers.

Rarely did the "acculturation assistance"
experts ask if their approach was built merely upon
preference for one set of values over others. It wig
considered a matter of lndisputed fact, rather than
a value judgment, that membership in somej cultural
groups (notably the Black and Mexican Ame ican) s
a damagaing or "depr1v1ng experience. .“Hlternatives
to this way of thinking are at pres nt growxng

»
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‘ increasingly common as the .educational community re-
orients itself to the demands of culturally .relevant
education. It is to’ thesé alternatives that we ‘now
tugn. - L ' ' N © v

~ - ? P . .

. . - B . e * '~- \ .
*The Challenge: of Culturally Democratic Educatsion

In view of’%be earlier remarks converning the
failure of American public education to provide
i culturally democratic educational environments,;a
.* different social philosophy (other than either the .

melting pot or "cultural pathology" as represented ST

-'+.by compensatory education) appears needed if the *

f, +8chools are to meet the educational needs of children .
who are products of socialization experiences
different from that of the Anglo American middle

lass. The .basis for such a reformulation is pro- -
vided by the concept of cultival democracy which N\
stresses the right of eOQ{%Q;;erican child tg\;:main
identified with his own ho and community sqcitwliza~
tion experiences. As stated earlier, this implies

* . that the schools should actively contribute to the

* positive development and strengthening of these

" unique socialization experiences as valuable in their
own right. Furthermore, these culturally unique
Rome and community experiences should serve as the
basis for exploring Anglo American, middle class
‘language, heritage, values, patterns of thiﬁthgfrand
mdtivation. A.culturally democratic educational
enviréenment would, in other words, incorporate the
language, heritage, values, and learning styles
familiar to all children in the educational process
with equal value and importance.

In their usual meaning, the terms multicultural
or multiethnic education are not sufficiently com- '
prehensive to fulfill the requirements we envision for
culturally ‘democratic learning environments. Advo-.

. cates of multicultural and multiethnic education °
“typically emphasize only the most obvious aspects of
‘racial, social, and.cultural groups which the child

%, . must ‘master in order to function competently and

- effectively in those groups. Innovative programs
thus often stop at introducing language, holidays-,

" historical, figure’, and traditions which previously
were excluded from the school curriéulum
A truly eomprehensive multicultural program would

share these curricular objectives, but w{ild be
addressed as well to 'those features of a child*s,

" socid izationuexpefiences‘which‘have=shapgd Itis pre-

., -ferred or_doﬁinanﬁﬂiearning_gtyle. In other words,
thé basis for a child's learning about his own and
other cultures must encompass the language, heritage,

" values,: thinking and motivational frameworks with’ :
. which'the child is initially familiar. Within the
" ‘béundaries of the familiar, then, the child first can
o . . . wo . ~
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be ‘brought (to ‘label and understand important features -
of his cultural origins and loyalties.: His language, ‘
-héritage, /values, and modes of cognition .and motiva- ]
tion’cap”subsequently serve as 'a basis for exploring

" .and developing .selective. loyalties to alternative =~ ¢

. expressions of thought, values,gand life styles. o

. This coacep(ion of democratic cultural pluralism in .
gducation'implie§,that the educational goal of all v -
children in American society would Be that of learn- .

*ing to function competently and effectively in, as
-well as 'to -contribute to development of, more than

one cultural world. : B} . :
. A model for this philosophy of education is
,readily provided by’ bilingaul education programs .
which.stress xeterition of a child's primary language
and use’ of that language as a vehicle or' medium for
- exploring and acquiring a second language. For
. example, Spanish;gpdaking children.can learn the . .
* pledge of allegiafce to the flag'in Spanish and o o
recite it in Spanish. In this‘way, the chgldren will:
. share with the English-speaking students an under~
.. standing of the concepts of loyalty ,to ore's country.
" With.an understanding of these’ concepts, the Spanish- .
speaking child can .learn the names  of the concepts |
.in English. This apprXoath is’ far preferable to h
having the Spanish-speaking child initially learn
-the pledge of allegiance in English, which results
in the fortunate consequence of the child's both
missing the concepts and feeling shame that his
native language is an, inadequate means of learning
the concepts. ' Ve ‘ .
. Such’ a milticultural or multilindgual approach
to education' coild easily be extended to incorporate
heritage. -In this curricular area, as in language,
the child would use his own heritage as a basis for
exploring, and developing loyalties to, a second
heritage. I e .
Redardless of the particulat stratégy employed :
‘to implement’ such a curriculum, the school would .
overcome the cultural-exclusionist policy of att3ch- »fﬁm.
x

‘ »

¢

ing lesser value ‘statuf§ and importance to the
heritage with which the MeXican American child is,
most familiar. The 'educational environment would ,7°
cease, in other words, to structure these different
heritages as conflicting or mutually exclusdive, as "
--requiring a choice to identify with one and reject
the other. This policy thus advances ‘the basic :
right of every child 'in the.classroom to remain -t
; identified with his home and community socialization .
experiences-while Using these experiences as a s
" basis for exploring new, traditions. B .
: > While there is some precedent for making lan-
.+guage and heritage integtal features of the schdol
setting,-practically'no precedent exists for incor-
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porating values into the oducatfonal onvironment.
Acquiring knowledgoe about cultural values is rarely
considered to be either an {hmportant or leqgitimatoe
aspoct of a teachor's préfesasional training. This
is a partitularly unfortunate omiasion, for it is
ocur opinion that the¢ values that an individual or
group of poople hold (what thoy think is good) Will
be roflegted in how they socialize their children
What they believe to be good dr of unquestionable
worth with regard to communication (the best way to
speak), human relationships  (cytlturally appropriate
ways of relating to adults pﬁ%ra, and children),
how to think about things (the best way to organize, -
classify, ‘andXassimilate the environment), and
important reasons for doing anything in l4ife--all of
these form the underlying motivation for particular
forms of bohavior. Any educational policy is bound
to be hopeolessly narrow if it fgnores the values
that determine human relational styles, communication
styles, cognitive (thinking) styles, and motivational n
styles.

The teacher,. then, faces the necessity of knowing
what these vidlues are, knowing how students differ
with respect to these values, and knowing their
source. ’

Conclusion &

The requirements of cultural democracy cccasion
a reexamination of what.a tecacher needs to know in
order tq be effective. At the very least, the
definition of professional competency must be
extended' to include more than knowledge of spccxflc
subject matters. The teacher.must first bocome
sensitized to teadhing stqus and interpersonal
behaviors that characterize the soclalization prac-
tices of different cultural groups. Equally
important is the teacher's.making a conscientious,
concerted effort to understand the.life styles, . .
values and interpersoénal behaviors honored by these----....-..
cultures. Finally, the teacher must develop a
framework in which to meanipgfully lakel important
Jdifferences between the various culturcs represented
1in the classroom or the school in’ general. Only on
the basis of these understandings can the teacher
enable chifdren to’ uynderstand their-own cultures and
apprecirate cultures represented By thchr classmates.

Creating culturally democratic learning environ-
ments, while challenging, is certainly within the
grasp ot all educators. A beginning cannot be made,
however, without abundant information concernxng the
language and heritage, values, and learning styles
of culturally divers® children.

. . ’ ’

.
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LAU V NICHOLS: IMPLICATIONS FOR BILINGUAL-
I BICULTURAL EDUCATION* *

L + _Edward H. Steinman* .

Introduction - " . - ~

. On January 21, 1974, the United States Supreme
Court, unanimously ruléd ‘that the San Francisco Unified
School District illegally discriminated against nearly
2,000 ngg-English-speaking Chinese students by failing _
to help them surmount the language. barrier. By requiring,
these- children to sit and languish in regular English-
language classes, the Supreme Court found the.school
district had denied them '"a meaningful opportunity to
participate in the public-educational program.”

a Whrile the ‘Lau cdse involved thousands of non-

“ English-speaking Chinese children in San Francisco,
the Supreme Court decision carves out new educ@tional
rights for the approximately 5,000,000 non-English-
speaking. children throughout the country, including the
éstimated 500,000 such ypungsters who reside in Cali--
fornia. .To more fully undew¥stand why the United States

w.Supreme Court reached such a dramatic jand. significant
decision,. I would like to discuss briefly the origins

. of this lawsuit and the events that occurred as the
case travelled up the '"legal ladder'" to the Supreme
Court. . ’ .

-

The Naturé of the Lawsuit ) s

On March 25, 1970, '13 non-English-speaking Chinese- -
. American students filed a lawsuit in the United States
District Court- in San Francisco onh alf of nearly.
3,000 Chinese-speaking students agdinst the San Francisco
Unified School District. The cofiplaint alleged that
these Chinese-speaking children/ were being denied their
rights to an education because|they were unablé to com- ¥
___prehend or speak the English linguage in which their
¢lasses were tuught By denying-these--children special
instruction in English, the schogl district was not only -
. violating their 'rights to an education|and to equal
educational opportunities as glharanteed by the Consti-
_ tutions of the United States and Stateiof.Cal@fornia

B |

A i

*Edward Steinman is a professor of Iaﬂ at the’University
of Santa Clara School of Law. He is the attorney for

. the non-English-speaking Chinese-American children whose . ;
rights were vindicated }h the Suprenfe Court decision =

v Lau v Nichols.
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and by federal and state legislation, but the school
district, according to the complaint, was also "dqoming
these children to become dropouts and to join the rolls
of the unemployed." : '

In'their complaint, the non-English-speaking
Chinese-American Students raised two basic issues: ./
first, whether the San Francisco Unified School District™
.was required to provide them with special instruction
in English; and secondly, whether such special instruc-
tion in English must be /taught by bilingual, Chinese-
speaking teachers. “As.for relief, the students requested
that the federal coftrt order the school district to
provide speciak=En lish-language classes with bilingual
teachers for all ngn-En ish-speaking students.» Without
bilingual teachers, the lawsui contended, any "special"
instruction in English would be & itless gesture, .
since students would bé\mexely parrotting rather
than learning English. -

" The Reasons for the Lawsuit

-~

ltike so many lawsuits, the Lau case was brought
because of a deep sense of frustration; it was the com-
munity's last resort after all other avenues had been
exhausted ‘in hopes of overcoming the serious. educational |
harms suffered_by.non-English-speaking children. ‘Were =
the problem not so serious, one. could easily engage in
satire to describe the dilemma faced by these children
. and their parents. The law 'of the State of California
required that,these children attend school; thus, they
went. Y.t, while they were unableAto speak of under-
stand the English language, all the instruction they
received--for 6 hours a day, § days a week, 36 weeks a
year--was in English, "as were \all the' books and all ,
the visual materials that were Ysed. Even though we -
are English-speaking individuals;~it should not be hard
for us to realize that for these children. education was-- .
and unfortunately, for hundreds of thousands of children
in California, still is--mere physical presence, as - .
audience to a strange play which they do not understand.
Ironically, these children were foreclosed from the very
essence of what educatiof is about: communication. °
Children can profit from educatian only when they are
able to understand the instruction, ask‘and answer
‘questions, and speak with their classmates and teachers.
For children who do not understand English, there can
be no educational opportunity. _

‘For "years the Chinese community in San Francisco _
employed meetings, negotiations, studies, démonstrations,
and community alternative programs to try to rectify the
educational deprivations suffered by non-English-speaking
children. All these efforts invariably resulted in
token .gestures, in the form of *bangaids here and there
on the part of a school administration which had neither’
the interest, the wi}lingness, the. competence, nor the

a ‘- .




... commitment -to cope with the thousands of non- Engllsh—
speaking children,  Ironicdlly, such inaction by the
school” dlstrlct was accompanied 4y ¢an explicit recog-

. nitide.of the sériousness of the problem. The‘school
Hlstrlct ;n 1969 admltted : '

- ‘When these [Chlnese speaklngfyoungsters] -

“tare placed in grade levels according to their - °

. ‘age and are expected to compete with their -

: Englxsh-speak;ng peers, they are frustrated by

‘ their'inability to understand the regular

+ " -work.... For [these] ch11dren, the %ack.of

o English means poor performance in school,
.The secondary student is almost inevitably:
doomed to bée a _dropout. and another unemploy-
“able in the ghetto.

U2

Moreover, during the tr1a1 of the Lau case, the
school district, stipulated that in 1970 there. were

. 2,856 Chinese-~speaking ‘Students in. the district who 4
needed special instruction in Engllsh but - that 1,790
of these children received no special help or 1nstruct10n
> at.all., The school district’ further stipulated that
'of “the 1,066 Chinese-speaking students who did receive
some spec1a1 help, nearly 2/3 received such help on a., @
.-part-time, 50-minutes-a-day basis. Finally, only 260"
of those 1,066 Chinese- spggklng students receiving
special 1nstruct10n in En iSh were taught by - b111ngua1
Chinese-speaking teachers.
Significantly,. this st1pu1ated data stemmed from
a.- survey conducted by the school district in December,
1969, which was collected without the .development of any
objective standard criteria. ' Instead, the subjective
judgment of the individual classroom teachers s€rved
as the basis for the survey. Moreover, placement of .
these students into the few special Engllsh classes was
generally arbitrary, based on neither specially designed
testing procedures nor ascertainable: standards. Except,
for those few-students placed in these few special
classes,‘most of the Chinese-speaking students needing
"help in English-were placed in regular classes, taught
only in English, where they could not adequately compete
with their peers. The result--as the School -District °
.- itself admitted--was eventual frustration, discourage--,
‘ment, resentment, truancy, delinquency, “and dropout.
Similarly, teachers and counselors who worked with
.Chinese-speaking students were equally frustrated and

"helpless, as their preparation and’training proved <
- useless when worklng with non- Engllsh speaklng young-

\

- sters.

The.Trlal'Codrt.Decisidn

: Following mon;hs of legal dlscovery and investiga-
tion, a hearlng was held in the Lau case before United .

- . . /// '—mw
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States District Court Judge Lloyd Burke. At the hearing,
the non-English-speaking Chinese plaintgffs presented
testimony and documentation portrayifig their rights and
needs to receive special English classes ‘taught- by
bilingual teachers. The evidence demonstrated that
these children could not learn English unless it was .
taught to them by persons who have a facility in the
only language they ‘inderstand: Chinese., In rebuttal,
the school district admitted the grave néeds of these

, children 'to receivue special instruction', but contended
- that such needs did not constitute legal rights.: The

school district argued that its obligations to these

children were satisfied by providing them the same .

educational setting offered to other children in the’

district. Though the schoo]l distric% acknowledged
its desire’ to provide more 'special classes for :non-

English-speaking children, it said such classes ‘would

be offered 'gratuitously," as money and personnel per- |

mitted, rather than as a matter of. right and duty.

Tn its decision, yhe'United States Pistrig¢t Court
agreed with the school district and denied the non- ;
English-speaking children any relief. 'The court
expressed sympathy for the plight of the students but.
concluded that their rights to an ,edUcafion and to equal.
educational opportunities had been satisfied as '"they.
received the same edugation made available on the same
terms and conditions .to the other tens of thousands of
students in the San Francisco Unifiéd School District."
Though the plaintiffs contéended thdt the "surface"

- equality of identical textbooks, teachers, and class-
rooms afforded no education to non-English-speaking
children, the federal court ruled the school district
had“no .legal duty to rectify this situation. Access to
the same educational system provided others--regardless

%%f whether dny educational benefits could be received--
was the*extent of a child's right.to an education,
_according to the trial court. . o

" - During the trial, both the school -distrig¢t and the
federal coyrt repeatedly.observed that ‘the language
problem was the result of a recent escalation in the
number of new immigrants entering the school system.

. Since the school district had no control over this
country's immigration policies, the federal court indi-
.cated this further absolved ‘the district from|any
responsibility. Yet, while it may be easy. to|blame
the language problIem in San Francisco, solely recernt
Chinese immfgrants, this would be both inaccurate and
unjustifiable. Research studies indicate. that the

- language problem has long been ptrevalent among Chinese
students, both native-born and foreign-born,» in.:San
Francisco. Historically, discriminatory legislation
and extensive vilification and abuse forced the Chinese
into a state of ghetto existence continuing to thi% day.:
Many Chinese children--both foreign-born and native-
born--enter school: with insufficient or noj English. It

’ - 24
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*is further significagt that native-born Chinese students
with this language ,problem are found at every level in
society, including as students in our state college and.
university systems.

. Thus, it is not surprising-that 7 of the 13 named
plaintiffs in the Lau case are American-born Chinese

. .citizens. The schodl district's own studies and reports
over the past three decades showed that the language '
problem in the sghools exiSted long before the major
influx of Chinese immigrants between 1965-1970. While
clearly the recent influx of Chinese.immigrants has
aggravated the situation, it is surely not the cause of
the problem existing in San Francisco schools. Simi-~
larly, it would 'be foolish and unjustifiable to attri-
bute the problems of non-English-speaking students .
throughout the state to recent immigration from Spanish- )
speaking, Chinéserspeaking, or other non-English- :
speaking countries. The long history in both this state
and -this country of the educational deprivations suffered
by* non-English-speaking childr¥en belies any such argu-
ment. o ..

" The Appellate Coiirt Decision
. !

LThe non—Eﬁ%lish-speaking children appealed the

_ . decision of the'federal district court to the United

- Stat#szCodrt off%ppeals'for the Ninth Circuit. Their
contentidn that/the trial court decision should be.

reversed was supported by the United States goyernment,
which filed an ‘amicus curiae brief with.the Ninth- Cir-
cuit| Court of Appeals. In 1ts brief, the federal gov-
ernment argued that the United States Constitution and
Civil Rights Act of 1964 required that.non-English-
speatiﬁg childrén _be given educational opportunities
which are tailored to their particular needs.

'On January.8, 1973, a three-judge panel of the
Nintg Circuit Court of Appeals. affirmed the lower court

decision (483 F.2d 791 [9th Cir."1973]). The appellate

court accepted the school district's argument that its

. responsibility to non-English-speaking children '"extends
no further than™to provide them with the same facilities,
textbooks, teachers, and curriculum as is provided to
other children in the district." Beyond this legal

‘ conchsiOn; the court offered some comments which demon-

’

" strited -a’ remarkably marrowview-of -the-role..of.education.. .
., in this country. First, the court callously observed
. that' the problems suffered by the children were 'not
\ the result of laws enacted by the State...but the result
.of deficiencies created by the;[children] themselves in
failling “to learn the English language." Such a state-
‘ment--ascribing fault to a young child because of "his
failure to learn English'"--not only suyggests that the
"sins" of the fathers be visited upon the children (if :
one wishes to arguably place "blame" on the parents
- .themselves for failing to teach their children English).
25 . '
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It further labels the child'"sinful"’for_not.absorbing,

.on his own, the -‘language of the 'society into which he

has been cast. Incredibly, had the Supreme Court not
accepted ‘the Lau case and reversed this appellate
court opinion] such a statement would now Bé, the law in
the federal courts of the State of Cdlifornia. e
. The appellate, court then went on to paint a pic--
ture of the American educational process which would
relegate children who are "different" (and, 'because of
that difference, denied. an education) only to non-
Pudicial remedies: ’ '

. ;_m_Every student brings to the starting'line
of his educational career different advantages
and disadvantages caused in part by secial, = .. .

‘/;_/ecdnomic and cultural background, created and ° )
contributed completely apart from any contyfibu- _ .»

,tion by the school system. That some of these -7
may be impediments which can be overcome - oes .
not amount to a 'denial' by the [school district]
of educational oppdrtunities...should the "[dis-
trict] fail to give them special attention. ‘

.

'

The United States Supreme Court Decision

Faced with the &evéStating appellate cdurt'&g;isipn,"

v

the nmon-English-speaking children petitioned the United
States Supreme Court to take their case. and reverse the
appellate court. On June 12, 1973, the United States
Supreme Court granted the petition:to hear the case,
and aral argument was heard on December 10, 1973. The
United States government continued to support the chil-
dren at the Supreme Ceurt level by filing an amicus
curiae brief recommending the reversal of the lower
court opinion. In addition, amicus curiae briefs ?n
support of the non-English-speaking Chinese-Americin
students were also filed by numerous organizations -
throughout the country, including the National Bducation
Association, the Harvard University Center for Law and

Education, the Lawyers' Committee for qivil Rights under *

Law, the Mexiean-American_Legal'Defense and Education
Fund, and the Puerto’R}can Legal Defense and Education
Fund. ) ! o , .

On January 21, 1974, the United States Supreme -
Court issued*tts tlinanimous decision reversing the

appellate .court opinion (414 U.S, 563 [1974]). Relying

on the Civil Rights, Act of 1964. (which Both the federal
trial and appellate courts found to.be of no signifi-
cance), the Supreme Coutrt ruled that the fatlure of any -
schobl system to provide English-language instruction to

'its non-English-speaking students constitutes a denial

of "a meaningful opportupity to participate in the edu-
cation program.'" Since every-school district in tHe A
United States receives some federal education funds, the

"Court decision simply means that-therS,OOOrOOO_schobl "

35"
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children in the United States who now attend school with
English-language deficiencies are legally entitled to
a meaningful opportunity to participate in puhlic edu-
cation. ' e ]

The Supreme Court decision can be viewed from many "
perspectives. As-to the .particular language of the?
decision, the Court quickly diffused the narrow defini-
tion of "equality" propounded by the lower courts.
Recognizing that there is no greater. inequality than
the equal treatment of unequals, the Supreme Court said;

[(T]here is no equality of treatment merely
by providing students wigh the same facilities,

@ o text books, tedchers, and,curriculum; for stu-
i.©  dents who do not understand.English are effec-
wﬁz tively foreclosed from any meaningful education.

The Supreme Court was openly astonished that a .school
district would even sujgest that requiring. non-English=
speaking children to sit and languish.in régular_English-
language classrooms amounts to an ''education." Viewing
the evidence as.a whole, the Coyrt said. '

ESS

) Basic English skills are at the very come
of what these public schools teach. Imposition
of a requirement that before a child can effec-
tively participate in the educational ;program .
he must have already acquired those basic skills

is to make a mockery of public educatien. [Empha-
sis added.] N .

Casting itself directly intoﬂihe plight confronting , -
non-English-speaking children, the Court concluded that
'""[w]e know that those who do not understand English ‘are
certain to find their classroom experience wholly incom-
prehensible and in no way meaningful.” :
Naturally, thé importance of the Supreme Court
decision goes beyond the mere words on a printed phge. -
Given the current composition of the United States
- .Supreme Court, one should not underestimate the signif-
icance of a unanimous decision in a case involving the
v ¢ivil rights of millions 6f children. The Court, in Lau,
abandoned the relative judicial conservatism it has
displayed the past few 'years in the areas.of education
and civil rights. Its strong,decision in Lau speaks
1vutlly and.clearly of the importance which™ the ‘Court,
laces_on the rights of non-English-speaking children:
Moéreover, unlike its decisions of the past few years,
the Court in Lau was not concerned-with the intentions.
. or motivhtions of a school district. Regardless of
how much good faith a school district might be exer-
cising in trying to meet the problem, the only relevant
“factor iﬁ;whether the child receives a "meaningful"
education or suffers harm from its absence. Coupled
. again with the Court's unanimous stance, this "indicates

- R 1
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- ‘that nb éxcuses will be tolerated in effectuating the
rights of these children. The test is whether a child
can "effectively participate" and receive 'a ""mean irg -
ful" education, not whether a school district is i
attempting to do the best it can. Anything short of a
Ymeaningful" education perpetuates the "mockery'*which.

- the %?preme Court found sd cruel, anomalous and illegal.

¢

- The Legal Foundation for Bilirigual Education
2 LS

‘Since the Supreme Court unanimously ruled that the
. rights of the non-English-speaking Chinede children to
an education were being denied, the Court deliberately
did not explore the nature of the“ﬁequired remedy.
Instead, the Supreme-Court remanded the gase back to
T the Umited States District Court in San Francisco to
fashion "appropriate relief" in the case. In May of
1975, the District Court approved_ the creation of
a Citywide Bilingual Education- Task Force, which is
working with the plzéntiffs, the school district,
and the. federal govérnment-to formulate a master plan
for San Francisco. The bilingual plan was expected to
be completed early in-1975. . Nevertheless, the very,
words of the Supreme Court decision demonstrate that
the rights. of non-Englis eaking children can be ' |,
achieved only throughysghprehensive bilingual instruc-
-tyon given by bilingua¥{teacheérs. This obvious require-
ment is bolsteréd-by—th€ unanimous interpretations during
the past 11 ménths by courts, legislators, and educa-
‘tional leadérs.’of the Lau decision as mandating bilingual
education. - o -
5@8?”*' The reasons for such uniform interpretation of the
N ‘decision are.not surprising. The Supreme Court in Lau
expressed-concern with providing non-English-speaking
children a "meaningful education" and "effective par-
ticipation in the educational program." For a s&hbol
district to utilize Ron-bilingual instruction--in which
childrén are traditionally given supplemental :instruc-
“tion sessiéns in English for 30 to 50 minutes a day in
a regular classroom--not only guarantees.the continued
absence of a "meaningful’ education, but produces the -
very "mockery" to ‘which Lau is ‘addressed.- In essence,
the non-biljingual instruEprn offers the child, ,except
for a few.minutes each day, the same facilities” books,
and ‘teachers as those who understand English--the very
situation found legally intolerable by the Supreme
Court.. Instruction for non-English-speaking, children
which is non-bilingual belies the wealth of résearch
that shows 'the best way to learn another language is to
utilize the one already known. , It ignores what the child
already knows and can comprehend in his native language
(or, worse, as if he were stupid). To employ anything
short of bilingual education is not only educationally
-unsound and psychologically repressive, but is now in
direct violation of a 'non-English-speaking child's right

-\ 28 . w
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to a bas1c education.

The court decisions which have applled and inter-
preted Lau have all concluded that Lau requires bilin-
gual education .to overcome the deprivatiqns sufféred
by non-English- speak1ng children. In Serna v Portales

- New Mexico School District, 499 F.2d 1147 (10th Cir.
“July=19, 1974), the United States Court of Appeals
for the Tenth Circuit {(hy and large a conservative .
court) ruled that .bil'thgual education is-the.ggéx,appro-
priate remedy under the Lau decision. The Sern
court even imposed a duty on school districts with hon-
English- speaklng children to apply for bilingual edu-
cation monies under avajilable state or federal programs.
In Aspira v Board of Education of the City of New York,
F. Supp.  (S.D.N:Y# August 20, 1974), the federal
dIStrict court relied on the Lau dec1s1on in sanct1on1ng
the immediate implementation of a complete. bilingual=-
bicultural education program for nearly 200,000 Spanish-
speaking Puerto Rican children in New York- C1ty Simi -
larly, the other court decision 'which has interpreted
. Lau, Keyes.v Denver Unified School District), F. Supp.
" (D. Colo., April 9, 1974), also held that bilingual-
bicultural education--in which the teacher uses the
child’'s native language as well as English--is required
by Lau. The federal court in Keyes held the Lau decision
demonstrates that™it is "ineffective to requiTe non-
_English- speaklng children to learn a language with '
‘which they are unfamiliar, and at the same time acquire’
norm@i basic learning skills which are taught through
the fMmedium of that unfamiliar language." o .
g In addition to judicial interpretations of  Lau, '
federal and state governments have reached the idéntical
conclusion, that the Supreme Court decision requires
Bilingual education. Even before the Lau decision,
the Office for Civil Rights of the United States Depart-
ment of Health, Education and Welfare issued: regulations,
pursuant to the Civil Rights Act of 1964, to eliminate
discrimination against national-origin minority stu-
dents. Specifically, these regulations required school
districts to take '"affirmative steps" to rectify. the,
language deficiencies of non-English- speaking'children
who are excluded from '"effective participation” in edu-
cational programs. In its efforts to enforce these
regulations, the Office for Ci Rights developed a
number of bilingual-bicultural ogram models for
implementation by schoocl distriéts to equa11ze "the
ducational] opportun1ty for non-English-speaking chil--
en. Accofding td J. Stanley Pottinger, then director
of the Office of, C1vf1 Rights, the regulations

reflected the operational,philosophy that
school districts should d¢reate a culturally
relevant educational approach to assure equal
access of all children to its full benefits.

4 The, burden, according to this ph1losophy,
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should be on the school to adapt its edu-
.. cational approach so that the culture,
‘language ahd.learning style of all child-

. rén in,the s¢hool (not ;ust those of Anglo,

L 8

"middle:&lﬁss’background are accepted and.
jed¥*sGiYildren strould not_be penalized

Since. the u~déc§§ﬁon was issued in 1974, the Depart-
"ment of-Health, Bducation and Welfare .has reaffirmed
this position by issuing regulations, pursuant ‘to the
Lau decision, which require bilingual education. More-
,{over,‘the Department of :Health, Education and Welfare.
strongly supported the 1974 amendments to the federal
Elementary and Secondary Education Act, which autho-
rizes a massive- federal fin#ncial commitment. to utilize
bilingual-bicultural education as the means of pro-.- .
<. . “viding equal education opportunities to non-English-
“. speaki gichildreﬁ. T
Oﬁ; he state level, the Lau decisjon has-also been-
interpreted as requiring bilingual education. ‘Less’ than .
— two months after the decision was issued, State Super-
. ‘intendent of Public’ Instruction Wilson Riles ‘testified
- before the General Educatiofi Subcommittee of the United.
" States House of Representatives on the subject of bilin-- -
zgual education. Superintendent Riles told the subcom-:
~.mittee that .Lau was a "wise'" decision which requirés
that non-English-speaking children are entitled to
bilingual programs 'as a legal right." -Even before the
Lau decision, the State of California recognized the
‘need--and .success--gf bilingual educatidén for non-
English-speaking children. -California was one of the
first states in the Union to pass legislation autho-
rizing funds.for the development of bilingual education
(AB> 116 and AB 2284);-todiy, 15 other states also ¥
have legislation providing-bilingual programs. In?. .
fact, the Californja State Legislature has explicitly
- recognized that bilingual education is the .only remedy
which can overcome the language problems of non-English-
‘speaking children. In.passing the Bilingual Education
Act of 1972 (Calif..Educ. Code sections 5761-5764.5),
.the legislature. declared: . * ' -

v : [I]riability 'to speak, read and comprehend
English presents a formidable obstacle to
- classroom learning and participation which
can .be’ removed 'only by instruction and a; -
training in the pupils' dominant language., 7.
The legislature further recognizes. that high
quality bilingudl programs in the public
'schools would allow. the acquisitibn by stu-
dents -of educational concepts énd*skillﬁ.*
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.needed to improve the development of human
gesources.in this state....The primary goals
of such [b111nguaJ] programq shall be to . -
develop competence .in two ‘languages for- -all
participating puplls, ‘to prOV1de 9051t1ve ot
reinforcement of the self-image of partici-
pating children, and #o deyelop intergroup
and intercultural awareness among pupils,
parents and the staff in part1c1pat1ng school
istricts. (Emphasis added.)

3

The Act akso out11nes in great deta11 what constitutes
a bllxngual education: the required use of bilingual
teachers, planning and evallation procedures, etc. In
add¢ition, the Commission for Teather Preparation and
Licensing, undeér efirlier legislation, was mandated
by the State Legislature- to set up standards for the.
certlflcatlon of teaching personnel for bilingual
classes. * On May' 9, 1973, the Commission issued the
"Bilingual/Cross Cultural Spec1a115t Guidelines" “to
"assist+educational instiitutions in developing approved
program for preparatlon ‘of - the Bmllngual/CrOss Cultural
Specialist,
- » Clearly, as concerned individuals well recognize,
the road to providing nén-English- speaklng children
with bilingual education will not be:totally a_ smooth
one. Neither-a United States’ Supreme Court dec151on
requiring bilingual educatjon nor legislatjve actions
mandating a similar réquirement are self:executing.
Yet, conference parficipantg should be aware that. many - -
of the obstacles which-will be thrown in the path of- B
achlev1ng bilingual educatfon have no legal significance
in view of the Suprente Court ‘decision, in the Lau case.:
Naturally, the ‘main“barrier which will be. erected.to
thwart the u-decision will be the alleged absence of
money. Scho distridts are siggesting that they need .
not satisfy the Lau Tequlrement of bilingual education
until and unless suf adlent state and federal funds ‘are - .
.. provided. While I zlamost hopeful that legislatures-- S
" both federal and st 1.-will pass ‘large appropriations -
for b111ngun1 educatLgn, I think it is important to
recoghize that any arguably potential shortage of
~ funds will not serve as an -excuse to av01d the Lau
..requirements. -
wrmaenmsamar BB TS topa i B s shouldjbe racogn&aed thatw¢he Supremem e
'Court of the United States was well aware of.the '"money
. argument,' since the San Frangisco Unified School Dis-
5‘ trict continually and fotcefully contended there would
"be insufficient funds to implement a mandated bilingual . - -
education order. Since the Supreme Court detision does
not even mention this alleged problem of money, its:
.silence must stand ‘as gn implicit reJectlon .of the
‘school. distri’ct's\contention. - And, given®the evidence
before the Supreme\Court, such- reJectlon was surely
expected. Though Mp one contends that 5111ngua1
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education may not cost extra funds, the Suprcmc Lourt

- obviously recognized the ahomalous position in\;hlch

the San Francisco School District--and other school
districts throughout the Lountr)<-placc themselves At
the time of the oral argument in the Lau case, the San
Francisco Unified School‘ District admitted there were
5,000 children (including the thousands of Chinese-
speaking 'students -represented in the Lau action) in its
schools who were non-English-speaking and who were®
languishing in regular classrooms, unable to fathom
the instruction offered to thkem. Sxmllarly, at the
time of oral argument, San Francisco wal spendj .
approximately $1,900 per student for cducatiowal ser-
vices. While thns $1,900 figure is clearly gn_average
(that varies up or down depending upon the natigre of
education recejved by a child, the type of educational’
plant, the salaries of tcachcrs etc.), it nevertheles
rcprc:cntcd the average amount of monecy spent on cach
of 5,000 children who were admxttcdly reCeiving 2ero
cdugatnon .Thus, at the same time San lranclsco was
arguing that Jtvwould have insufficient funds to
implement bilingual educatioén,.it was admitting to the
United States Supreme Court that -it was wasting
approximately $9.5 million a year on these 5,000 non-
English-speaking children!

Secondly, lau does not tolerate "money' as an
excuse, since the decision is premised on the Civil
Rights Act of 1904, While every school district in Che”
United States receives some federal funding (and Hence
falls under the Lau decision), the federal financial
assistance 1s permissive, not mandatory. Clearly, no
thinking person would wish _to sec these federal funds
fwt of f shéald Lau not be folloucd such would be akin

“$6. cutting off one's nose to spite one's face., Yet,

the point must ‘be emphasized that Lau.requires _school
districts which receive any federal cducation funds to
provndc Qxilnbual cducation, regardless of their own
arguably potential budgctury constrajnts, (It has

cven been suggested that all fcdch% fu”ds received ins
the State of California might be T jeWpardy should the”
LLau decision be violated. Sipee the State Ucpurtmcnt
of Idycation serves as the condul; apd rocipient of.
many of these fedcral funds, the State 40 California '
itself may have an affirmative. lpt)tmg.itnon to enforce the
Lau decision in cach of the state's school districts--
and suffer the conscequences of non-cnforcamcnt.}

Besides the argument af, insuffpcient funds, school
sy<tems have alwo soupht to avoid hu Lau mandate of
bilingual education by stating that "the decisfon uppllw
only to the totally non-knglrsh-speaking child,  Since
many children are classified as limjited-Englidh-speuking
the argument runs that Lau docs not provide them any

.

cducational rights.  YeU, the Supreme Court purpesiecly
drew.:no lines between various types of proficiencies

of deficiencies an Loglish, “The decisian explicitly
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covers "students in the schobl who spoke little or no
English™ and whose inability to "understand English
effectively foreclosed them frsm any meaningful edu-
cation." ' '

Finally, because of the publicity given the con-
curring opinion of Mr. Justice Blackmun in Lau, some
school districts have contendéd that the decision only,
applies when there are ”many"'chjldrqn\who.do not under-
stand Engzlish. In his concurrence, joined by Mr. Chief
Justice furger; Mr. Justice Blackedin stated:. °

when-in 4;othcr casce, wr are concerned with

4 very few youngsters, or with just a single )

child who speaks only German or Polish or ’
¢ Spanish, or any language, other than Inglish,

I would not regard today's decision...as

conclusive upon the issue,

Kealistically, of coursé, most of the non-English-
speaking children in this state and nation do not live

in underpopulated, isolated arcas, but live with,-and
among, scores of other ngn-Lnglish-speaking children.
Similarly, while some children may only be proficient

in a relatively uncommon languuage like Polish or e
Greek, the vast majority (approximately 90 percent)

of the non-knglish-speaking children in this country

come from Spunish-speaking environments. Finally, '
cven if thé fdtuation hypothesized by Mr, Justice

Blackmun sheuld arise, it is important to recognize

that 7 of ‘the 9 Supreme Court judges--by notjoining

‘his concurring opinion-+implicitly rejegt the importance
of numbers,  Aguiny the silence of this, ¥ -person

majority of the Suprege Coyrt on this 1ssuc--especially

in thea face of Mr, Justice Blackmun': specially grounded
concurdence- -demonstrates that Lau applios to all non
English-speaking children, regardless of that ¢hild
being the only one in_a school district and/or coming
from a background where a relatively uncommon languay
is spoken,

*
Counclusion

The Lququciﬁidn standsy as both a mandate and a -
chullcngc?ﬂ~11 recognl 2es that -chool districts have
ufflrmutjbé gbhligationsd goward children who are dif-
ferent pwho bring tg the education arena barriers which
mu~t beiovercome hefTore the purposes of our educational
Sysctagn Can be achieved, 1 oam npturally mogt pleased
that e Conference it concerned with howsto implement

wthe Lau devivion and how to achiceve the most effective
bilingus® education programs which develop the language
competencies and improve the performance of children
in our public schaols, * 1 urge you-to recommend snd
support efforte f\-’_‘ti')'it.'h will make the Lau decinion a
real ity today, and not merely an, unfulTilled hope for

. the future,
$ 4 42 ‘
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LANGUAGE AND LINGUISTICS 1IN
_ BILINGUAL-BICULTURAL . EDUCATION

Rudolph C. Troike*

- .

F

Bilinhgual education, by whatever name--vernacuiars
education, mother-tongue education, educacidp bilingue- -
is undoubtedly the greatest single educational movement
in the world today. Experience in many countries has
shown--and it is my own profound conviction--that lin-
guistics has an important, indced cruc®al, contribution
to make to the successful achievement of the goals of
bilingual-bicultural education in this country. It is’
also my deep concern, and the motivation for my per-
sonal invelvement in bilingual education during the
past decade, that unless educators make' use of the
:contributions which linguistics has to offer, this great
movement may fail and be rejected as another.promising
educational innovation .that was regrettably unable to
achieve its goals.-

Since we pride ourselves in this country on how
advanced we are, it is ironic that countries of the
so-called *“devéloping'"” or third world--Mexico, Peru,
India, the Philippihes, Nigeria--are far ahead of as in
recognizing the need for.input from linguistics -and in
making use of linguists in all of ‘their key_ policy-
maKing, materials development, and teachetr-training '
efforts. The United States is almost alone in not doing
so, ‘and it is urgent that educators in this country

¢ awtke to the need and™act on it before it is tdo late.

A conference to be held later this month in San
Francisco under the sponsorship of the Center for
Applied Linguistics, with support from the National
Institute of Education, will explore in depth the ways
in which linguisti¢s and language research is relevant

. to bilingual education. In the present discussion I
can-only summarize some of the central aspccts of the
matter, ° ' ' - ST .
First, it is essential to point out that linguis-
tics, like all sciences, has many facets, and some of
_these are of more lmmedigte relevance to cducators than
others. Seccondly, thgre are degrees or levels of rele-
vance, and while a knowledge of -Einstein™s theory of
relativity was necessary for &hose who planned the
voyagess to the moon, for cxample, the men who built the

.

*Rudolph C. Troike is the Director of the Center for
Appliced Linguistics, Washington, D.C.
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rockets did not have to be theoretical physicists.
However, they did have to have knowlédge pertinent to
their particular .tasks in -the chain of responsibility,
or the space missions could never Rave succeeded. Thus

teachers should not’ be expected to’ be linguistic theore-

‘ticians, but thosé who are responsible for curriculum

planning, materials preparation, test development, -or
program supervision-had bettér know the results of )
linguistic research in detailif their programs are to
succeed. . o ey
Why is linguistics, or thg-understanding that a

knowledge of linguistics.provides, basic to bilingual
education? To begin with the obvious, bilingual edu-
cation by its very definition involves the planned use
of languages--two or more languages, to bé precise--to
attain certain educational goals. Since linguistics

. is preeminently the science that ‘deals with language,

it is therefore evident on the face of it that linguis-
tic knowledge must be of fundamental relevance to

"bilingual education. - .

"~ Although social ‘and cultural factors may be of
overriding importance in many aspects of bilingual
education, even ‘these factaqrs are significantly reflec-
ted in language, and larguage exerts a very'powerful
effect in both cognitive and affective aspects of
learning. This fact is often éverlooked by educators,
however, because language is so very much the’hidden
dimension of instruction, unrecognized because, like
the air we breathe, it appears to-be simply a trans-
parent medium through-which we communicate. Yet it is
not, and it is in that fact ‘that so much of the rele-
vance of linguistics lies.

For one thing, people often have strong social

‘éttitudes toward language, both their own and that of

others, which need to be recognized in 'the instructional

-process. These attitudes in turn have .an important

influence on behavior, including that of teachers,
parents, and administrators, as well as students. ’ Some
of these attitudes, which may. have a very negative
cffect on students' learning, drise from a lack of
knowledge- about language that linguistics can supply.
To illustrate, let me present a few examples. We

a1l Know that languages vary in wvarious ways, but

because people do not understand how and why these, vari-
ations occur, they often attribute unwarranted charac-
teristics to them. They then guide their actions on

the basis of these attributions, often with unfortunate
results. One very common beli¢f is that languages

have, or should have, a pure or "correct" form, and.
that deviations from this suppgsed standard are inher- _
ently wrong or corrupt. So long as people belicve this,
they widl act accordingly. But language is a human

dinstitution, and linglists have known for over a gen-

tury ‘tdiat this variation is a natural and normal thing.
. - 2 ‘

‘
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JJt is not something to be either decried or rejected,

but simply a fact tq be understood and recognized. -

Once this is done, more intelligent and .effective pro-
gram decisions apd instructional strategies can be
adopted.. "

It is important, therefore, to understand how and
why variation occurs in language, and what its signifi-
cance is. We need to recognize, first of all, that
every language is a historical product--the accumulated
result of the experiences of its users over many cen-
turies. Thus, in English, for example, wotds like
fish and father go back thousands of years, as shown
by their Trelationship to Spanish pesca and pad¥e, while
words like chocolate and tomato have been in the lan-
guage only a few hundred years, having been borrowed
from Spanish, which in turn borrowed them from Aztec.
On the other hand, the word for "man," wer or vir,iwhich
both -languages once shared, has been 'lost by both=feX-
cept in such derived form% as were-wolf or virilidad).

Similarly, grammatical features come and go ji%r the
history of a language. _The use of the s to mark the
possessive in English i§ quite ancient, while the use ™
of to to mark the infinitive is less than a thousand
years old, and even something as basic as the distinc-
tion between present tense and present progressive
le.g., he works vs. he.is working) is only a few cen-
turies o0ld. Similar evolution has marked Spanish,
and continues to do so today. The differént case forms
of early Spanish, which distinguished subject, object,
indirect, and possessive cases, have disappeared except
in the pronouns (e.g., tu, ti, [con]tigo), and even now
s (which marks the plural) Is. in the process of changing

as 1t did some centuries ago in Frenc cf. isla, ile;
sg. ami, pl. amis pronounced ‘alike). A lesson to be
drawn is:that languages are constantly changing, and
will always continue to change, as long as they are in
use. This is one of the single most important things
to remember’ about language. ; & - ' \
One consequence of change 1is that when people .
who speak a particular language separate firom one
another, changes will go on differently ‘in different
places, producing different regional varieties of the
language, and in time, different languages. Thus

- Mexican and Puerto:-Rican and Peruvian and Castilian

Spanish are sister varieties, all descended from six-
tcenth century Spanish, while present-day British and
American and Australian English are similarly descended
from sixteenth century English. English and German

and Swedish are all descended from an earlier common
Germanic language, as French, Italiam, and Spanish are
from Roman (Latin) speech, and Germanic and Latin in
turn were originally varieties of a still earlier lan-
guage (which scholars call Indo-European). Thus 5,000
years ago, what ultimately have become English and
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Spanish were actually the same language! .

This process of differentiarion”continues to go on’
today, so that the English of Texas, and Michigan, or
the Spanish of New México and California (or Veracruz ~.
and Sonora), are distinct regional varieties. Thus it
is. important to-recognize that each of these varieties
has a pedigree as ancient and honorable as any other,
no matter who speaks it. Linguists express this by
saying that no one variety of,a language is inherently
better or more logical or more beautiful qQr whatever

ﬁ’%han any -other. (However, if?a teacher thinks that it
is, he or she may ‘react to a student's use of a partic-
ular varYety in a negative way, by criticizing the stu-
dent or otherwise making him' ashamed of his speech.)

Not all change proceeds just along regional lines.
Whgn a society becomes complex enough to have.cjttes,
with different social classes, change will occur dif-
ferentially along social lines and between city and -
country. The usage of the upper classes, in the cities,
becomes prestigieus because of their social position and
power. Social identity becomes bound up with linguis-
tic form, which becomes a marker of status and a poten-
tial tool of social discrimination.

It is ‘an interesting fact that change tends to go
on most rapidly in cities .and among the educated upper
classes, while rural dwellers and lower-class groups
are often linguistjcally more conservative. Thus such
forms as multiple negatives in English (e.g., 1 don't
have nothing) were in regular use in upper-class speech
until the seventeenth century, while a verb from such
as vide in Spanish (instead of yi, "I saw") was used by
none less than Julius Caesar in this famous line Vini,
vidi, vici--"I came, I saw, I conquered.” . :

Ii of these facts become important to us in very
‘'vital ways in planning and conducting bilingual-programs,
for language is not mexely a social phenomenon, but a
psychological one as well, which is intimately bound up
with self-concept, learning, and social interaction.
Indeed, language is at the very interface of social
interaction, for it is the principal means for manipu-
lating social relationships,, anpd in one form or another, ~
the principal medium for carrying out instruction,

The understanding of how languages change, and how
varieties come to exist, then, is one area of linguistic
knowledge of relevance to bilingual education. This
gives us a scientific basis for, on the one .hand,
emphatically rejecting the notion that a child is lin- -
guistically handicapped or disadvantaged because he does.
not“erow English, and on the other, equally rejecting’
the notion that he is unintelligent or retarded because
he does not speak an educated middle-class variéty of
Spanish or English. .While schools have the obligation
to teach children an educated variety (there is no sin*-
gig_such$6ariety) of the national language, they also '

'
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have an obligation to recognize and value the linguis-
tic skills a child brings to school, and to use and
build upon those skills to maximize the learning prq-
.cess, both cognitively and affectively. The teacher
also needs to realize the-extent to wzich the language
a'child uses is both a part of him and a badge of his
‘group identity, and show réspect and acceptance for his
lahguage while helping him develop his linguistic skill: .
and acquire commard of a more educated -variety of the
language. This. is crucial to helping strengthen the
child's self-cohcept and achieving’ one of the major
goals of education.
These facts are also relevant to such matters as
test development, the teaching. of reading, and special
» education, for it is important in all of these to ‘recqg-
nize the significance of .fegional and social variety,
and interpret+it appropriately in ‘the context of stu-
dent performance. The evaluation of student achieve-
ment. isy, heavily affected by reac¢tions to language, and
understanding of linguistic variety. We know, for .
example, that many tests are’ linguistically biased,
whether they are in English or Spanish, and a better
knowledge of language is needed both in the construc-
tion and. interpretation of tests. _ : ' '
" The area of sociolinguistic research in recent
years has highlighted the need .to recognize the signif-
icance of the functional dimension of language® use in
bilingualism and language development. Linguists
speak of language being learned and used for particular
social purposes and in different domains. It is also
used in different types of sbcial settings. Learning a
language, both ohe's native language or a second
language, involves gﬁl of these. In fact, linguists
today strongly empRasice that -language is not something
* which is to be taugﬁgbgﬁd studied in isolation, as -an
end in itself, but «that language is deeply interwoven
with culture, and’ tha® what one should aim-to. teach is
not merely languagé,”or. linguistic competence, but
iéommunicative'competencex-the total ability to use.a
‘language in the wide T4inge of communicative contexts,
including all of theiﬁd’itional skills of spoken as
well as written':langudge. - ' ) , -
.+ This isiwly:in tHe mdster plan for the San Fran-
’Gisco schools, ‘which thg .Center for Applied Linguisticsg
- developed¥ln respons@ R the Supreme Court deécision in
the Ldu} ichols ¢ .we- recommended that an ESL
program Lﬁage was '’ ddequate for ‘teaching children
“from a‘d&ffetq b gge'backgroudd at the elementary
level. Thipir meadation. has been’ adopted in- the
recent'0££i¢£,p Civil Rights guidelines for compliarnce
with .the ‘Lau;'deciSion.-. We .further. recommended that ESL
instruction. as,traditionally -conducted be rejected as
inadequate,, sincg-it" téaches the language as.an object
rather than as 4-tpol ‘of.léarning afid communication, .

\

0 . ORI

e Tty TN Ve -

e . 1

.. . B! _41 o >
y R .

RS AR A T

[ gt Noe .8 .
o by T T .
P i f :

A

ERIC

Aruitoxt provided by Eic:



R . .
Traditional ESL was fundamentally ass1m11at1on1st and

- éthnqgentr1c, giving little or no recogn1t1on to other
languages and cultures. _JFmaddition, it was primarily
designed for use with adults and based on outmoded
behaviorist models of learning. -While inadequate for
adults in the first place, it was highly inappropriate
for children and frequently psychologically destructive
There is an urgent need for a complete overhaul of
methods and approaches in teaching English to speakers

.« from other language backgrounds, and linguistic theory
provides an important basis for, such® an overhaul.

I can only mention in passing the other areas: in -
which linguistics can make a significant contribution
toward the achievement of quality in b111ngua1 programs.
Briefly, these are teacher training, curr1cq\um develop-
ment, evaluat1on, and language learning.

- Teacher training: In addition to an un ’r-
&tanding of the nature of language and a knowledge of
the facts and causes of linguistic change and variation,
teachers must have ffuent competence in using theé non-
English language of instruction in ways appropriate to
classroom settings. Linguists can help define the ,
necessary content of such competence and aid in develop-

~ing tra1n1ng to achieve it: I

- b. ritulum development: Most materials prep-
aration anggsyllabus construction has gone on with no
research input regarding the linguistic competencies of
children of different age levels and language bhack-

., grounds. Millions of dollars have been spent on materi-
als development compared with only a few thousand on
research. Even on the basis of this limited research,
however, and a knowledge of regional and social varia- .
tion, linguists can make a significant contributjion to
the process of curriculum 'design and materials develop-
ment. . In fact, no materials development should be per-
mitted without the participation of linguists:in the
process. I hope we may reach the time before long
when this will be the case.

c. Evaluation: One .of the greatest needs right
now in bilingual edugation is for better program evalu-
ation and improved techniques and instruments for stu-
dent assessment. (The Center for Applied Linguistics
currently has a project underway in Illinois,K to develop
a model evaluation and produce guidelines for the evalu-
ation of bilingual programs. )} The’ tendency in most
-bilingual programs, as in other educational programs,

-to uncritically utilize educat1ona1 psychologists or

test ~and measurement specialists! as evaluators and test’

~developers, on the assumption that ‘they are technically

.-knéwledgeable enough in all xélevant areas 0f the pro-
gram, has resulted in largeipumbers of often superfici-
d4lly sophisticated evaluatio reports which are worthless
either as contributions to‘'the research data on bilingual

education or as sources of guidance for the improvement ,

of the programs concerned. So-called internal
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"evaludtions are of little more value, and not infre-

quently even less. Most existing language tests are
€ither biased or inappropriate, and very few have had
any input from linguists. Unfortunately, in matters
where their expertlse could count the most, linguists
are usually the last to be consulted, with often waste-
ful if not traglc consequences.

' d. Langudge learnlng A tremendous change is
taking place today both in linguistics and in the lan-
guage teaching field which is of great significance for

~Pilingual education. We are coming to know:a great

-deal more about the language learning process, both
for $rst and second languages, and how to facilitate
thé% thsltlon of communication skills by the learner.
It i's interesting that, beginning from different bases,
the two fields have been 1ndependent1y converging in
.their understandings. While there is still much more -
‘to be learned before a final synthesis can be reached,
enough is known and agreed on now that it can and should
form part of the training program for every teacher,
supervisor, and curriculum developer. These changes
have seridusly obsoleted most existing materials, meth- .
ods . courses, and the training possessed by personnel
now in service, and urgentdy require their revision if
they are to be -appropriate for bilingual programs. - Here
agaln, input from 11ngu1sts is important. One thing
these changes have done is to provide sound justifica-
+tion for b111ngua1 -bicultural education as the right
Way to go in creating opportunities for individuals to
‘#ully realize their linguistic potential. -

My point here has been that whatever role we .
assign language in bilingual—bituitural education, if
we are at all interested:in quality in our programs, it
is essential that the 1nput of linguistics and linguists
be sought in all aspects of the -effort, from teacher
trdining to materials develbpment and evaluatlons

" Bilingual education is one of the greatest movements in

the history of American education, and has an important
contribution to make to.the realization of a pluralistic
society in the United Stategy through the provision of
equal education opportunlty for all linguistic and
cultural.groups. If it is to fulfill its promise, how-
ever, the.experience of other countries, which has
demonstrated the central relevance of linguistics,
should be taken into account, -if'.we ate not to waste’
millions of dollars and human lives attempt1ng to rein-
vent the wheel.

Many pcople around the nation have been watchlng
recent events in Michigan with great interest, and it
.is my hope that the state will move toward the fulfill-
ment of the legislative mandate and the legal rights to
educational opportunity, for which the children of this
state have waited too long.
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SPANISH USAGE IN 'THE UNITED STATES
Lawrence B. Kiddle*

There are within the boundaries of the contigu-
ous or lower forty- e1ght‘Unrted States four important
groups of our citizers that speak noteworthy dialectal

. varieties of Spanish either as monolinguals or as
bilinguals with English as their second language.-

These Spanish dialects. are: Judaeo-Spanish of Medi-
terranean origin heard in metropdlitan New York and

in isolated communities in widespread urban center$% %n
our country; Isleno Spanish spoken in ‘Louisiana and
. S0 named beﬁ?use its original speaKers came fronm the
“Canary Islands; Antillean Spanish used in urban
centers in New York and New Jersey and in Florida by -
Puerto Rican and Cuban speakers; and*Mexican American

- Spanish spoken insthe Southwest and in northern states’
like Michigan where Spanish-speaking migrant agrjicul-

“ trual workers have settled more or less' permanently.

“ These Spanish dialects aré mutally intelligible
“today, with the sole exception of Judaeo-Spanish, ‘
which for historical reasons is only understood w1th-

. d1ff1cu1ty by contemporary speakers of Spanish. . The

dialects, are, of course, different in numerous fea-
tures gi#:these differences are traceable to normal
hlstorlcal”factors, principally to language- coﬁtact
phenomen% Our intention in this note is to present
thumbnail sketches of these dialects for purposes of
.compari and to cite selected dialectal-~ pronunc1a-
tions, ffirms; variant syntax and words. -k

today's linguists a dialect is a reglonal |

-. or a.social variety of . lagguage that differs"moere i
or less gharply from otheF varieties in pronunciatierm, ™,
grammaT— d vocabllary., There is gredt popular .

._”."

over the world. - John £ einbeck in his famous novel,
The Gtrapes qof Wrath, reflects this interest in the
Following eXchange .between two of his charac¢ters.

a0

awareness of'and 1nter§it in speech variation all

’

"I knowed you wasn'4¢ Oklahomy folks.
You talk queer kind. That aint no blame,
you understan'."  "Everybody says words
d1fferent " says Ivy. ''ATkansas folks
says 'em d1fferent and Oklahomy folk$ says

..
¢ .{.

Lawrence B. Kiddle is a. professor of romance ¢
llngUISthS at the UniYersity of Michigan, Ann Arbor.
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'em different, and w¢ seen a ‘lady .
from Massachusetts and she said 'em {
differentest of all.| Couldn' hard-

ly make out what she was sayin'."

This passage brings ,out several pertinent points
about dialects and dialect study. We do not all
talk in the same way and we all speak a -dialect. We
should be tolerant of dialectal differences in others.
The speech variations that we note in our né€ar
neighbors become greater in those who live far from
us. We can add to these concepts expressed by
Steinbeck the generalization that a dialect is the
collecsive linguistic patterns of ‘a sub-group of
speakers separated from other groups geographically
or socially. One dialect is not better nor worse
than any other dialéct. There is no such thing as
a "deficienty dialect and certainly no person's
intelligence€ or ignorance is due to the dialect he
speaks. _ v
’ The oldest dialect of the four under discuss-
ion is the Antillean, since both Puerto Rico and
Cuba were colonized in the first decade of the
sixteenth tentury. In the middle years of that
same century, Spanish military and cdlonizing expedi-
. tions from Mexico were made to distant New Mexico
/ and the first pernmanent Spanish settlement was made
there by Juan de Onate in 1598. 1In the mid-seven-
teenth century the first Jewish immigrants estfablished
a Sephardic (Spahish-Portuguese) synagogue in New, ,
Asterdam, present-day New York City. By the end of
- the same century the revolt of tR& Pueblo Indians of
notthern New Mexico forced the Spanish colonists out
of New Mexico and the reconquest of t lost ,terri-
. tories was not accomplished until 1697 ulder the,
Ieadership of Antonio de Vargas. Ig the dighteenth
"century Spanish ¢olonization of California, Arizona,
Texas and EaStern:Louisiana took place. The nineteenth
century jsaw the Loliisiana Purchase, the Texan
rebelli against Mexic® and the Mexican War and the
s7territory acquired through these events extended our
%" “fsourthern goundary to its present limits. The
" " ‘acquisitioh of former Spanish dominions'and popula-
tions from'France and Mexico brought the Spanish
and English languages into close contact and the
overpowering influence of English on the Spanish of
f Louisiana and _the Southwest began at .that time.
Cuba and Puerto Rico began to feel the pressure of
English in the late nineteenth century after the
Spgnish American War. Cuba was nominally free but
Puerto Rico became an American territory. Puerte
Rico 'suffered the greatest influence of American
English speech and culture in the period since World
War I, when large numbers of the island's inhabit-
N - 2 o
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ants emigrated to New York City. Some Cubans had
migrated to Florida in the late nineteenth century
but the greatest influx of self-exiled Cubans to that
state came after Fidel Castro's victory over the
dictator, Fulgencio Batista, in 1959. " The number of
Judaeo-Spanish and Isleffo Spanish speakers has steadi-
ly decreased?in our country, but the number of Mexican
American and Antillean speakers.has increased to the
point of their becoming an important politigal and
social force in our government and national 1life.

The four North American Spanish dialects we are
describing ‘have mapy features in common. We shall
represent the dialectal pronunciation by modified
spellings followed in parentheses by the standard
spelling of contemporary Spanish.. All the'dialects
are characterized by the seseco, ‘the pronunciation of
"c" before "i" and "e" and "z" as ''s'": sinco (cinco),
eﬁgerrar'(encerrar), laso {lazo). They are all ’
yeista dialects in which no distinction is made in the
pronunciation of "11" and "y": yama ‘(11ama), caye
(calle), cabayo (caballo), The ™y" is omitted in
certain linguistic environments: ea (ella), bqua .
(botella), sia (§illa)’, biete (billete). These dia-
lects velarize the initial "bu-" and "hu-": gieso
(hueso), giieno (bueno) apd. retain the archaic aspirate
pronuncidtion of initial “h",” derived from Latin
initial f-: jondo (hondo), jédiondo (hediondo). The

. speakers of these dialects use tu 'you' as the
singular intimate direct address form instead of vos,
which is commonly heard in South and Central America.
There are areas in eastern Cuba where vos is used.
All the dialects employ. as third person singular object,
pronouns: 1o 'him', la 'her', and le 'to him (her)'
contrary to customary Castilian Spanish usage.

If we except Judaeo-Spanish, the three remain-
ing dialects have additional features in common.

The confusion of the liquids, ""1" and "r", in syllable-
and word-final position: er negro (el negro), cantal
(cantar),-barcqx (balcon) is héard among Mexican
Americans occasionally, frequently among “Islenas and
Cubans and very frequently among Puerto Ricans.~ The
~aspiration and even the loss of syllable- and word-
final "s" i$“similarly heard in the three dialects:
todoj loj dfaj (todas:los dfas), ejte (este), dijte
(diste)..  The three ‘dialects occassionally have the
#pirated "s" in . the.intervocalie position: dijiendo
fsstiendo}, nojotroj (nosotros). Two of the dialects,
Islério and Antillean (Cuban and Puerto Rican),
pronounce a‘word-final "n" as 4 velar similar to our
"ng":in "sing". With the exception of conservative
areag im Cuba, where -ico is heard in a limited o
lingdistic environment, the common dimiputive suffix
im al], four dialects is -ito; mdmentito, ca8itd, not-
‘«ita, ¥ Syneresis: pior (peor), c?@te (cohete), tuaya -
. . ”, L -
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(toalla); apheres1s b1a (habia), tar (estar), biera
(hublera), and metathesis: estogamo ®(estémago), mayu-

" gado (magullado), pader (pared), polvadera: (polvareda) '
are common in'all three dialects. Intervocalic -b-,
-¢-, -g- are lost in colloquial speech: caayero'(céba-
llero), caa (cada), awa (agua). The velar jota of 8
Cast111an is replaced in Isleﬁb, Mexican American’
and Antillean by_a pharyngeal fricative sound. similar
, Each of the four dialects has its own distinc-

" tive features, some of which we now present. Judaeo-
Spanish immigrants in the United States became numerous
-in the first decades of the twentieth century and
their speech retained sound, forms, syntax, and words
heard--in the fifteenth century. When the Jews were
exiled from their Spanish homeland in 1492 they. went
for the most part to Moslem territories in North

. Africa and in the Near East. All communication with

. Spain was abruptly cut off, and as a result, many
lexical borrowings were made from the languages
spoken in their adopted countries. Such loan words
are:. uda*"room' from Turkish, camareta ‘'room' from
Italian, pap1yon 'bytterfly' from French. Thé archaic

. %ounds heard in this dialect are: "sh" dishe (J. Sp. -

. Spelling dixe, Mod. Sp. spelll‘g dije); '"zh" muzher

.lrw --.(mujer), "v'" saves (sabes), kaza (casa). A

‘ surprising metathesis of the -rd sequence occurs .
regularly: tadre (tarde), vedre (verde). By. analogy
w1th the forms of. Il and ITI conjugation preterites, ° ‘
comi and vivi, the forms of I conjugation verbs have
been remodeled: avl{ (hable), pensi (pense) .

‘The Isleno immigrants, who arrived in Loulslanna
in 1778, settled among French-speaking inhabitants of
Louus1anna Their Spanish shows heavy lexical
borrow1ng from French: arpan (appent ' a measure of

. land'), ‘suri (souris 'mouse'), gato (gateau 'cake').
More recently many English words have entered their
speech bate 'baseball bat', mape 'mop', Chera

'cherry’

- Antlllean Span1sh as spoken by Cuban and Puerto-
Rican immigrants is characterized by numerous -words
borrowed from Taino, the Amerindian tongue spoken in
the island when the Spaniards arrived: batata, maiz,
tabaco, hamaca, savana, batey, bohio, barbacoa, canoa.
The flood of English borrowings that began in the
, twentieth century include such words as: ticher, .

. blofear, dona 'doughnut' -Frequently native Span1sh
words: ad pt new meanings under the‘influence. of
Engl1sh words: planta 'factory', aplicacion. 'applica-
tion', rdporte 'report’. IR

New Mexican Spanish shares with highland o

. Spanish Aherlcan dialects (Guatemala, Costa Rica, - ‘

Colombia,}Ecaudor, et al.) the ass1b1lated "

!
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- cluster pronounced as infEnglfsh'tree'and the -assi-
“bilatel ."rr" sounded as "t" in Czeh Dvorak. Also

;: New Mexicans frequengly‘pronounce‘"tﬁ”'as "sh' in

") intervocalic. positipn: noshe Tnoche);‘mushashol
(muchacho). " All the southwestern Mexican Amer1g;q
.dialects retain archasisms: vide (vi), truje (traje),
asina® (as{), muncho (mucho), haiga (haya). -

. We began this brief noté by citing a passage.
of Oklahoma English dialect taken from John Stéin-
beck's Grapes of Wrath. It is.fitting that we.
;close ‘with.a quotation from Chicano Spanish recorded
'by ‘Rosaura-Sanchez at the University of Texas:

[}

‘Gente orita ya std despertahdo y
st dijiendo que 1la Gnica modp dgigan&rle
al gabacho en el juego-este...eg meternos

)

haciendo cosas, de 'nosotrds como de la poli--
tica y economia metiendonos,- gente mexi- x
cana, que tiene el ‘corazdn-mexicano, que .
« - quiere yudar la, gente mexicana. Como,.
‘orita van a tener gente correr en las
§}ecciones de 72 én el,estado de ‘Texas.
ovia no han agarrdo la persona. Yo creo
. que es una moyida mal porque no tenemos -
feria 'y "las, conexiones y todo eso. “
Tenemos que.eﬁbezar en los pueblos chiqui-
tos. Yo ha hablado con gente que“sabe .
mas . que’ you queé-cree lo mismo.

>
-,

'A'éomparisoﬁ of the two passages révgalé*thai
the number of "mistakes," that is deviations from . -
Standard English and Standard Spanish, is greater-in
the Oklahoma speech than in the Chicano quotation.
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APPLENDIX

Spanish Usage In The Unitéd.StnLou R e

I Introductory Dialectology. Dialect. Regional
. varlation. Social variation. Recasons for varia-
tion. Human interost in dialect variatton.

Attitudas toward dialects., Purpose and*prosenpa-
tion of this papor. °* : Cor e :

-
.

II. Judaeo Spanish XVII-XIXcc immigration. _Urban
. coenters. Prosent status. Archajsms: 5 h,x dixo
' (dije);, z,8h,x mujor:.yama’ (1lama), yave (liava):
siorto (clerto), sinko (cinco); lo ‘him', la 'her®,
lo 'to him (her)'; saver (saber), nvlar.(hablar)x
kaza (casa ~-gucso (huoso), quarto (huerto); tadra .
(tarde)d- ved¥o (verde); vivites® (viviste), vinitos
(vi 1std) meozmo (mismo);, morcar (comprnr&, onde
. (donde)*nvlf (hablé); ustpd missing: eol, ca, oou, '
- " eas + 'you' polite form; tu sing, vos plu.’ inti=
mate and honorific form; -vo a do:ir'(dxrok

"
III. Isleno Spanish Louisiana. XVIIIc Charlos rr.”
E% Seseo, tuteo;, yoxsmo, tuteo, vosotros missanx 4
e, pidn (pedn), pior (peoxr), tualla (toalla), mais
(mafz); ihla (isla), mehmo (mesmo Mod. Sp.' mismo),
. nohotroch (nosotros), ahuhtar (asustar); ox noqro ,
(el negro), regarto (lagarto), soldao (soldado),
reondo (redondp),ﬁmoxco (mcdlco), naro (nagro)
estaan (estabah), velar n.muy bien; pleses (pios), -
aofaacs (sofaa), cafeses (cafésf., rata<ratdn- -suri,
arpdh, sucupo. batc :

SO ,»._...__.,.....,....’.‘
8 ‘ -

v, Antxllean §gpp15h Cuba-Florida XIXC‘XXC Pucrto Rican
“immxgratxon XXc Metropolitan New York. ye»smo,
seseo, loismo, tuteo (except for Oriente ptov.)
Aspirate g (1imrted) chtoh (Jstog), loh libro (los
. : libros), soldao (soldado), cansao (cansado), velar
o n muy bien; barcon (balcén), cantal (cantar), velard
* ‘rr! puelto hico (Pierto Rico) boto ('sin.- fxlg\),
'.dllata:se (demorarse'), batata, hamaca, tabaco;
- Cachimba’ (pxpa), blofear, ticher, ﬁona, planta, e
' aplxcachpn. rgportarvv A} , )
A ) 3
V.Mexican . Amerxcan §panlsh Chicano. Pocho. Manito.
. ‘ Pachuco. A:zlgdn. XYIc to date. tdr (estar), yudar
(ayudar), d&%b(aho a); pién (pedn), rior (peor)s
quero (quxero), padencia (paciencia);. polecxa .
(policia) ;s sepolturp (sepultura); nchotroh (noso~-
taros), puertah (puprtas), ea (ella),~sxa (silla),,

biete (blllete), auplo‘ (abuelo), tdos (codoii;/Iwa

¥

.

(agua). nﬁsha (noche); rmusho (mucho), pader (paked),”

50
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- eatggdmo (eatdmago) s vide “(vi), truje (traje),
Qabu?otn (agujota ‘hatrpin'), vinemon (vgnimon), -
. ' malemoa (aalimos): tuvfa (tenfa), quistendo (quer-
- Hendg) . pldfa (pedis), andé (anduve)’, andara .
(anduviora), cabo (quepod), cabioeron (cupieron),
! iyo ha (yo hg), hamon (hemon) , abrido (abferto),
hactdo, (Recho), pontdo (pueato), volvido (vuelto);

»
eatey yendo (voy), voy a ir (ird), pleses (piens),
Papazca -(papaa), aplicacion (solicitud), ganga '
- (palomgdla), bagquiar (ir para atrag), shutiar .
, .(g§rlr) ) - - . o
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v SPANfSH-SPEAKERS; LINGUISTIC INTERFERENCE ° .
*ON THEIR ENGLISH :

Dorina A. Thqmas?

I would like te discuss the linguistic intor=-.
foroencae of the Spanish-speakor on his/her second
‘language, English, but first -a brief roview of "What.
is language interferenco on a language?" is in order.

" When a child first attonds, K aschool, he brings
with him a unique set of linguistic oxperiences and
~ tharefore spoaks a slightly different form of,a langu-
- age. Those with whom he ¢ommunicates also speak a
+-slightly different form of the language but its.
composite, the form of languadgo used is very similarly
structured and implemented. These similar language
. foatures can be grouped and called a dialoct. A
colloction of similar dialects form.a Ianguago.“ It
is important to noto that everyone spcaks a. alect
and that there is no such thing as a "pure" form of
a:language. In this respect, then, the language one
uses cannot be classified as being either "good"®
"bad." At best it can be classified as "standard" 'or
"honstandard."

The c¢hild acquires the basic lanjuage forms of
those around him.very ecarly in his life so that by the
time he attends school he has mastered the basic
language system well enough to communicate his .physi-

* . cal, emotional and social needs adequately within his
" language community. The communication system he has’
" acquired may or may not be a standard dialect of the
language. Regardless of this, it serves him well and
--------- +9-an-intimate.-part.of.his baing....

= In the process of first language learning, the -
basic sound and grammatical structures of the home
language become engrained in the ‘learner. - As he uses
and practices his home,%zi,\-'m,guage, he learns to hear
and produce all sounds’ {n/terms of the linguistic
system he is acquiring and all extraneous sounds, @
such as the sounds of anpther language, are cléssified{

/- in terms of what the l%Eﬁper already knpws'and pro-
duces. Spanish-speake¥ps,for example, commonly hear
arwproduce beoth chea"‘fa;%ughig as cheap. The
difficulty is not” that "are inherently unable to
hear or produce  thediffiiences, but rather that they

v 4 .

i T N . . . -
Dorina A. Thomas is a graduate student at the
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1
have been conditioned not to becauge of previous -,
exparience in their.-native language.
. Comparable problems occur in grammar ,and. vocabu-
lary, all of which are the dire¢t pesult of* the
tenhency to superimpose native language characteris-
tics or structures on the gecond language. All of
these problems of perception and implementation which
. arise from native language habits of thae speaker’
_are calleq interferencef - o
Before beginning 'with the sound and grammatical
' systems, I"would like to point out that the parents
" of Spanish-speaking children come to the United
States from such variouys areas as Mexico, Puerto Rico, -
and Cuba. These children do not all have the same
cultuwal or even racial backgrounds. For example,
among the Puerto Ridans one finds African, .Indian. and
European ancestry and skin colors ranging from black
to copper, to fair. Spanish-speaking peopler who have
lived in cities before coming to theglnited States
are more culturally attuned to the culture of the.
people in the United States. However, those of the
more traditional families generally hold more tradi-
tional values. .
Family ties are very strong. The family includes
‘not pnly parents and children, but uhcles, aunts,
cousins, grandparents and even godparents. The honor
,0f the family must be .respected. ,The individual is
-+~ subordinate to the family. Problems are usually
- settled within the family. .
A Spanish-speaking person is often content to .
remain in whatever position or employment he has at:
. the present’time. This may be due to the stratifica-
tion of his society in his homeland. Because of this
and because he values personal characteristics more ,
than success he is consequently less competitive than
.uw»m»thennativentesiden@»0@~the»€nitedmstatesv"““M“$“““W““m““
. I must emphasize that these characteristics and
Others I may mention do not apply to every Spanish-
speaking person. Many Spanish-speak;ng'people have
become acculturated_and many assimilated, so stereo-°
_ tying all Spanish-speaking people would result in (a
great injustice toward the Spanish-speaking student.
The first language system which calises some
interference on learning English as a second language
is vocabulery, which includes the meaning or cultur-
al referents for a languaga. Because the teacher .
©'will be using vocabulary as a vehicle for: the learning®-
of sounds and grammatical interference, this language
systems holds first prioritw. The individual's
vocabulary reflects, in part, hIis/her experiences;
therefore as a teacher one must make sure that these
experiences are taken into account when teaching him/
her a seconds language. -"Furthermore, becayse words -
have different ranges oﬁ meaning, apparedg;meaning“
., < N
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equivalents of words between languages are often

~misleading. For example, foot in English and“g in

Splanish are only partially synonymous since pie refers
to the foot of a human while pata refers to the foot

‘or leg of an animal.-or the leg of a table or chair.

Other similar problems occur, with back and neck which
can be lomo or espalda and pescuezg:or cuello
respectively depending on whether the referent is
human or,not. These facts reflect the cultural di-
mepsion of words. By the way, Chicanos do not use
the word lomo in reference %o back. Care must be
taken, if your native language is Spanish, that you
become acquainted with the vocabulary of other fellow
Spanlsh speakers 1n order to conduct a more effective
ESL lesson. .

When the Spanish-speaking child learns Ehglish,
he/she is faced with a sound system that is far more
difficult that that of his first language. These
children have many new sounds to learh, some old. anes
that must not intrude into their Engllsh,Land a very
few familiar sounds that can be transferred falrly
successfully from Spanlsh to English.

The English sound system can be categorized into
three main categories from understandable transference
to misunderstanding. transference. . (I will refer to
the last three interferences later.)

Positive.  Interference. In acquiring the English:

gound system, the child usually attempts to graft the

new system onto the old one. That is, he/she tends

to hear as identical whatever sounds are similar in
the two lariguages, and therefore, continues to use the
Spanlsh rather than. ghe Engllsh sound. Sometimes

this .is not too serious a préoblem, because even

though he/she is prgducing a Spanish word instead of
its English counterpart, he/she tan still be under-

rstood. -In this situation, we say that his/her

Spanish has positive interference on his/her English.
This is the .case for sounds adjacent to P051t1ve Inter-
ference.

Negative Interference. This is when a child's
substitution of Spanish sounds for English ones results
in not being able to understand him. This negative
interference on his English includes sound such as
b, v, h, r, z.

zero Interference. Besides trying to match up
the two sound systems in this way, children'will &lso
encounter some totally new sounds that they have never

heard in Spanish and have no idea how to produce.

Sounds in this category are said to have a zero inter-
terence from their first language.. They include
these English sounds: j, th (as in this), th (three),
sh, zh (measure), ng, i (sit), ae (cat) (but)
(ought), u (pull).

The most difficult interference would be thg;
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with zero interference because these are sounds that
have never been heard by Spanish-speakers and there-
fore they have no idea how to produce them. ‘ The

.next most difficult would be the negative interfer-
.ence. Positive interference sounds are those that

v ‘can be readily transférable with only a slight
"accent" distinguishing them from the real English o
sounds. o _ v
When the teacher of English’as a Second Langu-

age is aware of which English sounds are particularly
difficult, special drills can be planned to teach -
these sounds. ‘A frequently used teaching device is
the minimal pair drill. A migimal pair consists of
two words different in only one phoneme’. The first
word in the pair should contain the phoneme similar
to its Spanish counterpart. “The second word should
contain the English phoneme that is causing the

. difficulty. o .
~ . EX. N ..“' , o
TR . To practice th: den-then
i, <L ' 'To.praatice’v : Fan-van ‘
U “io U Taspractice 2 : sip-zip
g olprmbtice shi sipghips sve-shop -

¥ vowels -‘ew Lo .
S S R
. 'ﬁb&}i&gﬁusseXamxne the English and Spanish

sound ‘systeft"a%litt}e bit closely ih an attempt to
determine the bas&& forintefference.

Spanish vowels a¥g "pure-veweld, that is, they do
not have the diphthongal off-glide characteristic of
the so-called long vowel of English. Otherwise they
correspond to the Engl}sh vowels. There are five
distinct Spanish vowel sounds which appear in the
following words: ' .

/a/ hasta, /e/ este, /o/ otro, /u/ uva, /i/ listo

Comparable to English Sounds:

/a/ hasta as in /a/ father N

/e/ este - . as in /e/ sell

/i/ listo as _in _scene

/o/ otro ' . as in bone - .

/u/ uva represents sounds similar to

T boot 1 . ’
' These are similar to hut not precisely English .
cemess - - - gounds.

Comparatively speaking.th% English vowel system
is much more complex in that there is a minimum of ‘ten
separate vowels sounds: i1y/“beet, /I/ bit, /ey/ bait
" /e/ bet, /ae/ bat, /uw/ boot, /u/ bull, /ow/'boat, /o/
bought, / / but.; Therefore /i/ .as in bit,-/u/ as in
book, /ae/ as inyrat, / / as_in cut, /ow/ as in open
.7 do not occur in English. ‘ :
Those English soundsgfor which there is not a
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suitable approximation'of Spanish can be expected, to
present problems £or the Spanlsh speaker learning
English. 4 .
In a cGloser analyqis of thevvowel sounds not
found in Spanish, we find that~® Spanish-speakers have
trouble dlStlthlShlhg between /i/-as in list and
/e/ as in scene because, they ‘are- substltutlng the
tense pure vowel of Spanish. As. a result, a word
like. ship is said: with .a.tense vowel and sounds like
sheep to English speakers; .a word 'like sheep is said
with a pure vowel not a dipthong and sound Elke shi
to Engllsh speakers.' The same difficulty occurs with
/e/ as in sell and /a/ as "in ‘sale and with /u/ as in
bull and /oo/ as in boot.-’ They ‘may not only substi-
‘tute /a/ as in sat for 7a/ in father but for /o/ as
in mop. These are acceptable substitutions because
they are cons1dered positive interference where the
Spanish-speaker, can begunderstood By superimg 51
their tense.and pure -vowe'l: system on the secon #% .
language the Spanlsh~speaker is speaking the“second
language w1th ‘an "aCCent.ﬁ , ‘

.

e . N vt
consonants’ 'L. Lo

. ! DR R

"Many Spanish “congonants are simila¥ to English
consonants, 'but 'they are-‘isually not pronounced as. ' %
forblbly Flrst, ‘consonant sounds can be’ categorlzed
according to their. mannernof artfculation:

. ‘L. Stop., . Produced by completely c1051ng of" the
.air passage*through the mouth such as in the lnltidl
&@éound in Ri_,‘Ted, ‘come, bit, dea& and gum and the
fanal sound af mob, -top, sock, mod, ‘putt;, and' -mu
?'J' II. Fricative.. Produced’ by narrowing . the a1r “»,
passage ‘causing friction.ifA the mouth but n compl=
- etely deterring passade ‘ofi,air such.as in t“i‘nxtlal
“sounds in falry, ‘very, thigh this, sip, zip9% sure,»]?; I
--~azuxe,~and—the final-.sound-in.. w1£e¢“5oth+msieye,»wlsh4“s_~c«
* " has; rouge, loathe, vice. N
: III. Affricate. Produced by completely closihg .J';ﬂ
the air passage as in 'stop and releasing with a-fric- . -
tion sound‘as 'in .a- fricative. The initial and f1na1
sounds of  church and judge 1llustrate such s; ds. .

IV. Resonants. Produced without frlctlon as in .70
‘-thh, read, leave, and yes. : IS
' V. Nasal. ' A speCLal class of resonants, the ."Qm o

‘air is.allowed tb pass’ through the nasal cav1ty ‘as 1n.'
mean, sin,. sin

. VI. Voiced. sounds Characterized by vxbratlon of

. the vocal chords durlng the production of the sound.;~-.
* VII. Point of Articulation. Involve the lips, the -
teeth, the alvelar ridge,. the palate, "the soft palate,
the tongue, and the, vocal cords. As you can see the- .
tongue is divided into four main areas: the tip, the =~
blade, the middle, and the back. .The placement of

Q
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these areas within the mouth cavity is vty important

in the production of sound. The tongue ¢an be

placed just behind the teeth. (alveolar yidge); it can

be placed on the upper top part of the palate (hard: .

palate), or on the lower back part (the¢ soft palate)?
Even though sounds belong to the_.ame classifi-

cation, they differ in pronounciation by the point

.and, in part, by the manner of articulation. Even

-artlculatlon as the English and Spanish-/b/. The.

though the point and manner of articulation of /p/
and /by/ are the same in both -languages the Spanish<’
speakey will most llkely interchange them because
of overconcentration in teaching these sounds.

The /v/, however, in Spanish belongs in the stop-
categoery .as well and has the same point and manner of

‘position of the phoneme determines its sound. When
occurring at the beginning of a sentence or phrase L
oy ‘following the letter /m/ or /n/ the./b/ and /v/ in +

'Spanlsh represent a sound similar to /b/ as in, bat.

Otherwise they represent a sound that is made 1ike .
/v/ as ip vine except that the lips dre held lightly
together durlng Aarticulation. . Therefore, when speak-
ing Engligh,. Spaq1$hﬂspeakers tend to substitute /b/
for /v/ and A1 % fUV This is a perfect example
of negathe language-'interference.

—The - letter /g/ represents several sounds in .
Spanish, therefore belonging to dlfferent categonles.
It may represent a.sound like /9/ ds in good ( ota
in spanish) or it may represent. a sound like /
in hope (gente in Spanish). An allophone of /9/ is a
gargllng sound made by raising the back part of the

" tongue toward the ‘soft.palate while vibrating the

vocal cords. . When speaklng English, Spanlsh speaking
children éom@tlmes substltute /c/ a$ in car. for /g/ -
as. in good. ‘' Because in English the /9/ as*fn good is
the v01ce “twﬁh" of tHe. initial sound heard in car «
The letter /d/ #1 Spanish represents a soun
similar to /d/ as in dime, but it may also“represent”
a sound comparable to /th/ as in then when it eccurs
in certain positions; this may trigger changes.ln
meaning. For example 1n~Spanlsh /d/ -as in then occurs

"on\ly between vowels or in final pos1t;on as in dedo

(==
P

aryd ygsted while the sound /d/ as in.dime occurs in’

ish Initially and after /m/ or /n/ as in dedo or
onde. In English these two sounds occur in any
position and furthermore signal. a°d1fference in mean--" |
jng such as /d/ in dime and /d/ in then. Consequently’ *
Spanish-speaking pupils may substitute /d/ for voiced
/th/. They may also pronounce /d/ like /t/ because
in English /t/ is the voiceless. "twin'- of /d/ _

The/Spanish and Engllsh articulaticn of '/s/ is
actually - the same even belonglng to the same category.
The difficulty, however, is the difference of position
of thd phoneme in words, which is another basis for
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.language interference. 1In Spanish /s/ as in state

is always preceded by /e/ as in sell (escula). Thus, "

*Spanish-speakers tend to say estate for state.

Also Spanish-speakind pupils tend to substitute
voiceless /s/ as in seal for voiced /z/ as in zeal.
They may also substitute /z/ for /s/ which produces
nggative interference. These sounds are formed in
the same way except that when producing the sound of
/z/ as in both zeal and nose’, the vocal ‘cords vibrate
during its articulation.. This is difficult fora
non-English speaker to reproduce, so they superlmPQSe
their ¥s/ for the soundsiipf /z/,

. Spanish-speakers often have difficulty with the
sound represented by /sh/ as in show and /ch/ as 'in
choke. < /Sh/ hag no equivalence in Spanish, thus.
representlgg A 2ero interference. Spanish-speakers
are used to produc1ng the /ch/ and have an exact
equlvalentrln English, bug probably; through over-
-copcentration on the learning of the sound of /sh/, *

the similarity in words such as shoe-chew as well as

a slight difference in.tongue position will cause
interchanging of /ch/ and /sh/ sounds. If the’
teacher would isolate /sh/ from any other sound that
is similar, I believe that ‘this' prcoblem would be’ dn
part eliminated. That means that- /sh/ and /ch/

; should-not be taught together, such ‘as -in minimal

pair shire-chair.” The isolation of /Sh/ would lessen
the tendency to superlmpose the /ch/ on the English
/sh/.

/J/ is a sound that must be taught It has no
counterpart in Spanish 6ther than the letter /g/ in
/Argentina. This sound in English is the voiced .

twin™ of /ch/ as in'chill. Except for the vibration

of the vocal cords durlng articulation, it ‘is. made ‘in.

the same manner as /ch/. . Theréfore a Spanish- speaker
may substitute /qh/‘for thlS sound. The Span*sh- el
speaker may also substitute /j/ for /y/. This is .-
dye.-to. the overconcentration.on.the learning of the
vsahnﬁ of /j/. The'/y/ in Spanish has @ number of-
spellings for the soudd such as;yerba, lleno, hielo.
Yet studies have been unable: to ‘determine why there
. is a tendency to pronounce the English words yes,
yellow, and young as djes, djellow, djong.

" While rounding the lips to produce /w/ as in
weay, Spanish-speakers often tend to raise the back
part of the tongue to a position:like in that of the
allophone /g/. This sound'in English is character-
ized by the gliding motion of the lips and ‘the
tongue from their original position -into the position
of «the following vowel in the word. Conseguently;
the English word wash when pronounced by Spanish-
speaker pupils may sound more like gwash.

The letter /r/ in Spanish represents a sound’
similar to /r/ in rise except that the "tip of the

. o 0 63 .
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tongue actually taps the alveolar ‘ridge as in 'caro.
Many' Americans produce-/r/ by curling the'tips of
the tongue up and - back (retroflex). The sound is
usually a glide; that is, the lips and tongue move
‘with a gliding motion from the retroflex position in-
to the following vowel position. Nevertheless, the
difficulty may be that the production of this sound
in English varies widely, causing confusion for a
.native Spanish-speaker. )

" The letter'/rr/ in carro like the /x/.in caro
both belong to a category of articulation that are
rot found in -English. The /xr/ ‘represent a single _
sound, a trill produced by vibrating the tip -of the,
tongue against the alveolar ridge. Spanish-speakers
tend to substitute either sound for the English /x/.

To summarize: 1In comparing thé two sound A
systems we find that the consonant sounds /j/ as in °
Jjudge, /s/ as in sure, /z/ as in zero, /o/ as in
think, /v/ as in very, /z/-as'in pleasure, Ar/ as in
red, the vowels /I/ as in bit, fu// as in book, /ae/
as in rat, /9/ as in gut Jow/ as in open do not
exist in.Spanish. Other sounds that have.not been
discussed but are also not found in,the Spanish sound
system are the following: /sk/ as in”skill; ./séx/ as
in screen, /squ/’as, in squash, /sl/ as in.sleet:, /smy _
as in smile, /sn/ aS.in snake, /sp/ as:in gpade, /spr/
«  spread, /st/ aé-i?_éggwr and /str/ﬂas ih.§5£ing;.
. . Lo ‘.-c?(:h' K " \ v

L3

N

Morphology and.Syntax
— Y s R e
As in the English sound system theme eXigts a.
hierachy dr difficulty in meeting Engliéh*ﬁéiﬁhologxk
and syntax. ., Most difficult to learn are the items
which have no correspondence with Spanish forms.
: - Words &Erresponding'té the English words, do, - )
does or)did are not used ta form questions in Spanish.
Questions are indicated by rising inflection at the
. .end of the guestion or by inversion of the .subject 4
and predicate. S : s
7 For example: _ S
.. 7 DPid the horse .run fast? T
| .o Run fast the horse? / oo
o There are a few items in which a direct trans-
“ + fer can be made from Spanish to English. The most
“ frequent of these is in the formation of interroga-
tive ‘sentences through'intonation alone. The result
7 1§ readily comprehensible in English and-incorrect.
Because questions of ‘this type ‘are rarely corregted,”
children do not learn how tg form questions in any-

i

T

v

other way. . ; .
‘- Eng. Ex: o/ Spanish verison:
- Is this wight? / This is right?
you like my dress? You like my dress?

T negative no is usually placed before the

", ' '
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&+ : - v o s
verb' $o Do not speak would be No speak.in Spa ish. - Cer
Nf,,TP':. p nes .
Use of Pronoun "'It" nd Obllgatory Use of Sublgg; et
Pronouns - .

a

Since person and number are lndlcatedhby inflec~
tional forms of the wetb, subject pronouns, ex ‘3 . N
yo (I) and usted, ustedes (you), are. usually. ' '
Yo is omitted except-Where 1t ks requlred for.

emphasis_pr clarity.” Such sentences as It is J
and He cah -run.thus ‘become Is pretty and, C Can.run . ™

in order of dlfflcuity are . thos? temsx'gﬁap
whose Spanlsh counterpart»are qulte dlffe;ent frgm” ¢
English such as:
» 1. Article usage Like Engl1sh artlcles, Spagﬁlw
articles precede. Bhe ‘nouns _they modify (a dog, the
‘ boy).. o
The Span1sh 1ndef1n1te -drticle corresEOndlng to« .“b
the English word a is omittéd when, it: modi ies ,nouns - »
«folloying forms of. the verb: bé that show prefession, Y
occupation, position d so on. Thus, The -man is a -
doctor is stated in Sggzlsh The.man is 'dagtor. 'g
he 1is used .with
addre58a¢ ..
Spanish The tMr. Jones is here. s i
" English: Mr. Jones’ is here. - : A
Definite art1c1e the is also used w1th the name “
mf a language: .

ties except in dlrect : 0

Spangsh: The' Spanlsh is hard. . R S
: Engllsh Spanish &s hard. ° S '
~ : Definite artlcle rather than the posse551ve )
-adjective is used to refer to parts of the body or to
clothlng : »
" "The quesStion: Mary what do you have on your
R .. head? .
¢ -Spanish: Mary, what have ﬁou on the head”
S CoL 2. Prep051t10n usage: Spanish pup;ls may have -

trouble ysing the correct preposition in such phrases
as in the house and oh Gonzales Street, since only
ohe preposition, the word en (in, on) is used in
~similar phrases in Spanlsh n ‘

,+ 3. Verb forms and usage Spanish, speakers may’
say 'The girl sing rather than The girl sings. Engl1sh
verbs are much less.fully inflected than Spamish
verbs. Spanish-speaking pupils sometimes become
confused and fail to use 1nf1ectlopa1 endlngs,that do
occur in English. .

© 4:; Noun Forms and usage: Spanlsh nouns have
masculine or feminihe gender (/o/ represents male,
and fa/ represents female) and 1néucate singular or Ya.
plural numbers: . i
Engllsh He i% ugly:” Spanlsh_. Esta fello. o
- She jis uglv ‘Esta fella. )

i
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u'--f’ T AdJectlve forms and usage Indxcate gender t
..dnd number ‘and they'must agreg with’ nouns they
modlfy.
v .= Adjectives that describe. follow ‘the moun A
S -+ they. modify;. thus Snanlshuspeakers 'sdy* thé: |
~ : trees tall instead.of the tall trees. o
- Comparatxve dnd ‘superlative degrees of adjec-
.tives are_usually formed by - using. the words ..
I : ‘mas: (more) and él mas.)(the most) ‘with the . .
~ . .- adjective. As a resw*t -Spanish Americans
' - . tend not to use er and. gsg té6 fprm compara-
_ : Jitive. and” SUperlatlve degrees in English.
e e They may say more -small and most small rather'
’ : than smaller and smallept: ° )
6. Pronodn forms and usage Previously d1s-v
cussed,, ' '
o0 7. Subordlnatlon/relatlve clause: Relatlve
.pronouns are never omitted in Spanish as they are in
English. For’ example, in'English ohe’ might say the
dog they are chasing 'or the dog that they are chas1ng
Iﬁfspanlsh only the latter 1s -true.

Ps

9] ‘

Co

S Intonatlon ' g
_r—

. e
* ¥ The .intonation o Spanlsh d1ffers from that of
o Ehgllsh English has-four degrees of stress: primary,
U secondary, tertiary, ‘and weak.. Spanish however, has .
" -only primary-and weak. The bdundarles of English
i words are usually marked. by an 1nterruption in, the .
., .. flow- of speech. ‘' Spanish, however, is: prOnounced 1n
syllables, and word boundar1es may nat be observed.:
‘In English there dr¢ four:levels of voice piteh; -~ -
.low, noxgpal, high, gnd highest. - In Spanish there are
~only-* th ee--normal -high, and highegt. -Meam
expressjed by a. particular 1ntonatlon pattern ;n
; Engli may be expressed by-a different’pattérn in
1. “For example, such polite requests ‘as *
walk to the door, are terminated in English
£aIllng intonation but are said.in Spanish .
rd;lng intonation. When . speak1ng English,
aking puplls naturally tend to use patterns

5 S
Lth W they: are accustomed. - .
- .4 " Spanish’ speakers usually.find the rhythm of
English speech very difficult to reproduce. Primari-

. ly stressed syllables octcur at-approximately equal
intervals of ‘timé in English. . A1l other syllables,

no matter. how many, tend to be crowded into the.
interval of time occurring between the stressed syl-
‘labels. It takes almost the same amount of time to

'say The phrase book"s on the table as it takes to sa
*books .on the old brown table. In Spanish, however,

- each syllable is given approximately the same dura-'.

* tion. When speaklng English, Spanish ‘Americans also -
tend to stress the following classes :of words not

Y |
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usually stressed by Engllsh speakers " personal and’

‘possessive pronouns, articles, prepogitions, con- )

junctions and all forms of the .wverb be. o -
: ! S - . ) t

, - . ¥
Conclusion- '

b *
Because of the llght it-sheds on the nature’ of
language, the languapge ‘acquisition process, and ) .
b111ngua115m, ‘linguistics can proyide valuable insights ‘'

and suggestions for second language t&aching. Onlly
a few of these have been identified here but what has .
. been presented indicates that’ teachers of bilinguil

X

“students need to have some basic knowledge of lin-. °
guistics and companatlve aspects of Spanish and
EnglLsh. _ L

wn-1f we are suecessful in developlng two effective
.systems of communication in our:students, ‘we have in

o effect doubled their pbtentlal for functiqning success-
fully in two social- contexts. If we are not success-
ful in this and the student's’ native language is..not
the dominant orie in the community gnd is not thé

"me'dium.of education and - .commerce, his economic and
-social advancemenx may be s¢verely hampered.

TTTIE mist be emphaSLzed that the teacher must .

.recognlzelﬂaccept and:use the. Chlld's first language
“in teachlng so that 'the previous " “learning of the ’
¢hild can be built upon an&‘not lost. At the same

;tlme, 4 second language acq@xsxtlon program’bullt
upon linguistic’ lnformatlon about the two ITanguages -
and how they lnfluence each other must be begun. -

In this .manner, the achlevement or/succqssfu1°b111n—

" gualism in our students can be fostered with full
knowledge that is being done in a linguistically,
éducatlonally, and phllosophlcally justlflable
manner., o : ,

*Manue 1 T Pacheco, "LlngUlm—AC Understandlngs for

The Teacher of Spanish-speakj g Chlldren” in Re dln
“and the Spanlsh speaklng Chmﬁg 7
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ARGUMENTS IN SUPPORT
OF QILINGUAL-BICULTURAL EDUCATION «
v . Samuel Betidnces*

.

v

The purpose 'of this paper is #o0 underline the
strong arquments that speak to the negd for bilingual-
_bicultural education in the. United States. The
reagpns which will be discussed here have been gleaned
“from the strong and forceful’ voices which speak out 3°
in favor of bilingual-bjcultural edhcation. While
the basic’'points are not original*with the authpr,
the rationale and ways in which these reasons ¥re
4gov1ded reprosent a perspective the autMor has

und usef@d in explaining the needs for such pro-
grams to many diverse audiences throughout the
United States and Guam. ]

It is ped that these argumcnts will givg
ammunition ‘to the¢se who see the potential -for such
programs, and help thodse who do’ not. For this
purpose we will examine five reasons why the propon-
ents' of Bilingual-picultural education suggest that
sugh programs are essentxal for gxeups entering ‘the
cconomic tife of fhe United States now, but were not
essential (thou possibly desirable) for previQus
non-Englishrspeaking newcomers to the ®™nited States

€

Vehicle for Transfer of Information ‘.

-

-

a »

First, bilingual- bxaul‘tural education is ,
important for pceople to have a véhicle for the trans-
fer of information in the ‘language they know. ,The
business of the olassroom is teachinqg and learninq

"Children who come recady to learn, put cannot trans-

fer informatian.in English are pot stupid. They will
learn if they are responded to, whether by their '

tcachers or their peers. School children must be

taught in.- the languago they know. If the langdage

of the child is other than English, then the child
must be taught .in that languaqge tRat he ox she brings
into:the classroom. Dr. Bruce Gaarder was an carly
exponent of this view, - .

Childrenawho enter school with
less competence in English than monolin-

FCaguel Betances in a professor gof soctology at
" Nefrtheastorn I[llinols Unfversity, Chicaqo.
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gual English-speaktng children will
probably become retarded in their school
work td& the cxtcni'o{ their deficiency
in glish, if English is the sole
medilm ofminstruction. On the other

hiand, t ilingual child's conceputal .
evelopment and acquisition of other
experience and information could procged
at a norfyl rate if the .mother tongue
were used as _an a%Pternate medium of

Jzestruction;l P s, -
L]

~ - -

]

. This-@s not an argument agaihst,teaching:thﬁ
<hild .Eng’l@..

Anyone who argues that a group ,of

Yeople can g&r along in the;United States ‘without.

“3-fngu

English issebeing shortsighted and unrealistic.

we are arguin§ for, here, is not whether a child

showdd learn English; ,but whether that child shodld ™
We argue that while the child

be taught in fnglish.
dearning English as a second language {second in,

is

-

the sense that it cames.after the child's first
~‘,"1anguagc; nbt in the sense that it is second in

importance
nath.

L4

education while they lgarn English.

. ‘betw
" cont

practice and a4 good pr

ts acquired.”

-

), the child can be learging science and
In other words,,children will be gétting their

What

ermits making a clear distintion

ﬁnc,caucnt r put it well when ho stated:» "Bj-
ady education

n cducati®h and language, i.e., between the

t of edgcation and the vehicle through which it
Gaarders' excellent example, which

follows, Whings precision to t is isgue:

~e

-

LY

s and tle Lngdish . one.

ﬂ’

> s L3
. 1use the example of two window
pages, the green-Muted: Sgjunish, one and

. the blue-ttnted Englisk one, both looking

out on the:same world, the =ame reality.
He toL} the bittle child who has just
endercd the firstygrade, "You have two
windows into Ythe world, the ‘Spanish one
pfortunptely, your
'Engrish"dndow hasn'g Been built yet, but
we'rg going to work on it &s fast'as we
can and in a w years, maybe, it'll be i

2us cleag and Bright as your Spanish . gﬁ

window.s, Meant {nie, c¥ru,Jf you don't see
much, keep on trying to look out the
ypake where the) blue, one will be, And
“tay away ‘from‘ the groen onelf  It's
againstlRoyr cducational policy, to 1bok
through anything tinted groen! 6

i

. > . . '

In essencoR e pﬁild willge able, Witp
onr

. £ ¢
. o . ‘,6 ',(, ] . R .
. . . ' : -
: < ) .
' ' 7 O . Lo P ‘

am Of language fnstzuction, ®
tu continue to‘progress in his/her mother toMjue, until
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he or shq is able to transfer-knowledge in the .
acquired English language. This is the first reason
that supparts bilingual-bicultural education. -

Ability for Self Expression

The second reason f6r bilingual-bicultural
education is.the importarce for pecople to be able to
express themselves through language. School children
who speak & language other than Ehglish should not be
prohibited from self-expression by being told that
they can only speak in English. Some in“the teaching
profession see it as .their patrioticduty to help
non-English speaking children "adjust” faster into
the "American way" of life by ‘forcing these children
to speak only in English. They thus deny the non-
English specaking @hildren.self-expression, especially, -
Jf the child-does not come from an English specakKing &7
culture. Perhaps it is not ‘just a patriotic insting¥; -

., but a desirg to be a good tecacher that motivates .
vtcduc@tors‘to‘prohibit the non-English speaking child
" from,speakiug in Spanish or another language. -

Nevertheless the harm is done when children who are
denied the right to speak are basically being denied
the right of self-expression, the right to be!

As early as 1967, Dr. Bruce Gaarder was raising

. this important issue. He brought the issue of self-

expression through language into the early battle for
bilingual education. He stated: o )

Language is the most important

exgeriorizatfon or manifestation of the
~sel'f, of - thewhuman personality. _If the

school, the all powerful school, rejectd

the mother tohgiic of an entire group of
¢hildren, it can be cxpected to affect -
seriously and adversely those children’s ‘
concept of their parents, their homes, .

-

and themselves.4 _ .

Dr. bonald M. Smith, Professor of Education
at.New York's Bernard Baruch College, has spoken out
on the right to be. Dr. Smith has argued and 1
. concur that the right to be is much more important
, thark the ripght to rc;ﬂ! < -
The tcaching p

ofession cannot insist that-it
works on behalf of children while arguing that some
eschuol children ought not’ to Nave the inalfenable
prcéioua right to be, simply becuusc they might not
express themselves in English, 7To insist that some
children ought not to speak, ought not to cxpress
P &hcﬁﬂclyvﬂ: borders swons cultural genocide.  pr,

4

*
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Edu%rdo»Seda wrote about this problem. He n

Gted:
: Vel . ..
_ The canstitutional principle of :. Kb
equal opportunity can be guaranteed for
these groups’ only in terms of cultural
pluralism--which would strengthen and
safe-guard their identity as gn affirpa-
... tipn of the'principle .to 'thine ownself
~Z_..be truei' In educatign, pluralism means °
S & . . - . - Ny .
- “édiicating the children in avlanguage

’

o7 oty that does ot alienate ‘them ofrom their

, Relationship Between,School and Home °*

froeo o ethnic community .2+ . .
* cw 3t ey T .“

o

Ca G e T R ST . ,
Ef¢BlJinguaf%H§cu}tural €ducation helps to protect-in a
. N o x . 3 P P
= V&TY congrete way .the right of childqgn to be; to

eXpress themselwes. %

The third”reason for bilinmgual-bicultural . -
education has to do with the relationshiip between. the
school and the home. The school must communicate in
the language of the parents who send (or are forced
to send). their ‘children to school. ‘In his apficle
on '"Social Justice and Minorities," David Ballesteros
rargues that bilingual education "reinforces the rela-
tion of the school and'the home through a common '
communication bond."6 Without this ability, this
bilingual talent), ’school people are at a loss to -
understand how to communicate with .the parents of the’
non-English speaking child.,;The results are many, #nd
for the most part negative: »Two Students of the
Puerto Ritan experieénce wrote on this,subject:

A core set of bilingual counselors
should be hired to sérve the needs of
students ard to act as ombudsmen-or liaij-

) son between the school district and the .
- community. At least one bilingual or
bicultural staff person should be avail-
able at all times to meet_ with parents.
In addition to hiring bicultuiral and bi-
lingual teachers and other key people,
schools should requiretinservice train- °
ing programs on Puerto Rican clUlture,
which would stredgthen the total school
staff effectiveness. Administrators of
schools where half the student population
is Puerto Rican should be bilingudl educa-
>- tors, either native speakers of Spanish
who also have a good command of English L
onmnative speakers of English who have a g_,",
1C %

-

good command of Spanish plus a sympathetj
uddgrstanding of the culture of the ‘¢pnJ% '
s . oo . ‘,,5“.-
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sumers. of their institutions' precious
/ _ commodity. Else, they should be
" required to take a course or at¥end an
institute dealing with the Puerto Rican
cultural heritag$ and contemporary
social movement.

3
L]

A strong coalition between the school and the
home. is essential. It becomes the.responsibility of
the school to communicate with the home. The insti-
tution must be respon51ble in understanding wh}

Q cultural forces, exist in the bes%® interests of
children from non-English speaking homes. The schoel
and the home must have some semblance of cultural
relevande 'in érder to reinforce each other. If not,

" the rgsults can only he negative.

The five or six years They have so

far spent in agquiring competence in
their ‘home- language seems wasted}when
they find their teachers, their school
books, or their fellgw pupils psing a
different language. For them, there is

~ a language "barrier, established.by tHhe

: school itself, that blocks their learn- !
ing, dlscourages their efforts, and . '
reduces their chances of success in 'the
educational system. 8 :

*~"Encourage Language Diversity in the U.S.

. N ¥
The fourth reason for bilingual-bilcultural
‘education has to do with the fact that the world in
which we live requires that imcreasing numbers of
people develop more than one world view. The United
States is very'diverse. Many people in this country
speak languages other than English. It makes good
sense #o0 get people to learn more than one language.
It makes £ven more sense to help those who already
have a language other than to be able to continue ta
develop' a useful sk111 We certainly® ought to be
alarmed at any practice which attempts to destroy a
person's abllxty,to communicate in their mother
tongue. What is .nceded is.a more- enlightened langu-
age-educational policy in the‘United States. Other
countrits have bigger percentages of people within
their borders that do not speak the languafge of the
host society. But they havewrecognized thé challenge
and have a tradition for working it out. The United
Gtates does not. Spolsky brings focus to this
roblem: "Lt is only, quite recently that much atten-
tY has been paid to the fact that there are
languages other than English spoken in the United
States, ‘and that many children come to school not
» v a
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speaklng English. "9
States has ‘from 18 to 20
language is not English.l

&
-

It is estimated that the United '
811110n people whose native

The Spanish- speaklng groups (Mexican Americans,
Puerto -Ricans and Gubans) make,up the single largest
group ‘affected by bilingual- -bicultural educatign. - .

The American Indian nations represent the.second -

largest ‘group ‘in need of -an enlightened language

educational policy.

suggestlng today an alternative: ‘

WhateVer language goals a soc1ety
may set for its schools can.be achieved
only if they take into account the lang-
uage competence” that the pupils brlng to
schogl., There is no justification for:
the myth that .children of lower socio-

economic ¢lasses speak no language, gr .

-an inferior one, or a debased and
"inaccurate form of the standard languﬁge

L

Such children . have learned the varlety
with asfmuch semantic richness, struc:
tural cdmplexlty, ‘and potential for S

—. —~eommufiications as any other. ' If sOc1ety

believes they must also acquire some . .
other languyage or variety, then the ..
school must develop sound and effictlve
methods of language instruction.

Support D1verse Cultural Values Vo

cultural education has to do with culturg. -Dr{R#
Eduardp-Seda Bonilla has said that ”language isg
cal chord to cultur@ " Language is“the jx
important part of culturelln ‘that language g;,
vehicle that transmits: culture &4

umbili

the op
group

groups.

economic "and politjcal status 'is mafle to '"see®yy
h the "eyqs" ©of the dominating group thi3%y

throug
oppres
to be

used ‘¢

. slaves
slave$ "1n the]r

9 fifth reasan which supports b111ngu.

When a group of pqople are oppressed b
pressing group Just1f1es keeping the" 0

down by blaming the victims. (A negat14“‘
is ‘placed on the dlffereni systernis of belie
biological différences wh

ch exist between t.
This way] the group with tge infetio

sed group. is. at “the- bottqm because 1t des
there. .

-One critic of the‘present lang~ -
uage-educational policy in the United States* 1s

-
). o8
4t
< ‘J‘
) -
=
'1
i2

~ oy
B

. Reblgous reasons are’ given, i 11g10n happens
to be "an important way. of exp1a1n1ng ality.»

o be on @,.my igf-justifying the position' o
i Plan

Today it is scignce.
~ 1

. . - ¢
’ . ' . ‘

s LA

ﬁ - R ,
f’i". “ 7‘4 LIEM 7
7 ; T .

. P
r " ~
. -

", .
Jﬂ a 415" . ") .

qq owners used rgligi®en to keep
p ce"

Tbns .7: 

We



Q

ERIC

Aruitoxt provided by Eic:

. %5’ oo \!?k

A
hear a lot about [.Q. tests and " ene," etc. Toda ”’ -t
i m‘?‘

.'the gods are not biblical but "scientific."
The results”are the same. The victims are, & ' o %
told and processed through the institutions, llteral‘.’ﬂ- )
ture and art as well as through the humor and popuif‘ -
explanations, and through being regulated to inf,
polltxcal and economic positions -- to'accept the
"place" in a society., The values of the dom1na€1
group are transmitted to the group which is do
Bilingual-bicultural education allows th§& L
groups to understand why one group is on top an%‘ﬁge'

other on the bottom. Bilingual-bicultural educ
seeks to correct the negative view placed on a v
. culture by a dominating group. Multi-culturad ¢
“tion helps to strengthen the cultural identity8
‘the non-English speaking, non-white group. Ig“
«to maintain, to exalt as well as enrich and p
_ the culture of the Latino children from the negitlve,
.racist view which the lost society gives to? he#- A ey
culture of the dominated group. 7% - -

A -
Oppressed groups,, whose first languag ’izs t, ¢?‘§4,,
3

Englishy, need to view themselves through t
of their culture, rather than through,the ﬁ%
people who do not value them. Seda pgt it
. "If we lose our culture, the qlternative is ‘b“é
“,. the ‘Anglos culture. as the mold Jof our soul: f .
‘7,'that contains the poison of Tacism dlt%g;e&‘agwtp-
us. s ;
- Schools- often make the claxm that one of Lts h
roles is towprépdre students for the “real world 1 S5
There is 1o dolibt that -the real world of Puerto PP
add Rysan% Chﬂcanos, Asians; and. Native Amerlc_gg
,; United. .Sta'testiis a hostile one. What do sght OL§J
i po§e to do aﬁéUt preparing us ‘to survive ¥ Qh;&jv
.npal world? # }ggw‘u
. Bilingual-bicultural education” ;
khlldren from these communities front
.values whigh blame them for their oppr-s\:
a0 thUS Blllngual bicultural .education ﬁv‘l not solve
the "hasic problems ,oppressed groups . thq United N
iﬂ‘ States. Nexfher etHnic studLes’nor cultural ‘'entich- %
', ment ,program$ can be expected to” change the political '
‘safid kconomic realities which diyide people along class
lines iy the U.S. ‘ﬂTh; profdems willehave to be
: Solved by political means,”if they!v%e}ever to be i o
i splved. Butubllxngual bicultural ﬁﬁ%lon can at ' “
A'm léagst change the way poor people vi afid explain
‘their reality. Those of us, who must live on the )
m‘ToUtsxde” of-the society, éng ¥ho must seg ourselves
‘*"ds dlfféngéirln temperamept, ‘cultural v :ues, and
( who see oW anguage as different--we wl Y realize

2y ﬂhat we - {re ifferent but,not zgfrior. %ﬁ; will be
. Yhealthy enoufh to.think about akd matter in the A
. " struggle .fofy alternatives. L

N |  f,
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THE CULTURAL, SOCIAL3; AND EDUCATIONAL
© ¢ BACKGROUNDS OF THE CHALDEAN AND ARABIC
STUDENTS IN MICHIGAN SgﬁOOLS

Georgette H, Sesi*s
e Although. it is a universally accepted fact that
5 ;umans, in their early stages of development, learn
primarily by imitation, parents are ever speaking of
their children's originality. And yet expressions
\$§uch as "don't forget" and "didn't I tell- you" or

#““their equivalents are repeated quite often in day-to-

day conversation by parents to their children.
Essentially, the concept being taught is one of

memory and the retention of such memory. But beyond .
all else there is the element of authorship. Childrep®
seldom forget their plav objects, because they "belong"
to them. It is the things that are the possessions, of
others. that they neglect_most. What is theirs ‘is
original, what is not is the object of their least
communion, possibly of their resentment. The memoryw/
they are requested to keep is either not within their
realm of' natural curiosity or it is being forced on
them when they have no mental unity with it.

" The first mental unity a child has is the first
triad he encdunters or creates. His attachment to
any oné object or person is based on:a'‘triumvirate--
consciously or unaware--formed of himself, the object

or person, and the association that binds them together.

A rénowned example of this case is Linus'® security
blanket .in the comic strip "Peanuts." The triple link
is ‘formed by Linus, thc blanket, and the ‘intangible
element of security that is attributed to their insep-
arableness, And as long as the blanket is considered -
in this light, it will always speak Linus' language

and give him the comfort he seeks. Ultimately, the

.endurance of such bonds stands largely or mutual trust,
the sameness of language, and the onenests gf purpose.

’ Later in lifé these fundamentals remain virtually
unchanged--only that "don't, forget" is altered to a
fond "remember when' and "didn't I tell you" is _ ;
expressed .in a tone of geniality rather than admonish-
ment. . :

L

A newcomer between ages 9 and 16 is .neither the
‘'ngvice imitator nor the experienced compromiser; he

*Georgette Sesi is an English as a second language'
. instrucgtor, Southfield,PublicuSchools, Southfield,
:‘Michigan, - ' .
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"scholastic endeavors, and many more aspects of his life ™

»

N -
> ex’

belongs to the maturing state in between. The diffi-
culty is dou d since he is forced, by virtue of the
new. environment, to recall, keep, and apply'the entire,
set of elemen;al pr1nc1p1es, that he has used to come
to where he 'i's now, to-a totally unfamiliar field. He
has come to another country where his old social struc-
ture must beé shattered or altered to allow for 'the rise
of a new- and different one. His culture, moral values:,

must .now be channeled ,into different directions. His

_problem is Ri-fold, for he has to retdin the past wh11e,4'
training for the future ‘

To many Iraqi children, English is-a third, pos-
sibly a fourth language.- The disappointing factor is
that they have yet to master as many as one of these
tongues. Their parents communicate in one language
(Chaldean, Assyrian, Armenian’ ,or sofie other oriental
language); their native schoolsﬂh%d Tequired another

(Arabic); if they were attéending aﬁpflvate,_forelgn

school they might have had to tackle still asthird (most.
probably French); .'and English had been introduced to .
them :as an obligatory subject, beginning in the fourth
or fifth grade, ‘with the school not truly expects1ng°
them to maste}VTTT‘ ‘ ‘ |

" Thuss~in their age group,"these children are
wrestlin w1th triple or quadruple the language roblems
that native-born :Americans have to face. It would .be

‘easy for these children to learn %o live as Americans

if they were allowed to be.in th& same category of
native-born Americans. MOre than the American child °
they are burdened with the: w1éhes of their parents.

.And; quite often, this cannot be helped nor easily

reconciled .
» One.cadnnot neglect values that, ave been instilled
since infancy and still maintain.tlif"same status quo

with his parents. Nor is it eﬁsy or the child tg
accept his seclusion from the ©lder membérs of his fam-
ily which would result from insisting that they all
drop therentire past and accustom themselves strictly
to the future. Add to this the Amer1can way of life in
itself, where the awareness_of one's origin is consid-
ered as noble a value "as patr1ot1€ loyalty

Only one thing stands. out: English ‘is a common
must, regardless of other Lnd1v1£ha1 oy parental
preference, and 1nvar1ab1y in addition to these pref-

- 'erehces. -
. T

The cond1t1ons to be sat;sf1ed are basically three-.

. fold, and they pertain to: the child, the parents, and

the culture brought with them from another nation. The
key to the problem is memory, its redistribution and re-
orientation. The dismissal of old. knowledge as .non-
existent or as someth1ng to be forgotten is out of the

‘question. Instead 1t/ought to be used to bolster the

facu1t1es of ‘a child dn the 1earn1ng of fresh. material-~-

through association and comparison. The parents should

.'« .' (.. 7874 - ot 7
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be encouraged to learn Engllsh along with' their chil-
dren, thus maklng it easier to them to cope with thetr
yotungsters as well as enhancing their own knowledge of
American life.

- I be11eve that the process of learnlgg, for both
parent and child, shotild Be augmented by the study of
their culture of origin. This will give them the true
feeling of authorship rather than imposition by others.
It will be a graduated and natural ‘process in which they
"will not feel they are being abruptly forced into some-
thing of- which they want to part. - As a -«challenge it
will not be totally puzzling or requiring unusual
answers; they already. know the answers: all they have
tos.do is translate them. Above all, this is their
heritage. And, for any individual, Startlng with ‘his
name, his posse551ons are 1ndub1tab1y the ones*she. has
to live with. The proper education will t€ach Him

" . what te retaim as his choicest and modt universal. -

v

.Aside from the obvious elements that differentiate
the chlldrén of one, country frdm those of another, there
are additional latent tendencies.whose natures arqsnot‘
easily reconcilable to the adopted nation. The lan-
guage barrier, the choice of locale) the standards and
requirements of living condltlons are common differences
to virtually any non-Americap‘who comes to reside in
¢he States. Being of such chanical nature they are
surmounted without much effort. It is the historical
and cultural assets that are not easily reconcilable to
the rest of the material, concrete values.

There are precepts of child, parent, and teacher
in the Middle East that seldom resemble the American

definition of the same. Families in the Middle East s

strive to make the child synonymous with obedience,

at times blind.* To the young' the elders are sources
of w15dom,,a caste of proven integrity and unquestlon—
able heritage.- The role of the educator is behav1oral
as well as scholastlc and disciplinary; more’often_than
not it pierceseinto the spiritual as well. And when
the parents: g?e not themselves literate, the offic¢ of
the teacher is 'elevated to near flawlessnes , whose
word is final and must be kept and practices without
debate. The clergy, in an institution of learning,
-enjoy privileges that few people anywhere can .come

close to. The «code of ethics and morals emanates largely '
;ff?om the home; and home is a:place wheTre judgment passed
“s next to none other, by the pure virtue of its oerigin.

1f there be a general guideline the Middle Eastern
mlnd follows, it hasi to be a primitively simple belief
in-life. .At "least ‘this is the vintage from whence the
ast generation of parents originated, ‘and it is these
parents mainly whose children are under this discussion.

These old values, inherited from a long line of
practtxloners, are quickly Jeo&ardlsed when these Asian
familjes come_to the States hat. were at one time
clear&y deflggd beliefs are now wide- -opén matters of

4.' 75 [
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contested discussion. " One need not he in commahd"of
. any particular language to understand the American ™
challenge against the traditional ways of living. )
As the families from oversegk plant a foothold on
American soil, their entire exi %€'ce mustvbe revid¥ed.

L The questivn of sustenance cdme,%! rst, and -a "fast

. buck'" becomes a serious necessity*instead 6f a dream
far out in eblivion., Overnight,’ it suddenly" comes to

- pass that "all the ‘heart-felt codes of ancient civili-

zation are drowned in the fast'whirling stream of SN
materiplism., They must survive, these_newgomer§; this,. . P
foremost. . : ‘ r o

And the childrén? ?urely.the schools will take
care of them. No-:-more.fhan thdt; the sthool is respon-
sible forwtheir'good'upyxiﬂgingf Is that no what the ’

- understanding was in th# "old country"”? Why not here .
in another land? T E o
. Life continues ‘irn $his fashion, with one fast
decision followings.another. The early y€&Ps are marked
©  with moves of little, if no depth at’ 211, The pace at’

: home must keep stride with financial obligations. At
school the child's processes of thought are marred by
the lack, of gntal attention at home, though fre-
quently thidg™Cannot be helped. = . ) e

The simplicity of old.erodes and the mental fore-
sight that was once_a dominant element of life wallows:
ip the exaggerated complexity of nothing and everything.

There are a few exceptionally fortunate children
who do not experience the hard impact of moving  from
one'cquntry to another. But the yast xemainder are
up against’ an,abruptly changing ideology at home and an
unfamiliar environment at school. It had bgen, in
truth, a’much steeper struggle in their native lands;

-~ but’'there they were born to win¥ to win tulturally. °
But here the down-to-earth primitive instifct is gonegé
and the puritysof ‘thought is choked 'in a flinsy cloak .
of apparent success. And for thosé .who remember bedng: , .
Aaught by American teachers overseas, it becomes mani; ...
Jfestly evident that the teacher in his Place of hirth .
is not .the same as they had witnessed acyoss the waters.
No matter how one views this attitudinal d&scrgﬁhncy, '
one can seldom reach more than once conclusion: a top-¢ ",
flight American Christian educator is driven ¢o suc®¥ess

& onky by his ardént absolytism, and the Middle Easterper”

" acceptgigsuch thinking only because it does no harm to
his re¥dgign. - - ‘ ol

To change one's tools of learning should not b s&
drastic as to cause a change.in 0ne's inner core. "
Whether it be by force -or voluntary choosing, the newly:
emerginé,"Ameriganﬁ is confronted with substaptial -, *~ -
chahges. nd to-those who are of good memory and who «
keep it, t)ie instifict to live is never lost. 'Thos%@ ’

whose senge of distinction has ‘deteriorated, are we

-

K

exempl{fied by the young Linus: . "I loye humanity, it's = .
people I can't stand." The child gt school has an o

- .
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'4and the individualism theY.gﬁE?@%pébré’of imparting.

specific locale, then he is gbod for all locatjons. -

thoyght procesg is alwdays.the same.

+ ) v, : v
. N -
. o 4 ) . .n‘., 2 -"__' .
indispensable need for such *humapnity¥; ,and if it comes
from anyone, it must come primarily.from the parents

g

But, ‘then, they have moved. -+ oW“mUcQ can one-affopd'tar

" give when one has just moved? !

" . B P
When the child is enrolled in schook, it-would be

'rélatively easy if his (or her) problems“were only

edutational. Ideally they ought to'tbetd and in some
instdnces they are--especially when’parents, regardless
of their literacy level,s are wise enough to instill in -

their children that an educational problem is just
‘that--an educational problem, no more, no less.

In the classroom the.teacher is handed basicaliy
two groups of children, all other factors.being Somewhat'
similar {origin, culture, religion, native tongue, R
social standing, wealth, etc.). The two are basically,
these: those Who adhere to breaking down their diffi-

~culties, and those who insist on the mulgiplicity of -~ >

their problems. < X _

-~ The primitive :thinker has no use for so-called
"psychological factors,'" is not a believer in“”tragedyﬁ"
does not accept hypotheticai'notions‘for_bqgtering him-
selt ("If only.- I had...then I would be abte to...").

‘A family .6f such thinking does not comrsidér itself un-

fortunate when it lacks some of the comforts it had in
thepast. [If one,was-a good mémber in the family in’
Naturally fherg are adjustments to be made, ‘but the -,

On the other hand’we see the teacher who receives .

a child whose fimily has yet to stabjlize itself. The «~ " .-

Ghtld is undergding some type,of transition at all’
times; perhaps because the family had to make a hufried
move fnitially

in an atmosp
sembla

re whore very'little is defined ‘or has an
0 a reasonaggy7&d5§ing,plan. . .
It is an_ awesome‘tagk.for » teacher,to differen--
tiate between ,these ﬁhm?%i%ﬁ and to categorize them in
accordance with thefr-&¥rsudes. - The children ‘are
there' for bne goal:#3¥ikearfi; and” this 1is the extent
to. which the teacher¥my w&xert ‘his (or her) efforts.

by

: R
,The discipline, the willingness to accept ‘what is

ught, the mores and.customs, of Américan. society are
now the resSponsibility of the.parents. ,Unlkss the .

. maybe because the family is constantly
'making short-rdnge decisions. In brief,.the <hild lives

e

parents cope with these’additional dutiés, ¢the teacherys

} work will always seem to be lacking falfillment. - ‘
) The problem confrénting the Middle Eastern” student

in learning English .is comparable to .present-day situ- -
ations in our uffiversities, where language” requirements
must be. met by attendants of these.imstitutions-v

except that in the latter case the problem .doés not -
exceed scholastic needs. ‘Tn the former, however, the:
adjustment to unfamiliar surroundi s .camnot be zgre- .
cluded. " And, of cdurse, there is-always the otHbP -
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- matters that will go on.for a lifetime. . - U
. The American, student taking a foreign- language. -, .
i - is net-expected, beyohd academic-necessities,. to mas+

‘ter it -yith any high degree .of fluency.. The choices' . .
. for thé Chaldean student, however, are nil. He cannot
~' - withdraw or drop the-courge in favor of sométhing .toward
which' he may feel nore affinity. He either learns or .
is a fajlure-?-ndt only in schbol, but in potential
.- future endeavors. —His life is, now hinged on his lin-
. ‘gusistic skills, not on his measure of intelligence ‘ip
R matsers noilingual. And the older.he is at this time, .-
_ ,  the harder it ¥s for hiq to-.accept and master a foreign.
S language. P ' , ' T
o There are natural! obstmcles®that'he must firf®t'.
;v surmount.before delvifig into the _core of his learningas
* Things such ds idiomdtic expressions, speech rhythms,,
tone inflﬁctions,.and other such particularized usages
may. not, totally,block his, track, but they are of some
significance if.one, i§ ‘reasonably serious in adjusting
«, *, "himself to his adopted %nvironment. The more onei . :.'
' adapts to such Lipgiristic idiosyncracies, the. more co: -
fortable he . feelg .in’ éxpressing his concepts. ;
. : ", For childrenlugder .the age of seyen there is hardl
- -3 problem. To .them- the English language,is not dif-
ferent ‘from.any other item in schoo¥. The .hardship is
. .. really #whkth students of higher ages who not only have to
. -learn a new language, but learn all else with the samg. 4
language.. . ’ o s . e
. To the growing child and the early teenagep the
»  languafé problem becomes more than a slight déficiency.
o A% Tt affects. their social relationts and self-confidence
. and go¢g'rns their participation in schopl acdtivities.
. - oo Their*problems are extended beyond the boundaries,
‘of their scheols. "At home the. fiamily sfti1l speaks the .
) native tongue, and for convenignce lives in“a ngighbor-
T hood occupied: vastly by people from the "tild country "
¢ 'This sjtuation is more a hindrance than help to the"
youngstér attempting to conquer a new world. '
P 1t takes disciplineé to teach thése students the
effective usage of the English language. ‘.But more*than
anything else it™takes, the proper method 8§ teaching
. them, and, unfértunatély, we lack it in, this' country,-
i .for anyone,.native or alien. . ' P fe
o The :CHaldean and'-Arab students already, have a ‘. ° .
* ~ foundation,: 'All that has. to be done initjally is to : ',
 have’ them tgfansform it into English.'sThey cannot .
' 'possibly miSs, surely not’by much.. A good.number of
»"* them speak more than one language. ‘Admittedly, they
r;'hafé the capacity, although whag they havelleafhed, b
. was dome without much conscigusness of-detail™ Now with
: ‘Bnglish .they have.te¢ think, to know'why, ta discover~
e the proper défails.” But even these intricacigs-are.not
e T altogether'qﬁd‘to'them;.one.s%mplﬁ revViéw of what they
N already know;in their natiye tongue"will sufficetud. o5

2

., show them the slogic comtaihed tin Erglish., .. e
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[t all depends on the resegvoirs.of thvi?’\oung mems -
orices, and the tridths thcydchrc,fu rvmcmbc in more ®than
one language. Jhe question I8 how mhny “tPuths, 1f any
at all, arce’ really worthwhle tor the young to remem- °
ber. And how fur can a teacheragdywithouf these?  Rut
why? Nhy}should.unyunc retain su&ﬁ d stale memdwy
through gdnerations of constantly “hanging times™ . 1s

* there really Jnvthlnb worthwhile: remembéring or that
long? - Or is mun's truth \ob\on\tant that is trunsccnds
changes? vt
_ The uanswer ltes in the simple fact t}ﬁt we all
wish to "have.”™ Few of us worry about the meaning of
what we "have,” its value and its *fuality,

To educate is one way of letting sdmeone “have.

The newcomers, Chaldean Jnderﬂblu-\pCJklng childgen,
are prime examples of the wudxe nots.” And they will
always tail until the time JZomes when thc can belong,’
until the moment arrives wheéen they can. hJ\C " and
until they are not afraid to "give" what the) have
Then we would ;rully have sbmething. *

Naturallyy the greatest problem of the Chaldean
tamilies and their children 1s one of communication,
By communication 1s not nmeant merely the facility of
speeuh but also the innet heart-to-heart feeling that
inwardly binds a parent to a teachey. .
’ Perhap: the best dfscriptive word for the case at
hand 1is posxe\\lona' Ity must be Onderstood howesar |
that ""to have" means precisely to give and neves to 4

.lose. The quality 1s aot strange, as it is the basis
of all harmonious unions, Mhether the team be a base-

bJLl club or-a ma®riage or the inkfinct that attracts
the bee to transfer pollcn from on¢ flower to another.

The true question in the scholastic problem is,
ultimately, what of the megtalxt\ of the teacher does’
a parent have, and what of #tké thinking of the parent
does a teagher have, and how much of.both of these
prouesses is the child in between capable of under-
standing? Simply put, how much of cach does ome have
of the other? The answer, regrettablyv, is virtually

nothinyg.
It I's necessary that soméone from the Middle idst
who speaks both lanxuaAe>-und 1< at the same time Vh

[ Sk d

aware of both countries’ trgditions explain to the g
parents the fundamentals of "American education and' the
means used thereof. It 1s also important that the, thld
be informed, even if 1n <imple terps, what he 1= to
expect trom his school--befdre he 15 enrolled. But- the
procgss of introduction dcuannet’ stop here. It will be
meaningless for the mew families alone to kiave a plece
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students are shown parts of American culture in wchdotl,,
the like of which they may not necessarily seemen the

. “outatde.  The part that aseeadly slacking 1s the virtual
nonparticipation of the parents, jnfsuch activitics,

This s cructal in the upbringing dprocess as the more
the parents show themselves to be "hyve not<," the more

thear children teelfand act ax "have nots." Lo

~

A chaldoan Detrort cannot raise his hand to stop
all tra¥fvc, an order to cross the streect safely, unle s
. he as absolutely positive that he owns the street, lock,
stock, and harrti. But how many of these children from.
overscas can be convificed of the siame fact--using a
ufiversalo sign language that requires ndhing of uny
hind of speaking shillde .
You cannot learn to have, nor can vdh teach to
Mave . . T N
' what you can Jdoeris to teach repogsession,  The o«
parents must learn to repdssess theirfchildren under
the auspices of a new couytry, and the children must
be twught to actept their parents under this transfer
¢t patronage, e
' It s myihelief that the best educational (as
well as others] results can be achieved by taking ‘the
firsg step’at home, where 1n a new country a new unity
ot thought . must evolve among the aembers of a family .
D Madn DS fits the pructices ‘within reason)‘wavs of 1ife.
Mngg this as planted “the rest of the development ds ¢
eisy.  They miv never own the country, but thet will
. hiave one uanother, : }
. The” ¢hildren here have already had their "parents."
What' they neced now are '"guides™ to see them throygh
v +oenfawiliar moeds and help then cut. Theig childhood
prgiks may not have left them, bdt they certainly cught
tebe up for re-evaluation. * N . N
‘fter long_aksencestmany a persdn has said <d
another, "You hiaven't ¢hanged a bit," or something to
that etfect. It means, basically, "I stall retiin'vour
1ape of tenyg ago; I +t1ll have 1t To teach these
c¢fildren, 1t will be well to let then have the American
¢ ladgugge through thelr awn images and experieances., Once
tfev  can link thé language with a native experience,
their powers ofe retegtion become greater, dnd there will
emerye’ imnediately the realization that o language does
not belony singularly to a $ingle nation but 1s rather
expressive of all nations and all eventy, It would be a-
very limited language that narrows 1tself to only one
- setwof anditiduals. v )
) waturally net -all " (nor tha best of) meaning is
evidsnt 1n tht translat:ion, but the relation of lan-
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cultural jtems from thd'sgudcnrs‘ native Jdands: films,
books, historical illustrations, artifacts, and similar

objcgts of interest. . Tt will help the tcaghcr get
‘scquuinted with the children's roots, as well as be

ca familiar sight for the \tudcnt\ to facilitate qpcxr

linguistic expressions ‘in Epelish. »Simple songs und.
short poems are also a fast” and casy means of making
the students commit to memory many of the. funddmentnl

' rules of the lapguuage, as well ‘as become awarc of thp
L]

5mcr1unn tradrgxon and way of life. .
There aremunchrsll aspects in every lnngun;e that

. ncnrly defy 1n;ompctcnuc in not learning them..=All we?

“havé tp do i¥to give them to the student, And with.
the need hedhas for them, everyone can rest vassuxgd

" that, no QQxhcr ‘how much he is given, he will never be °
XY

burdengd! . the last straw that broke.the camel's
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THE COMMUNITY: A NEGLECTED RESOURCE .
FOR BILINGUAL PROGRAM EFFECTIVENESS .

. "

Ko ,

oo Rodolfo Martlnez* o ¢
) . v, S
Introdnctlon .- . o & e

K When. I was g1ven the task of talklng ‘about the 4
.role of the communlty in blllngual education programs,- -
I examxned the literature in this area and found that
most of if, *the small amount that exiSts, relates .
primarily to the academic functions_ o¥ the commun;ty" -
in undeitaklng to help make bilingual . grams more '
etfecc;ve One ‘cannot ‘deny the vital. role of the - .
community in this area; however, tHére
area which is also necessary to éxamlnegw‘
area of the political process Bf the co'ﬁﬁ
effeCtuatlng 2 bilingual education. progranii
like to ¥ocus on this area as well as the i$hyegeimi
role of the comdhnity in the 1n<truct10na1w§'
. -For -too lofi§, educators, prlmarlly adm?
tors, have faile¢d . to realize. the vital roleﬁwi
community carll play in the educational procegs”_
must accept thq\fact that education can no- 1:'.
remain isolated: ﬁnd insulated from the commuxﬁ,'
from the polltxqpl processes that support it:
my judgmént that¥the public-is involved in thL
essential role ‘because it, has to sustai 1tu
ally, and wheh: smgney is involved, one. 1sm9ecéssﬁrx
1nvolved in p011t1cs Y

I taught in three unlver51t1eswf0r several e
years and 1%sed to tell my students “that there'w‘rg »
two basic and fundamental ax1omsw€ﬁat .ohe neede&: o .
know not only to pass my course: but to Isucceediin Ty

life. It went somethlng 1 ce th “Nothlng P
succeeds like success. othy % axiom w&nt.some-. @&k;J
thing 11ke this: "You must knoy™*thé rule ththe Tl ‘
.game." Ip the last yéar, I. have £&inulated a.thita "44%
dxiom whlph goes along mathemag} zms somethigig# - )
like thisz "Educational program® c§g§§  ggd;rectl e
proportlohal to the deg¥ee of dpmmunl "f- ort'”~ S
When I introduce ‘the term dlreqt& Propot’ onal,ﬂg .
mean to imply that the-}#?‘tef 4 rgewﬁf cdfmdpity - T
support; the prdport&-. ?ﬁy'hléhe hcc $# of . -
. the program wil]l_be. 'a{* @Pe I hqye not vuIQarlzed st
the mathematical Cdnc*%', which sbearned in my T

youth to express /thls‘:u

P . PR S

Bt, bull'l have learned | és
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, 4fpnct I have had in directing a bilifgual .education\
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- aspects. The first, is the. educational political . ’=

- .and educational processes of the program. Thege: 7

E

in terms as a political party such as”a R&publ

Jﬁwould fike to base my remarke on"the'exﬁeri-i\

\

program, and to try to analyze the drogram from ,
edncational perspective of wha§ I see as 'the vit ﬁ)

.role of the community in the academic process, My
‘'schooling was in political scienceﬂand I "have' a !

tendency to see things in terms o ‘a;pplitiical
foundation. My experiénce is based pn ty work-with
two distinct communities: one dealigg specifically with
the Spanish-SpeaKing community .of éagnd Rapids, and .
the other dealing with the Vietnamese .commyhity.: As -
I look back and examine both comMunities, I can see.
similgrities in their .delivery syStems, But, when:
‘I look at the term "community" I lopk atythem™in two.
action community. I would -like to,lallel t at commun- ¥
ity "EPAC" which stands for Educatipnal Political y
Action Community. The other componentf of thet Lo

: oTITET = the Eggicational” -~ €.
‘Action Compunity. This' is the commynity whiach plays " '\
a vital'rode in the establishment ef the academice:

labels differentiate .the .distinct types of cpmmunity.

Let us now consider their respective characterideicg. . . .
L ‘ » ¢ .
PR

k. . * M

’ . . N ‘
- When I use the term politica®, }-do nBt yse it M
Kien ar

racteristics of The "EPAC" Commyurfity

T

|

Lo
Democratic, but rather from an activist*po t of vi '[
as the type of behavior which tends to jnfluencethe [

.formulation or the direction of educhtional_po&dcy.‘ A

Once we accept this concept we can better undé%stg@d .
the term "community." I have worked with .tw orga zad
tions which are dissimilar in scope, yét c ly g / 23
related- in their objectives in attempting ¥ an¥Pl 'ﬁcé 3
educational policy.. One of these is the Latém Ameri-

" can Council of Westegn Michigan. This organization g

was established to provide a delivery systems<fof*the .
purpose of achieving the goals andiobjectived of’ﬁe. ..
Spanish;speaking community in’Gri§} Rapids &nd W eé%? i
Michigan. It has become an effe ve mechanism whigh .
helps find employment.for Latinos, as well adtoviles ¢
.them with social and educationailéerviceé. “Becduse

it is organized into a cohesive group which bfges its o =
power on politics, it is effective in, bringing pr s3yrg §%$
to bear on the city fathers and influfntial;decﬁgi' -
makers that work for the City of Grand Rapidst y#t4can s
mobilize several hundred vetes “that can easiiv he . &
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. The other community is the Freedom Flight Task .
. \For'ce, whose purposegwas to . help re:settle Vietnamese. .
"a o refugees 'in Grapd Rapids. This organization is not ‘as
" “.cohesive as the Latin AmeTican Council, but it is
! ﬁﬁaae up of easily identifiable members #f the® commun-
. '.fity, who represent churches; ‘business agyl social 2
ymgéfservice organizations. Both of t} organizations are o
"™ headed by people who are well-kngws® and set the tenor =
@ for the two organization3. ] T -
» : Although+the.methods of¥the two organizations )
= sare «different, their objectives are similar. They
" ., “Hoth seek, in addition’ to helping with social
PR ?Services and finding /job employm&nt opportunities for  :
¢n 7 the constituents, a quality 'education for the )
M*" children. Both organizations are able to exert .
«pressure on school boards and top administrators be -
cause they have political clout. The Latin American
; Council has clout because it has votes. The Freedom
: Flight Task Force has clout because its membership
5 is made up of influential. eople who have easy access
to top political decision makers, not only in the.
community; but ‘in the nation as well. They both
work effectively as pressure groups. Therefore I see
a vital need for the effective use of our community.
For an effective program, someone.is needed ‘to serve —
as a catalyst in order to create a bridge between the
community and the educatienal system. It is not
necessarily bad to have such a bridge, because the
community, and by this I mean the educational politi-
cal a¢tion community, does not only obtain Tesponses
from thereducational power structure, but can also
provide it'with support. -Thus the creation of a link.. -
between the community and the educational system will
. be a mutually “beneficial relationship. I see the ’
need for someone to step into this.particular role in
order to more effectively obtain concessions for the
program. This link should be one which would be able
. to carefuliy and cautiously blénd the two entities
together into a mutally beneficial relationship. I
+believe that the success we have achieved for our
. ‘bilingual program in Grand Rapids for the Vietnamese
and for the Spanish-speaking’ is due to*the fact that
the two communities and the Board of Education mutual-
ly suppert each other. -

’

Functions ‘'of An Educational Action Community (EAC) .

The other community of which I speak has
mendamic and adurational functions which are usally

O
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.capacity of advisory cbmmittees. In this rblé as N
~advisory committee, the educational action commuﬂﬁt§;§.r~

discharges its functions in a more formal manner. .
One must recognize that these funcpi; s also g;?n*

play a vital role for programmatic success Because ¢

of the vital functions of an advisory comgjttee, one

can delineate ‘their formal roles very eas®¥y. 1 |

would 1iké' to discuss with you a few of tHese whﬁ@%

are generally recognized and are essential in the !

development of any bilingual_educatiqn program. ° .

The formal roles of this type of commupity are as - ’

follows:
™

An A¢visory Committée gives the feedback to the
administrator in order to enable this person to . .

correctly assess the program: Because Of this. feed-. .

" back he or she is able to detesmine whether or not.

the program meets the needs :of the clients.

2. ARecommendations_for Prog?am Modification

The Advisory Committee can serve as the gauge
which will enable the program leadership to modify ..
or Change the program as required. An on-going feed-
back mechanism can kéep the program from becoming
stagnant. Once the mechanism for feedback is formal-
ized, the program changes “to accommodate the ‘changing
needs of the students.

3. Input into the Propésal ‘ ' . - /

S

. Current proposal ‘guidelines require community ey

dnput into what should be included in a prdposal.

That is a vital function because the theory®behind o
it is that a local community knows what is best . for ¥
its local people.' An Advisory Committee can formalize.
the input function of the community into the proposal®. ™ ..
I addition, the Advisory Committeej,can play an‘on-

going role in identifying and;corré%tlg ssessing
the needs of the client. One knows, that inm bilipgualt%
programs what may be true for Californianos #ay _not

v aye

Mexican-American, ar the Pugeto:Ricai, or uﬁ@ ubaSF}<
Americans. Therefote, constant. input into the “h
proposal is needed. .- ) . g

: - < . &Y.

: - ? . §§f
4. On-goine Manitarine' and Fyvalsinsian
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on-going monitoring or evaluation td'see thd%{the .
objectives of the program are being cartigﬁ out. One
has to be careful”in order not to give the impre
“that the lay community has all of the expertise,
.. that educator has.npone; nonethedess it is importan
to realize that the ¢omgunity must exercise an
evaluator's role in o¥delr to see ‘that the program N
objectives. are carried out. It is a way of keeping a N~ 7

_-\the school administrators honest. 4
R | 3 . . "
5. Input on"Programatic,ContenQ;y/f - i
; N .. =g oo _ SR
*  .One of the présent.problems that administrators ..

usually find in developifig a bilingual education
.« program.is to determine “the ekact content whichfshould
be .included”in the program. The educator know$' which
technical areas_should be includeégd such as English !
.as a Second Language or .Spanish as. a Second Language
or any othér vernacular; nonetheless,-hé may:not be
& fully aware of the content in term$ of the cultural
background of thé community. .In Grand Rapidsy for
‘example, one has to include in the cultural content -
— . those activities which reflect the background of -
Puerto® Ricanos, Cubans, Mexicanos, and Chicanos. .
This may not be the case in a bilingual program that
has been established in Albuquerque, Mexico, or,
San Antonio, Texas. .
.~ .= . Another important outcome of this function of
. an Advisory Committee can be to help foster in- the
students a sense of pride and a sense of self-esteem
because the student knows that his community -has had
a;role :to play ip the development of thé program
carried ‘out in the schools. t would help him, for
example, to know that his culture is alive. It would
also tell him that there are many others who share
the values,which he shares. ' This function also keeps .
the teacher from underplaying or under-cutting the

-

-

minority culture,.

4 -

Parents' In-Service, Training
Oné of the sure ways™ ensuring programmatic

~ success in any school ‘buildiny is to have parental ~
: support. In this particular role, the Advisory
' Committee can help determine ‘the most effective way
to provide in-service. training for the parents of
children in the program. This is pecessary because
one can, ‘and must, let the-parents know what the
children are undertaking. . I have heard, for example,

P} P N I P,

) L .
6. Determine Contact’ fo

O
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. process. ¥The exact reverse is true, as we all know.
. The'bilingual program helps the student maintain

gradé leV®l and achieve the same course objectives
as his peers, but in his own language. .And there 'is
nothing wrong with this. I maintain that children
should ledrn the content matter.in their dominant
language. They can transfer this into their second-
ary langldge later on. In-service training is
important because parents can then become aware of

N the value’bf b111ngpa1 programs. : . :
7. Volunteer Work and Tra1n1ng ) k\
. N .
Advisory: Commlttees can 'be the vehlcle which

.brings aboi#t, in a formal way, the éstablishment of

a parent volunteer program. These volunteer efforts
concentrate on tutoring, playground supervision, ard
other functions.which are necessary in.a schoodl
building. y doing volunteer work, the parents will
have an 1mp2rtant stake in the program. =

8. Determine Cultural Content
< “ .
. We have already alluded to this s1gn1f1cant
‘role of advisory committees. Their make- up should be
so. that they.,accurately reflect the make-up of the
linguistic cemmunity. Once this membership is, -
determined, then the Advisory Committee can effect-
ively suggest and help identify the cifitural content
that should be placed-in the program. This not only
helps the administrator dealing with this vital area
of bilirgual programs, but it also helps the student
feel a part of his own. educational process. Because
the children im these programs feel very much at . 1
€ase, they are :able to progress rapidly in the educa-
- tlo‘nal system,.. ....... P [
I -have atnﬁmpted to delineate the dlffexences y
and the roles of*the two communities. It now becomes
necessary for us®to determine how they differ and how
they function in their individual capacities.

.

Variance of Roles
’ oy ) o T -
It seems to jne that it is of utmost importance
that the administrdtor, er the educator, or the
interested individuaj§ recognizes the two separate
functions and roles of the communities. Once he
recbgnizes the 'differences between them and establishes
L LI -t 1 1 s L T - 1 - . . . -
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dction community (EPAC). The community.has four
significant roles: fo-'play: (1) 1t gives political
.support to the program. This is essential in assuring-
_the. survival of the grogram. For example, what
. happens™ to a,prograﬁﬁﬁonce federal ,or state funds dry
up. A political-commggity can' assure -the continuation
of the program. (2) This community helps .to sensitize
hardened administrators to-programmatic needs. I °
have often heard administrators say something like
*this: 'We don't need a bilingual program here; our
‘ children speak ®ery good English." "Hewever, upon .
close éxaminatidn one finds that the non-English ’
speaking child is having academic difficulty in sub-
ject areas that require an in-depth analysis ,of s
’ content areas in English. This commurity ‘cafl :
© sensitiz& that hard. line administrator to the real .
need for a bilingual education program. (3) The e
education political dgtion community enables the
program to expand. Orfice the program begins to attain
progressive Sutcéss,:ihen EPAC can enbure that the
, program will expand with ease. In other words, it
can keep it from becoming a token program to placate
a particular linguistic@inority community. (4) This .
community can correctly’assess the needs in the .
community in general. But not only can it_assess the
needs, but it_also can 4ssure the resources that will
enable the educational institution”tb meet those
needs. It can facilitate “support because of the very
nature of its political edout: .~ .
. The second community,- thé educational action
community, also‘plays a vital rolé. Let's delineate
ity functions. hey are*as follows! C

.

-

n

(1) It makes the program accountable. It makes
it accountable not only to state and federal -
t\ e officia1§, but also to the ,public. This is, L

vital becauée we now }ive in an era im which
atcountability in egfication lfas become the

. password. It p§ the program respénd .to

" needs.. In otgg:ik rds, it keeps the program
honest. It €hsures that the program 'is meeting
the needs of that specific community. *

L L . . .

(2) It provides flexibility to the program,
because it makes it adapt-to change. Thé on-
going feedback role of this community helps.
keep the program sensitive and responsive to
the ever-changing needs of the students.

‘

.
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' “What Can [ Do? . h Co s N

. There may be some of you asking “What can I do?"
b My task has -beén to show you the differences of the
two communities, Myfinbehtion~has'beeﬁ to ‘help you
+ understand the two cémmunitig§2which,j1haye labeled
"EPAC", and {'EAC". My response to those of you who-
‘;» are asking this qliestion is: If you want to start-
~© & bilingual program, you need to work with EPAC first.
- Give your priority to political attion. Onck you get-
I ,your politices strajght, the programmatic aspects of ©
; “the program will fall into place. =, - .
. And to begin this education political action
group, one must start with a“citizens groyp. I‘would
say, keep the group small, but effective. Get a
small core group of people’ that will help you to ;
‘maintain a cohesive organization. ‘We all know that .
our Latino people love to fight each other. This
' is notthe time faop infighting, “out rather, this is
" a time for unity. Start applying pressu¥e at the -
top. The group should go to the very top. Focus
your sights on the superintendent; if he stalls then
gp»highgr. School board members can very easily
".sensitize superintendents. . '

IT you are an administrator; I hope this }
presentation has given you. a better understanding of
the two commuhities so that you can serve as a vital
link between these communities and the school system.
You must always remember that once you obtain commun-
ity support for your program, then your program is -
on the road to maximizing'it§;éffectiveness. v -7

Once the bilingual education program is
initiafed, then steps should be taken to form the
educational action community into a delivery system “
that will help you to act on those formal functions'
which I previously outlined to you. The function of
the educational agtion community then, is to help’ you
in Fhe implentenatation of yodr'program. p

Conclusion - L o N
. i ok . : .
, I hopeothat'l have begnséﬁle to effectively
"share with you a few concept$s *which I have acquited
. from :my practical experience s an administrator in
. a-bilingual education program. The concepts which 1/
shave ‘'shared with you are ba ed on my experiences with
the community. 1 \appen td&be a community-Orientatedl
person.® I. have 1ﬁirned the hard way that, no success,

in the nracrammasid® anc -
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3 ' N .

the‘bureaucratlc battles whic¢h sometlmes reek with
" bigotry and fac1sm, but also one has.to 'attempt to
.educite one's colleagues of the programmatic and
- educational conaepts of bilingual edugation. Commun-
‘.ity support gives you-more authority in this area..
» " "lLast, let us not forget that community parti-

cipation ‘advances the democratice ideal in education,
and helpsélt maintain its representatiye character.
In this country, we do not subscribe to -an "elitist"
educational syst&m Heaven forbid thatywe-should:
allow education to'go in ‘that direction.

I would urge all of you to acquire knowledge,y
| “of the communities which I hawe described and
utilize them effectively, not'Only to' initiate bi-
lingual educatién programs, but also to expand those
that are already in existence. [ can assure yiou that
once. you have the support of.the two communltles I-
have outlined, that you can speak with. greater
authorlty to those State and' federal-program offlcers
1n their respectlve ofﬁlces of education.

.

'MUChaS grac1as' ';8“6 viva ‘ld4- Raza! '"-;j .

e
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’ é‘z\PPROPRIATL MODELS FOR BILINGUAL-BICULTURAL® :
5; ~ - . INSTRUCTIQN®IN MICHIGAN.Y & = = - .

+;a—f-fv*~m—-WLll1am‘La1xa_and_Nllllam.CI1ne*( l' Bt

i . Al 3
Ces A maJor tdsk for b11nhgual blcﬁltural educators
- Siisito promote ‘models of’ h111ngua1 -bicultural 1nstrpc-)
‘H?;'tlon that achieve two goaks: 1) ‘the«modelsimust be - -7 |
G ducatlonally sound, -and 2)’ they must be feasible dn-
" the real world. We must present modéls .that not. only ‘
o satlsfy the desires and needs of thée Latino or other * -
_ minorlty cdmﬁhn1t1es, but also ones ‘that are 11ke1y's
. ' to bé& accepted by, cost-cofisciois school district: o
%ff1c1als“ The models Presented- here. attempt to- "
‘respond toy'the ‘problems that must be cohfronted when .
~implementing bilingual- -bicultural ;nstructron in the =
“1ch1gan claSsroom y e v R e

. h Kt

O S

T

. . . * s
. i 2 .

2‘ ‘Charatterlstlcs ot the Models Tt B

n FRY
°

In theése models: the non- Engllsh :dom'inant ch dgren
népresent as—a mJnlmumw one- thlrd of the totarV um-~ ~
“‘ber - qf ch11dren ‘in the early eiementary tlassroom\

i Thﬁs corresponds teasondbly wéll, to the rea11t1es af
~stu&Ent distributiongin thg current fprograms in ' S
: 7'G'rand Rapids, Pontlac; and Detroit's ‘Webster School :
Smalier cgncentratlons of non-English-dominant - -'-
ch11dren ‘ma ﬁ quality b111ngua1 -bicultural 1nstruct10h
difficult to rmplement " It ‘wouldybe difficult to, 7" ‘. .
 implement because schdol distticts.would have -a hasrd
time Justlf}tng the lew student/teacher ratio;
quaﬁ1ty would be a w;gblem because anyth1ng 1ess o
thah the-models. predented here simply is not bilige.. ~ .-
al educatien. 'n districts,where this concentration =+
F non,- English-dominant studerts of a particular -
language- group does not pYesently exist jin any. ene ' .
“schoel, then an-optional bu51ng plan might be *
employed with success.. -

.The models speak to the pressing need for offer:
1ng s1g1nf1cant portion of' early' elementary . C

.., instruction in the child's home language. In order R
! to insure this, a great amowit of. student grouping -

accorﬁlhg to’ language dominance is necessary < 1.408

%%- . ‘We.do not deal’ speé1f1cally with the need for -

i : prcv1d1ng spec1a1 ;nstruction for the student who_is:

- s . ‘
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achieving significantly below grade level. Nor do
the models deal with the neced for bilingual instruc-

TTtionTinTgradeés™4-12. 7 This need would be met by a

comprehensive bilingual program. Such a progranm

could include platooning, pull-out, small-group or
tutorial services as well as attractive curricular
options tkught in the home language, Further, _the

“models do mot deal with' the undcnlablc need Lor home -

school liaison personnel, ‘ -

.For the purpose of illustration we have assumed
that the instructional time for the¢ early clementary
grades conslsts of approximately 25 hours per week:
(five hours per day).  The general distribution of
time for the ddffexent curricular areas is: Language
Arts, 10 hrs/wk (ifcluding S hrs/wk of ESL for non-
English-dominant); Mathematics, S hrs/wk; Social
Studies, Art, Music, S h¥s/wk; ScienCe, Health, P.LE.,
etc., S hrs/wk. '

The models.presented on the following pages
represent different ways of distributing staff and
students according to the curricular area that must
be covered. The inodels are: .

1) The Kindergarten Model

-2) Grades 1-3: Two Teacher Model

3} Grades 1-3: Shared Bilingual Teacher Model

4) Grades 1-3: ., Bilingual Aide Model

Next, there is a table that permits ready
comparison of the modcls(WLth respect to student
experiences, staffing necéds and staff rc@ponslbllltles.

The last pages offer some general observations
about the 1mplcmentat10n of bilingual-bicultural
instruction in Michigan. These observations describe
the context which leads to the characteristics of
the models that we have presented.

#1: The Kindergarten Model

The regular teacher and the bilingual: teacher ,
team- tcach in one classréom.

’

Regular Teacher Bilingual Teacher
"’ teaches in ’ teaches in
1 1/2  English to the - Spanish to the 1 1/2
hrs/day English-dominant Spanish’- domiant hrs/day
children ' ' : children
(including Hisp. (including Hlsp o
culture) - culture) '
A f
1/2  teaches ESL to " tecaches Spanish 1/2
hr/day the Spanish-dominant to the English- hr/day
children dominant children
..leads joint R '
1/2 activity with all . joint activity 1/2
hr/day -children hr/day

"9%5’,
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‘ Situation: The regular teacher and the bilingual
teacher team-tcach in the kindergarten classroom.
Grouping according to 1anguagc domiance is

essential.
Comments:

1. The full-time b]lxngual ‘kindergarten teacher

is perhaps the most meortqnt bilingual staff

member of the school.

SIt s iniperative that
the newly-entering non-LEnglish dominant children
have at least two-thirds.of the total instruc-

tional time in their native language. 4

2. By lecarning in their native language, the
non-Lnglish dominant children will not be
retarded in their conceptual development and

their transition to English will be gradual,

3. Ample space must be availablé so as to not
have noise interference between the two lan-
guage groups during 1n§truct10n

4. This model is nearly impossible to implement
with a reguldr teacher and only a bilingual
para-professional. The amount of instruction
that the bilingual teacher must accomplish goes
beyond the responsibilities of the aide. ‘
5. As the year progresses, the time devoted to

- joint. actiwvities can be increased.

#2: Grades 1-3 The Two Tgacher Model

Two regular teachers,

.one of which is bilingual,

achieve 64% of 1nstruct10n .in the non-English

language.

1-L

1 n

Lng-dom students, class 1

«

Teacher 2

. (Bilingual)

Students 1-S+
p 2-S

1-5 = Sp<dom students’, class 1
2-E = Eng-dom.students, clasy 2
-5 = Sp-dom students, ‘class 2
Teacher 1
(English)
btudentb 1-L+ .
: 2-E
L.A. Teaches: Language Arts

5 hrs in Eng to Lng-dom

/wk students
I

1-E + 2-L°
L.A.  Teaches Language Arts,
5 hrs continuation

/wk
Math 1-L + 1-E+ °
5 hrs 2-L 1-S
/wk - Math Math in
, ) 97
.. 4
o !

Teaches Language Arts
in Spanish ‘to Sp- dom
students

1 S + 2-5
Teaches ESL using
Spanish to Sp-dom

students )
1 S + 2-E +
. 2-5- 2-S

- Math _ Math in

g



y LY
in Eng ta in
Eng ’ all stu-’ Sp 7
' dents of .
class
1-E + 1-E + 1-S  + 2-E +
’ Soc 2-E 1-S 2-S ‘2-5
Stu Soc. Soc. , Soc. . Soc. .
5 Stud. Stud. in Stud. Stud. in
hrs in Eng English ) in Sp° English
/wk to whole ' : to whole
class ’ . class
1-E + 1-E + 1-S+ 2-E
Sci 2-E : 1-S 2-5§ 2-§
5 Sci. * Sci. in - Sci. Sci. 1in
hrs in Eng to in English" .
. /wk Eng whole class ~ Sp to whole, -
g : : class
Sltuatlon There are two classes, each with a mini-

mum 1/3 non-English dominant children. Language
grouping can occur 64% of time, when the Eng-
dow’children (1-E + 2- L) meet with Teacher 1y,
and bilingual students (1-S + 2-S) meet with
: Teacher 2. .The rest of the time Teachers 14 and
N C 2 meet with their regular classes, teaching the
- low-verbal subjects, like art, science, music,
games, etc.
Comments :
1. This i's the best model for maximum native-
language instruction, and an economical ‘one,
since it involves no additional teachers than
are normally present.
2. The number of noh-Eng- dom ‘children must
equal at least a third of total; if not,
Teacher 2°would be meeting with less than 20
(1-S + 2-S) while ?bacher 1 would have 40 or
more.
3. If teach~rs have aides, then indiVidualized
instructic.. is maximized and teaching loads
are not excessive.
4. This model provides for separate classrooms
for each teacher.
5. A great amount of curriculum cqérdlnatlon
between the teachers is necessary <
6. This model is ideal for grades/ 1-3 when
! language grouping is most necesséry

¢ )

-

#3: Shared Bilingual Teacher Model,/Grades 1 3

A b111ngua1 teacher has half t#e day -to be,
present in two separate’ clasgrooms.

ERIC
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LA,

5
hrs/
wk

L.A.
5

hrs/ .

"wk -

Math
5

hrs/

wk

"Soc.

Stud.
5 -
hrs/

wk

Sci.

5
hrs/
wk

)

Regular ; ' Blllngual. e

Teacher ~Half-Day,
‘ Teacher
Teaches ILng. Teaches ESL !
recading and writing " to Sp-dom
to Lng-dom children children ™ -
Teaches individualized " Teaches Sp.
1ﬁ3truct10n in L.A. . as Second
to Eng- dom s:udents . . Language to.
Sp-dom
o ’ students
. . ; . 2 1/2 hrs/wk
Teaches Math in . : Tutors Math
English _to all students ,to Sp-dom
: ' students
2 1/2 hrs/wk
Teaches soc. studies- Teaches:or
in English to Eng-dom , . tutors in Sp-
students 2 1/2 hrs/wk to Sp-dom
to all students 2 1/2 : students
hrs/wk o

-Teaches Science
to 311 students in
English

Situation: A'bilingual teacher is shared between

two separate classes, each with 1/3 non-Eng-dom
students. This means that" she will have about
12 1/2 hrs/wk per class. : '

Comments:

"1. This model tends to emph351ze ESL at .the
expense of native-language instruction to non-
Eng-dom students. .
2. The bilingual teacher could best utilize her
time in each class by devoting 5 hrs/wk to ESL,
2 1/2 hrs/wk to Sp. Language Arts, 2 1/2 hrs/wk
instructing or tutoring in Math, and 2 1/2 hrs/
wk teaching Social Studies in Spanlsh
3.. The model necessitates flexible teachers with
"skills in individualized instruction.
4. This model is popular with both the Eng-dom
and the Bilingual teachers since the student/
teacher ratio is substantially reduced.
5. Of the three models for grades 1-3 this one
requires the-greatest number of certified staff.

99
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—— —#4+—GyYades 1-3 Bilingual AidevModel)

/

The regular tehcher is a551sted by a tull- tlme‘
xblllngual daide in the classroom. ' .

Regglar
Te3jcher

a

Téaches Language’
/Arts in English
; to Eng-dom children

. Teaches 'ESL
.to Sp-dom
childyren-

P

.~ 1 .
Mgth Teaches Math

5 hrs/ _to all students
‘ wk in English
/ Tutors Eng-dom - '
students

/ Social "Teaches Soc:
Stud. - "Studies, Art,
S hrs/ ‘Music, to all

wk . ) : -

‘Science Teaches Science
S hrs/ to all in
wk English

" Tutors - Eng-dom
" students
Situation:

v

Blllngual .

[PV

o all =

Para-Professional

Practices conversa-
tlon, reading, wrltlng
in Sp. to Sp- dom
children

Tutors'Eng dom
children in wrltlng,
etc. i

1*hr/wk teaches Sp

" as a Second Language

to Eng-dom

i Rl

W

Tutors Sp-dom ' -
‘students | C

1 hr/wk 1eadé ép dom |,

students in act1v1tv‘

1 hr/wk teaches .
Latino culture to-

e

Tutors Sp-dom . ,‘

Students. .

The para-professional-aide is competent

and well-trained, /and the teacher fmakes the best

use of her ablllyées
* Comments:

3

1. Native language' 1nstruct10n for non En dom
Chlldren is almost entirely restricted to tutor-,
‘ing by the aide.

2. ESL can be taught to the non-Eng-dom. chaldrﬁn
by the regular teatcher (or can be accompllshed
by a pull out program).- Y
"3. This'model assumes an extremely cdmpetent
‘aide, whose functions ‘sometimes excede tutoring.
4. The 'aide might be effective in $panish”Langu-«
»» age Arts without special training, if ‘the. .-
" activities involve simple’ conversatlon vocabu-
lary and wrltlng e R

‘. ‘ ]}6}19 fWL\i o f_i;
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/

5. The teacher and the aide must have an
extremely good working relationship. A great
amount of coordination betwcen the two is

essential, -

6. This model presupposes that there is available
a- blllngual curriculum guide with suggestions
for songs, games, langudge arts activities for

the aide to use.

»

7. Adequate facilities are essential for class,
division into language groups without noise

interference.

v '

Statistical Comparison of the Models

Student Experience

1.

2,

% of time non-Eng-dom students
learn in non-Eng language

% of time non-Eng dom students
receive instruction from bilin-
gual teachers . 60%

3

$of time non-Eng-dom students

‘receive tutoring from b111n-

9

gual aide : 0%
Number of non-Eng-dom students

in non-Eng instructional group 10%
% of time Eng-dom students

learn in Engllsh language 80
% of time Eng-dom students
receive instruction from -
Eng-dom teacher 80%

oo -

Number of Eng-dom students in
Eng-instructional group 20%

Staff Needs )
8. Number of certifiéd teachers

required per.30 students '~ 2
9. Minimum number of aides v

required for models .0
Staff Load . \

10. % of time Eng- dom teacher.

11.

12.

sized class . 0

teaches ‘to average class size

(c. 30) 20%

% of time Eng dom teacher

teaches to less: than average

sized class 80%

t/,of time Eng-dom teacher <
aches to more than average .

“ 01 .
102

i

.

L .

Models
2 3 4

60%*% 64%% 50%* 443

~

100% 50 0%
64%

0% 0% 443+
20%%.10%*% 103

100% 100% 96%
100% 100% 80%
649

409**20”**20%**

1 1172 1

0 0 1

36% 50% 36%
0% 50% 64%

645*F* 0% 0%
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13,
14,

15.

.

.teaches to average clasg Size- 20% 36% 0% NA .

N

% of time bilingual teacher

% of time bilingual teacgher

teaches to less than-average - -

sized class ’ 80% 64%+100% NA
% of time bilingual teacher : ‘
teaches to'more than average . S
sized class ' " 0% 0% 0% NA

*minimum without aide
. **maximum without aide ~ )
+maximum : <

NA: does not apply

'LfnwhSOme—Obsepyationslabout\Implementation of Bilingual-

Bicultural Iﬁ§tf&ction~in'Michigan‘f

1,

-

Bilingual-bicultural education is not an end in
itself. As recognized by the Lau decision, the

-primary justification for bilingual education is

to provide equal ‘educatiomal opportunity for all

children. . Its major role in Michigar is to help

non-Egglish-dominant children to be successful in
school by easing the transition into a predomin-
antly Anglo, English-dominant, middle-class
environment. The 'school, through bilingual-bicul-

_tural instruction, can more successfully meet the

needs of these children by: 1) the instruction

of the children's first concepts in their dominant
language; 2) the promotion dnd reinforcement of a
positive identity of the minority children with .
their home culture; and 3) the promotion of English
communication skills. ‘ ‘

. Bilingual-bicultural education will only be success-

ful provided that it becomés an integral, well-
coordinated part of the total school .program,
involving district commitments in the hiring of
bilingual-bicultural personnel and the acquisition
of bilingual materials. Tt will necessitate
modifications in class and school organization,
curricuda, teaching styles, and testing.
Bilingual-bicultural education means that the multi-
eghnic reality of our society also becomes a = .
reality in the classroom. In the area of curricu-
lum, this' is"accomplished by integrating the

‘bilingual learners' culture, language, beliefs, and
‘customs into daily activities. Multi-cultural

awareness also ‘means that teachers and .other

schedl personnel must have a greater sensitivity
tp?variations ip learning styles and to cross-.
cultural differences 'in social and family values.

102:
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Given that human, f1nanc1a1 and phy31cal resources

" for the implementation,of bilingual- bicultural

education are limited, priorities governing the
utilization of bilingual personnel must be
established. We suggest the following order:
l. Non-English-dominant learners should.
receive - the greater part .of their
initial instruction in their home
language in grades K-3.”
2. In.grades 4-12, both English and
Spanish tutoring services should
be available.
3. In grades 4-12, continued studies
~ in the home language and culture
should be attractive alternatives
Successful bilingual-bicultural education is
dependent upon the availability of trained
bilingual (hoprefully bicultural) teachers,

. knowledgeable in the areas of child cognitive.

growth, language development, and ESL. They 2
should be experienced in team-teaching and
individualized instructional techniques. A
sensitivity to cross-cultural qlfferences and

-an- empathy for all chlldren,fregardless -0of race,
ethnic background or level of achievement, are
“essential.
< Bilingual- blcultural educatlon Will be most prac-
- tical and therefore most effectlve, when a high

enough concentration of the non- English-speaking
group is present in any one class or school. L
Optional bu51ng as* a means: of achieving this dis-

:trlbutlon is currently belng used with success in

Pontiac and Grand Raplds The minimum desireable
concentration of’ Engllsh-dominant learners is

"about’ 1/3 of the t 1 number in the class. This

distribution permlts a bilingual student/teacher
ratid which- Justlfles employing a sufficient staff
to meet the needs of the students. -

. Within the K-3 b111ngua1 Classroom, language

dominance grouping is clearly essential.. Grouping
is perhaps the best way to make it possible for

'ithe non-English-dominant children to, receive most

of their instruction-in their pat}vg tongue;
grouping also facilitates the individualized

o instryction necessary for helping students who
‘achieve at different levels.

Language dominance grouping will neceSsitate the

. presence of an instructional team which consists

of, as a minimum, a teacher-plus a para-profession-

a1 aide, at 'least.one of which is bilingual. The
.optimum model goes beyond that aand provides for a

~bilingual teacher to team-teach with the regular

, >
. ‘ - ,
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teacher, the first spending the majority' of the
time with ;the non-English-domiant children, teach-
ing ESL and the normal curriculum using the non-
English learning center.. :

9.-Special grouping according to—language dominance
ooeepeg e Will require adequate classroom or building
facilities. Few classrooms have adequate space
for two directed instructional activities to occur
simultaneously without noise interference. The
preferable model is for the bilingual teacher or
aide to function in a separate classroom or

‘ learning center,.

10, Language group irnstruction will necessitate. ade-
quate teaching materials in the non-English
languape, including appropriate curriculum and
activities guides for the teacher, as well as
textbooks for science, language, and math in the .
non-English language for the students.

11: The learning task of bilingual children is much
greater than that of the English-domiant children:
they have:to learn English in addition to the

N\ regular subjects. This situation demands flexi-
bility and understanding on the part of all
teachers. The added burden also makes it more

difficult for the-non-English-dominant child to .

achieve at grade level. v -

12. Bilingual-bicultural education canonly hope to
confront some of the many problems of those bilin-

“gual-bicultural students who are achieving below

grade level. For some of,these students, it will

provide an increased opportunity to achieve-at
. ‘grade level when tested in their home language.
- For most; it -will create a more hospitable school
environment when their language -and culture are
used and valued in the classroom. For all biling™
. ual-bicultural students, it can provide greater
2 N /. possibilities for individualized ingtruction.

’ -
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THE IMPLEMENTATION OF THE BILINGUAL -PROGRAM
' FOR THE VIETNAMESE CHILDREN AT :
b PALMER ELEMENTARY SCHOOL, - ‘
GRAND -RARIDS, MICHIGAN ’

o 0 Tran Canh Xuan#*
This presentation attempts to sharé my experience
with administrators and teachers who have been or who
-are going to be involved in a bilingual program. .
. The Vietnamese. bilingual program in Grand Rapids
came into being very recently and is still in the pro-
cess of adjusting and developing. However, the program
was born in a favorable situation in which the existing
bilingual program for the Spanish-speaking people is
considered as an elder brother. In such a situation,
¢ the Vietnamese bilingual ‘program has a chance to ° -
develop with the experience and support of the existing
structure. o N '
Palmer Elementary School was one of five Vietnamese
"bilingual centers in g;:?d Rapids chosen to aid Viet-

,

.namese children. A rgsource room was set up, adding to
the existing school structure and facilities. The
;resource room was expected. to house from 20-30 children.
Its staff consisted of one Anglo-American teacher, one
Anglo-American assistant teacher, one Vietnamese teacher, .
and three assistants. One more assistant teacher was .

. added when the number of students incteased to 42 by the ,
end of November. 1975. N ‘

All children are bused to and from school. Some
live as far as twenty miles from school. As the bus
‘must pick.up many children at different places, the ,
trip to school for some is 90 minutes or more. For the
moment this time-consuming trip is deemed worthwhile by

. those participating in the .program.
) Teachers are aware of the children's feelings and
anxiety about living in a society whose customs, manners,
and language are so. strange to them. Consequently,
.teachers of the resource room and regular classes are
primarily concerned with hélping the children accommo-
ddte themselves to the .new environment. =

In Vietnam, children do not learn a foreign lan-

. guage until they enter high school &t the age of
eleven.  Before coming to this country, some sStarted _

-

5 ; R S

/iTran‘Canh Xuan 1is a,teather in ?he Vietnamese bilingual
/program, Palmer Elementary, K Schoql, Grand Rapids, Michi-
. gan.’ 3 : R

L o
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Engllsh as a second language at the sixth- grade 1eve1
which is the first year of junior high.school in Viet-
nam. Others studied English for one or two months
when they were in the refugee camps priot to the period
of settlement and-admission to school. -~This -amount—of —-
time was too short for them to-acquire the skills and

" knowledge necessary to deal with a new school environ-
ment. They were at this point unable to carry on even
a simple conversation in English. Their lack of English
comprehension, coupled with their curiosity to discover
what is happening in\their surroundings, cause these
children to look to the Vietnamese teacher as a source
of assistance at schoo

The children spend most of their school time in

regular classes, in which-they are supposed to learn

i what is taught. However, in most subjects, they are

unable to follow instructions or grasp what the subject
is about. In that case, the Vietnamese teachers, who
are supposed to be bilingual, play active roles as
interpreters and tutors .at the same time. Most Viet-
namese assistant teachers are assigned to help the
children in their regular classes. They need to be
present at the moment when the regular teacher and the-
children feel they need help. Communicatiyon and cooper-
ativeness between the resource teachers and the regular
s teachers are of major importance, and above all in im--
portance is the principal's support of the whole pro-
gram. Another. Vietnamese teacher or. an assistant
teacher should be present at the resource room all the
time to help the children ‘who occa ionally have prob-
lems or are reported by the . regul class teacher. to
the resource room in the event they need help. o
At times, the ‘resource assistant.teacher is sent
for and his/her responsiveness is not only a source %f
comfort for the children but also a source’of satisfac-
tion for the regular class teacher who wishes to pro-
mote cooperativeness.

: The role of the Anglo- Amerlcan teacher and 'of the
assistant in the resource room is-primarily teaching
English as a second language. .None of the American
teachers can ‘speak the native language of the children.
The Vietnamese teachers play the role of interpreter
whenever it is needed. : oo

An important issue arises concerning the amount

of time considered most profitable for the children to

work in the resource room while not losing other sub-

jects offered in their mainstream classroom. Of course,

it is impossible to be both places at once. Should

the children participate only in those classes requiring
»little verbalization, such as art, music, gym, .and

mathematics? Should- they attend classes such s reading
«and social studies in the hope that their la%ge' '

skills will be’ 1mproved7 These issues are y to be
"resolved, as there is yet no.research to support any of

the alternatlves 7 -~
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ty;
in other words, on grade level. For English'as a second/mw
. language classes, grouping shpuld also be based on the
child's English language acquisition.. The first and .
the second-graders are taught with®the Miami Linguistic -,
Readers series, actually written for .Sparish-speaking .
children. <The English Ardund the-World series has b%EH

?ﬂ Grouping has been based on the child's maturi

used for the upper grades. ‘However, the children
the lower grades seem more interested-in working ‘on -
McGraw Hill Programmed Reading, a series most readers
are familiar with. Working on this series, the child
can proceed at his/her own speed. The children read
in small groups of three to folr at a time:s As indi-
‘vidualized instruction requires close: supefvision to
- be fruitful, the native English-speaking sixth graders
~  offer themseglves to help the Vietnamese children in
the resource room. - In-spite of their youth and 1lack
of teaching experienge, the contributions of these
students under a teacher's supervision has been valu--
able. e m R ‘
So far, the bilingual prograhn at’Palmer school{s .
focusing its efforts primarily on teaching English, .
. The children have a strong motivation to learn the
~ language spoken .in the world in which they are now
living, coping, and planning their futures." They
heedatd\understand what the-people say to them. They
need to comprehend what is written on the school ’
bulletin board. - They need to understand what the
prifcipal announces on the PA system gvery morning.
By Yearning the language, the children are adjusting
themselves to their new environment. The older the
child, the greater the need to overcome the language
. dnd the culture barrier. )
- ;. lhose who are involved in the program often have
this question in mind: how long will .the program sur-
vive? The survival of the bilingual program depends
.entirely on the parents and the learners themselves.,
I't-is too early and too much a matter of. subjectivity
to decide whether their choice is wrong or right.

“
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STRATEGIES. FOR IMPLEMENTATION OF BILINGUAL PROG%AMS

‘ctedings with the i(dea that a step-b

Introduction , : - ~

s
.
. Jesse Thomas?*

In view of the need expnesskd;gy many educa-
tens gor practical guddes to establishing

-a belingual education program, the follewding

medule ‘was developed fon the Program fon
Educgticonad Opportunity and presented at
the PEQ conference cn bilingual-bicultural
education, 1t (s Yncluded in these pip+

ﬁﬂ@p ‘
approacih will prove helpful to educ§~ ns i
whe are planning for biLingual educ
programs {n their schocl districts. s

tion

~

This module is designéd for school administra-

.tors and other community members:interested in

implementing a bilingual educatiqQn program. The

module presents a suggested. format for the steps
" which' can be taken in plannihg;‘organizing, and

operating a bilingual program. d “

Bilingual education, like any. othér education

program, will be as effective-as the commitment
school administratord. are willing to make. If the
program is geared for failure, it will fail. The *
first step in implementing any program -is, commit-

Thgﬂgdministrqtor (principal, program

director, coordinétor)'§hould be ihvolvgd in every
step of program implementation. 1In some .school .
districts, the staff is hired withdut ‘fixst getting
participation from the administrator under: whom

that particular staff member will be employed. Also,
careful consideration should be given to the involve-
ment of the teachers.®"'Teachers should feel that they
are an importanrt part of the program,’ Educational
theory indicates that the staff will work harder
toward the success of a program if they know that
they had some part in its implementation.

)

. _<Bue to the rap:d expansion of bilingual
prpgrams throughout the country, as well as the,

7

*Jessce Thomas wasja doctoral candidate in ‘gduca-
tional administrhtionat the University of
Michigan at the time of his presentation.
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increasing number of states that have laws mandating’
bilingual education, bilingual education 1s now more
than at any other time in the public's. view. This
leads to the need for greater knowledge amdng local
administrators about how to implement a bilingual
programsthat will be geared for success. Michigan
educators are now recognizing that non-English
speaking students have a serious need for bilingual
education. This module, as stated in the introduc-
tion, 1s devoted to assisting the administrator in
the implementation of a bilingual program.

Purpose/Goal

The purpose of this mofule is to present a
step by step format that can be used in implementing
a bilingual program. At the termination of this e
module there should be an awareness of the following =
specific concerns:
1) How does one ldentlfy the needs of a
bilingual program?
2) How does one plan to meet these needs .
- . once identified?
3) How does one design a bilingual program ,
- to meet the needs?
4) How does one select the staff for a
bilingual program?
5) How does one fund a bilingual‘program?v

Objectives’

Upon completion of this'module, the partici-

pants will be able to:

1. Identify and discuss the different steps >
in the selection of personnel for a
bilingual ‘program.

2. Demonstraté their knowledge about the
developnent and design of a bilingudl
program.

3. Recognize the 'rescurces that are avail-

N able for funding, funishing materials,
and maintaining a bilingual program.
" 4. Be aware of the decisions that.need to
. be made before and during the program's
first year.

-

t .

] Step One- Perscennel Selection
R
l O EEidctlon of a study commlttee

/// ‘ Let us assume that your School district has
already decided to implement a bilingual program.
. One way of proceeding 1s to select a study committee

110
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which should be composed of teachersh,laymen, and
members of the ethnic groups within the community,
thus ensuring the support of the community and the
teacher group. Care should be taken to insure a
‘serious non-partisan study and to avoid a polltlcai
struggle. - -

The study committee will undertake a survey to
assess the needs of the local non-English speaking
population. Speq1f1c results should provide the
district with information as to:

L. the number of speakers of the language

under study, . R

2. socioeconomic distribution, and .

.3. educational achievement. - )

This committee should include in its final

- report an indication of the cost of a program,
sources of financial support, and the availability of
.adequate instructional resources. This information
can provide the administrator°with an idea as to the
decisions and problems that will need to be faced-. D e

T

~I.1 Selection of a planning committee

The planning committee, sometimes referred to
as the advisory board, can be composed of the same
members as the- study committee or-other interested
citizens could be inkluded. If the program is —
funded with federal -funds, the committee should be.
selected under federal guidelines.

This commlttee should begin where the study
committee left off.: It should assist in defining )
the goals of the program, interpreting the program }Q
to the community and supportihg the program against ,

. the community opposition that{sometimes arises
7because ‘of a lack- pf involvemant and/or 1nformatlon.

1.2 selection of staff-program dlregtor, teachers, ~ -
aides -

A@bointment of a program director should take
place as early as possible, so that he/she can
particjpate in every stage of the implementation.

The director should be bilingual ‘and have a good <7
command of both ‘languages. Other qualifications
could be that- he/she;
1. be trained in linguistics, :
2. be able to conduct teacher training,
3. be a certified, in administration oxr
supervision. ‘
The director’'s major duties might consist of; :
1. assumlng the overall administrative
responsibility of the program;
2. preparing péricdic reports to the school
" board;
111 ‘ : _ .
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3. organizing and rendering leadership to the s
adVLSory committee;

4. interviewing and recommendlng for employment
all bilingual education progect staff who
will be under his/her supervision;

5. supervising the development and: implementa-
tion of the educational program evaluation
design. .

“The director must find ways and means pf T

,legitimitizing his program. Regardless of excellence

of rationale, the community may not support it-

enthusiastically. The director must remain alert to
effectlve methods for enlisting communlty participa~
tion'as he/she mioves the program’ into more effettive

. educational experiehces. .

. Teachers and aides should first be sought from
the }ocal school and community. If bilingual-
teachers are not available at the lqcal Jlevel, "they

-

. «could be sought from: K . .

»

1. state personnel offlces, , o,
2. local universities, v
3. otger recruitment methods, such as .adver-

"tising job ‘openings at southwestern

unlversltles, may be necessary 1n some

instances. -

Some school districts may need to coh51der
training monolingual teachers. In other 'instances
‘teachers can learn the language along with the
stddent. A bilingual aide or a blllngual\Eommunity
he'lper can be of great assistance to the-monélingual
teacher. v

. . .
-y Yoo

Stggrfwo - Program Development
- ~—— i
‘Undér thlsCstép, program*dévelopment, sometimes
<called program de51gn, we . h%%l consider more care-=
fully .the needs assessment e will also -look at
varlous prqgram deSLgns and some of  the variables
that help to determlne these designs. . y °

2. O Conductlng a needs assessmpnt . . v
? ¢ :
\\-

As mentioned previously, the needs asSessment :
is“one of the responsibilities of the planning
committee. It should détermine bBoth the problems

. and the educatlonal needs of the students, the-’

- teachers, and the" parents. The study should also
determine: .
1. the numbef of students needing blilngual
education, '

. their academic achlevementh o R

2
3. their socioeconomic background.
If applying for funding under ESEA Title VII,

112
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school districts musit demonstrate that they have a
high concentration
‘families. Under Tijtle VII guidelines, an assessment
.of needs should in lude these four areas of ipvesti-
gation: ' "y : /
1. number and location of children fr
, environments in which the domina
‘ language /is ‘not Engllsh
2. evidence concernlng the lingu stic
competence of the <hildren, | .
3. evidence that the educational needs of
the children are not currently being met,
‘4. evidence concerning the socioeconomic S
lewvel of their famllles
Data should demonstrate that a, blllngual educa*
tion program is the 1nev1table path for meetin
those” educational needs which are ‘currently lagklng.\
Once the commitment to bilingual education has
‘been- made, the committee should now determine what
. kind. of program they want Some '©of the questions
£o0 be asked are: ©

\ 1. What type of,program do we need? g
2. How will the two languages be ,taught and
T used?

. o
3. What are some of the goals we should
) strive .for? :

2.1 Developlng goals and obgéctlves .
D Some of the 1mportant points in writing 7
behavioral objectives and goals are as foliows. The
stated goals should be the long- range expectations
of achievement for all students in the program,
while the. objectlves are the short-range expectations
of achievement by sfudents and staff. The goals
should relate dlrectly to the assessed needs, while
the objectlves, in.turn, should flow from the goals.

Most ‘of fhe programs 1nclude the follow1ng
features or' components,

%l. Expected. outcomes for the non-English-

J - speaking student in his/her primary
e language, in English, and in hls/her
‘.% attitudes toward both cultures.

2. Expected outcomes for the English- speaklng
child in English, in the non-Engl
language, -and his/her attitudes t@ZZrd
both cultures. . ST

These goals can be wrltten in the following

manner:
-1l. to énable students to develop equnal
proficiency in understanding, speaking,

: reading, and writing both English and
the’ X language; -

2. to enable. students who have limited Sklll

o oy
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Qf‘ o ‘in English to progres normally in- variofis
subject areas by providing them with
" such instruction in the X language;
3. to enable students to develop a positiye
e self-image and, pride 1n their cultura
N Ll heritage. . '
; These goals and objectlves make it poss ble to-
esign similar programs in varidus places through-
t the country; hewever, each community Aviil
present-dlfferent needs
" The next problem in program developme t will
be that of selecting and grouplng student

2.2 Developlng crlterla for, . selectlng and grouping
students . /_

Theodore Andersson has grouped students 1nto
four categories:

PR

.-

English-dominant,.

* X dominant blctltural bicultural
X dominant, mono=- . EngllsﬁLdomlnant,
cultural . monocultural

The number of groups w111 depend on the number

of students that fall into the four categories.
Also, the proportion of X-domihant to English-
dominant students will depend on your particular

g situation and program design. Diagnostic tests

- such as the'Peabody Vocabulary Test .(Harcourt

Brace Jovanovich) can be used to determine the
student's language domlnance._

2.3 Selection of .Alternative Program Designs NG
It is difficult to prescribe any specific
design because there .are,so many variables, some of
whlch we have already discussed:
1. the number of non-English speaking’ students,
2. the class1f1catlon by language dominance, |
3. their age ‘and grade levels) :
4. the resources available. ' .
‘Some of the alternative program designs tHat
¢ have been utilized already with success are ' as
" follows: <
(1) Bilingual School - an organlzatlon pattern
! in which all students in a school are part1C1pat1ng
+* +in bilingual education programs. This pattern is
:% especially useful’ where there are large numbers of
students requiring blllngual edutatiofi and there
are sufficient teachéys available. .
) (2) A mini-school - an organizational pattern
: in which several classes on. differént grade levels
“.are -clustered as a.3}stinct‘administratiVe unit for

};.‘-_~

.
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the purpose of receiving a blllngual education within
the framework of a larger school settihg and program
offering. This pattertn is useful.where there 'are

not enougks students for a complete blllngual school
but thgre e enough to warrant relevant supportive
serv1ces. ST -

F(3) Graded classes —'anvorganlzatlonal pattern
in Wthh students in one or mgre classes on each
grade’ level par%gc1pate in th# bilingual prbgran.

This pattern is suitable in thqse situations where,
the number of students is samfficient to establidh
at least .a class in, every grade but not’ enough to

. warrant the creation of a mini-school.

(4) Non- graded classes - an. organizational -
pattern which provides that students from dlfferent
grade levels will be a551gned to the same class in
order to participate in a bilingual program. This
de51gn is appropriate when there are very limited
numbers of students and complete classes in every
grade cannot be organized.

" Joshua Fishman, looking at the problem of
. designing a program, considers more the linguistic
A\ approach. His four classifications include:
‘ Type I Transitional Bilingualism
Uses non-English language ain‘early -~ .
grades only to theé extent necessary: - , :
to permit children to adjust to g (:9
) school and until their English 1is ’
“y developed to the point it can be
: used as  the medium of instruction.

Typer II° Monoliterate Bilingualism -
’ - The goal of this approach 1s to
- develop both languagespin the
aural -oral skills and not attempt-
ing to develop literacy skills 1n
the mother tongue. . en

Type III Partial Bilingudalism S
This approach seeks fluency and-: .-
- literacy in bgth languages’ but" .
~ literacy in the mother ‘tongue is
" restricted to cextain subject
matter. '

- gype EJ Full Bilingualism , ._ °

This design is the kind of approach
in which students arg to develop
all skills in both languages.

.- Typ'e‘I T , -Type III _ )
» X-language as- . fluency & kiteracy in
‘bridge into English ‘both language

- E - mother tongue llm ted
' - 115
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’I‘ype I S : ’I‘ype IV -
develOp both in aural- 'all\skllls developed
oral ° " in Both languages

~.°.__no literacy in X-lang. rd
\ , 7 - i

. . . . , N . i‘ j .'.

Saville and Troike, aut of A Handbook of -

. Bilingual Education, (Teach f English to- Speak-
- ers of Other-Languages, 1971L, ffer three alter-

natives in program design:

1.

L

The Balanced Billngual‘Proqram

.'J-'

-

This type of a design ‘is belng uged where

teachers and

there is no problem acquiring blllngual

l2nd langJ

6-8

If the purpose of the program is only to
make non-English Speaking children~bilin-

gual, more time can be devote

-’struction. in. Engllsh and the na

1st lan

English.
K-2

P

sources)

to the in--

ive lan-

gauge maintained in some subject areas. ’

The program de51gn would be as:follows:
(This design is to be used when. the ‘dis-
trict. lacks bilingual personnel ‘or re-

Lst°lan§.|“‘

fad

© - ° [English ' .

. 3-5

lst lang

bEnglish

"6-8

. !

“If "you decide that your objective is to

move toward rapld acculturatioh using the
students' primary language only as a means

.- of assisting with the .introduction of Eng-
-:1ish. This.type of program is the legst .

tated by local conditions and lack of r

desirable- of thé three, 'but’ might be ai @
B

sources. » ‘ >

E

Enélish .
C3-5 . .

- =

’ . Step-Three;éFesources
3.0 Deciding How to Financé Program

T

~

English
6-8

It is sometimes stated that the evidence of

-
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real commitment to bilingual education is whether or.
not adequate levels of funding are provided. Most
of the financial support for bilingual education now
comes from the federal governmeént through Tltle VII

- of the.Elementary and Secondary Education Act.

* Title,VII - the purpose of Title VII was
tc initiate demonstration projects .which R
would serve as the testing ground for the’
development of more enduring efforts in
any given "school digtrict. -In some
~ instances, when the school district has
reluctantly established a program, very
littie effort is made to comply with the
A . guidelines which require that the dis- i
# trict eventually absorb the cost of the =
program. Consequently, when the gr ’
explres the program is- termlnated Q
a greatly reduced.

Other types of fundings be51des Title VII are:
-Titl€ I --under this source, money is
‘‘granted directly to<the schooX districts °
or to the s'tate agency. The only
restriction.is that funds are earmarked
for disadvantaged students. This fund
can be allocated for the follow1ng purposes*
1. teacher training,
2. materials,

) 3. to employ addltlonal personnel in other

N *’ areas. ,

Title III ESEA - is directed to state
educaticnal agencies for the purpose of
supportlng innovative and demonstration
centers which have an opportunity to
develop. new approaches'to meeting the
educational challenges of bilingual

- education. ,
Title VIII-ESEA - (the dqopout act) is - .
directed at local education agencijes,
for the purpose of developing some aspects
of bilingual education. ’ Limited funds are
ava' ble under thlS source-. .

3.1 Developlng a’ ' Budget : S . .
: The Appendix, Budget Informatlon, is. the 1975
4 'blllngual program budget of the scflool district that
I worked with, before startang graduate studies at -
The Unlver51ty of Mlchlgan —J

3.2 Flndlng approprlate fac1llt1es

or half- day) and staff organlzatlon wi
the phy51cal fac111t1es needed. With

N . 117
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program the facilities should either be a ‘regular
classroom’'or a mobile unit. On the other hand, a
half-day program would either require a bilingual
teacher to work within the regular classrooms as a -
member of a team or to draw students from one or 6 ,—

o more classrooms. ' } s -

- © % An ERIC case study, (ED 084 085), shows some of
- the decisions that must be made in allocating the
appropriate facilities. In the case study, 30

~ . minutes were designated for instruction in Spanish .

y the first year, allowing the teacher and teacher

aide to go into the regular classroom to present
the lesson. This pattern proved ineffective
because: o i ’

' 1. entire class instruction did not. allow

: enough time for attending to the individual

© . needs of each child; . S
-.2. instruction had to be planned so that all
- - Children were able to'participate regard- )
less of their differing abilities in .
: Spanish; - -
3. the regular classroom teacher was not
" utilized effectively during this time. -
#In order to remedy this situation, a large
room was .selected for the bilingual learning center
during the second year. The third year of the
program saw teacher and aide moving back into the
classyoom. since the disadvantages of a separate

room seemed to outweigh the advantages. Specific .
disagVantages of the special room arrangement, were:

/ 1. coordination between the activities in the
/-

v

regular classroom and the special room was
hampered because daily interaction between
the teachers was lacking; : -
2. an artificial separation between the Spanish
] - and English activites develped especially in
G - _ -the area of cultural entichment;
3. with additional classes, the space in' the
special room was inadequate;. -
""4TTexE€ssive displacement of children occured,
resulting in loss of instruction time.

e
o aniide .

.3.3 Selecting and ordering matef&als and equipment
" Materials can be develped bé\the localistaff
or.canvbe bought from the many companies that now

handle bilingual materials. 1In selecting materials

e you should be very careful that they are geared to

. the experiences and vocabulary of the student.
g Materials for Chicanos, for examples, should show
" 'pictures with which the students can relate.

’ ‘The final step of the module presents some of

the problems that a school district'might»encounter
'whgn'implementing a bilingual program. This step

< g © . 118
N
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“is a summary of the module start1ng with personnel

sele®tion and including the problems~of evaluatlng
a program. : .

E

e e ]
Step Four - Program's First Year

After gOLng through these necessany steps,
{ 1. selecting the personnel,
2. set 1ng up geoals and objectlveg, e
3. d ing the program (which 1nclude goals
and«ébjectlves) =

- the program director is ready to-1dent1fy the

student's language dominance. '@ L
L4 & B .

4.0 Pretest, Group, and Schedule Students 4

As 'yo® recall, the students were tested to
determine their language domiance and classified
into four catagories: X dominant, bicultural;
X dominant, monocu;tural English-dominant, blcul-
tural; and English*dominant, moncultural. e

4.1 Conduct staff In-service

Staff training should begin- as -soon -as possxble.
The staff should be aware of the phllosophy and
current practices of bilingual education, goals and
objectives of the program, and have a strong.
commitment toward bilingual education.

4.2 set up-a Public Relatiens Program ) .

‘An important component of any bi guaI progfam )

“15 the part of the parents have in th total direction
‘'of the program. Parents and community members need

to be informed about what is happening in the class-
room. Parents can bé informed through newsletters,
the mass media, home visitations by school personnel,
and happenings in the classroom. .
4,3 Evaluate R
* Coa
rd ..
Evaluation should be- an on-going part of the
program. It is one Of the most important and one -

of e most often ignored components imr any educa-

. .tiofial program. It is even of greater 'importance
~to the bilingual program because of its innovative

qualitie&.” .Although there are sound bases in

,ex15t1ng educational and psychological research

reports to assure us that bilingualism is advantageous,
there are still many questions to be answered ‘about
the use of "'two languages in the school.

The school district would:whe wise to obtain
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the services of a.profé?sional program’evaluator.
The evaluator should be responsible for selecting
and developing,- administering, and analyzing tests.
The evaluator should be aware that the use of
standardized achievement tests is not appropriate
‘when testing minority students, since they .are
based on norms, for a group significantly different.

N

.
. .
- v -

Appendix:  Budget Information

69.,Saléries and Wages

Director - ' $16,108.00

Evaluator/Planner ' 13.265.00

Teacher Trainer/Curriculum T i
Specialists for 10 1/2 mo. .

-5 @ $11,600° . 58,000.00
Community Agent TR

"$475/mo. x 10 1/2 mo. © .5,000.00
Secretary (1) ‘ o _ o

. 260 da. x 8 hrs/da.”x $2.75/hr. 5,720.00
Clerk Typist (1) - - it o ‘

200 da. x 8 hrs/da. x $2.50/hr. 4,000.00
Clerks (Evaluation/instruction) (3) .

3 x 190 da. x 8 hrs/da. x $2.50/hr. ° 11,400.?0'
Instructional Aides (35)

10 mo.: x $425 @ mo. x- 35" 148,750.00

‘ $762,243.00

6b. Fringe Benefits .

F.I.C.A. $174,870.00 x 5.85 10,230.00
Workmen's Compensation

$262,243 x .304$100.00 salary .. 787.00
Total Fringe Benefits - . $11,017.00
. - I Vv v . .
6c. Out of Town Travel L
"$200/person for 6 key personnel - . 1,200.00
Director’s Travel . . . ! ©500.00
Expenses and per diem for above o

brdays @ $50/diem x 7 persons - - Q\w

(on out of state trips) o . 2,100.00
Total Out of Town Travel . $3,800.00
6d. Equipment ) - .
“Binding Machine @ $450.00 . T 450.00
Hole Puncher Mode] WLHP-2001-AA6 @ .

$330.00 - 330.00
Total Equipment _ . ‘ $780.00

120 S
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6e. Supplies , - %K
Office Supplies ' - ‘

(Poskage, stationery, XeroXing) S 600.00
Supplies .for Instruction. D
“170 classrooms X $50/classroom .. 8,500.00

Supplies for Community Liasion -~
(for parent meetings, neighborhood
. Jfbrojects, and film documentation i
., . of community involvement activities) 40'0.00
. *Supplies for Materials Development -G
" (Mimeograph paper, stencils,
binders, ink, note pads, etc.)

- 6 specialists at $200 @ ¢ . 1,200.00
':T?talVSUpplies o ’ $10,700.00
Materials for Instruction: . . . .

Textbooks, filmstrips, audio tapes,
_records, library books, periodicals,
etc. 170 classrooms @$100 , 17,000.00

Materials for Evaluation: :

B . - ’ 3
Tests Iﬂ@truments,,and record : .

keeping, and reports . N o 600.00

- Total Materials . ° . . 7 .. $17,600.00
'pther Taggible_?roperty (Under $300/unit)' . .
Cabinet, filing 2 @ 85.00 A ' . 170.00
Cabinet, stencil storage 2 @ 150.00 : 300.00
~ Record players 6 @ $100.00 . _ _ 600.00
, Cassette Recorder 5 @ $75.00 375.00
T (Both of the above are for : i

oral language development use
ih content areas) :
Filmstrip Projector with slide . .-
attachments 1 (for comm. liaison) o 200.00
Camera 1 @ $50.00 ' . " 50.00
(for use in community ' S
" involvement activites):

Total Oth&r Tangibl&® Prdéperty - 1,695.00
’ Total 6e (as listed above) . A$§9,995,GQ
) P . ) . 1
6f. Contractual - -0-
" 6g. Remodeling : S - -0-
°  6h.-Other . - - ' :

1) Local ‘Travel:' .
.Staff: 200mi/mo. x 11 mo. x

.16/mi. x 7 persons ) . $ 2,464.00
Director, 2000 mi. x .16/mi’ 320.00 .
Total Local Travelq : - $.2,784.00

. *k ' - ~

?

‘
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2) ‘Field tr1ps.for students. in program

T . 20 trips @ $100.00/trip ) 2,000.00

Y

“(covers transportation .costs and e

» pupil adm1ss1on fees, - 1f any
o
.

°

\ C4) Upkeep and repalrs of eqplpmeht

*5) D1ssem1natlon €osts -
~ . (dupllcatlon,QXerox1ng, stenclls,

400

N

3) Space’ rental $400. 00 x Y2 ~. . 4,600.00
.60 .

LR

N\:w' %ﬁ paper, binders, etb Cot 1,2Db.00

> *6) Staff Trairfing .-
i) Joint LEA/IHE “capaclty bUlldlng“
efforts for
- - 50 tgachers to work towards @
graduate degree and/or '

Pl

. : credential 4
.o _ *-'50 aides to work towards a
) hY bachelors degree; -
' E - average .cost_per participant
- $3OO 00y for reimbursement of
expenses for ‘tuition, fees,
-books, etc. gf"
100 partjicipdnts x $3Q0.00/
participant T

B2
b=

©

s

-ii) Local prorated share of consort1mn-~

‘ ‘costs (details attached) . ) 6,000.001

-iii) Semlnars, workshops, conferences,.
: etc.
Th + substitute teacher pay for
release time for personnel lO
days @ $18/day ave .,
~--supplies for workshops" 200
participants (170 teachers; ‘
, 30 aides) x SlO/partlclpant 2y
. -’ consultant costs A
‘ 40 consultant days x $100/day 4
. . ' travel andgber diem for
« consultants - . > 1,
Total Cost Staff Tra1n1ng " $43
Total Other (6h) - ‘ ~ $57,,

6i. Total Dlrect charges ) 33362'

. y - 673. Indlrect Charges g : 7,

180.

000.
oob,
000.
180.
364.
199.
250,

30,000. 00

6k. Grand Total . - S $36§E449.00‘

*Items so marked in the budget are those that requ1re'

"special identification" as per the request in
U S G.E. Memorandum dated March 14 1975.

122
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.SUPREME COURT OF THE UNITED STATES

No. 72-6520 . & - L

.

Kinney Kinmonielau, a Minor
by and Through Mrs. Kam
Wai Lau, His Guardian
ad litem, et al,,
Petitioners,
v
Alan H. Nichols et al.

(January 21, 1974]

.

On Writ of Certiorari
to the United States
Court of Appeals for
the Ninth Circuit.

T

Mg. Justice Dovoras delivered the opinion of the
Court. ‘ '
The San Franeiseo California school system was in-

tegrated in 1971 as a result of a federal court deerce,

339 F. Supp. 1315. Sce Lee v. Johnson, 404 U. S. 1215,

The District Court found that there are 2,856 students

of Chinese_ ancestry in the school system who do not .

- speak English. Of those who have that language de-

ficiency, about 1,000 are given supplemental courses in
the English language.! About 1,800 however do not
receive that instruction. . - T

1 A reported adopted by the Human Rights Commission of Sin
Francisco and gubmitted to the Court by respondent after oral
argument show¥'that, as of April 1973, there were 3,457 Chinese
astudents in the school system who spoke little ot no English. The
document further showed 2,136 students enrolled in Chincse special
instruction classes, but at least 429 of the enrollecs were not Chinese
but were included for ethnie halance. Thus, as of April 1973, no
more than 1,707 of the 3,457 Chinesc students peeding special English
wstruction were receiving it. : ’ ’
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_seeinl,. eeonomie aud enltural -background, created and. <

B
—

2 LAY v. NICHOIS
C7Phis o elass soit brought by lmn-_]'fl_lgl_[s!;__.h;‘wnking
Chinese students agpinst. officials responsible for the
operation of the Snn Franeisco Unified Seliool Distriet

seeks reliel agnissi the unequal educeational opportuni-

ties  which are alleged to .violate the TFourtcenth

".'Ammuhm'nt..' No specific’ remedy s urged upon us,
<Teachivg Englich to the- students of Chinese ancestry
‘who do not speak the language is one choice. - Living

instriuctions to this group in (?hincyis another, There
may be others.  Potitioner -isks dnly that the Board
of Fiueation be directed to upply its expertise to the
problen and rectify the situation. - (I
The, District. Court denjad rélief. The Court of',
Appeals aflirmed, holding that_there was 1o violation of
the Iiqual Protection Clause of the Fourtcenth Amendl-
ment nor'of § 601 of the Civil Rights ‘Act, of 1964, which

excludes from participation in federal financial assistance,

recipients of aid which discriminate against racial groups,
483 F. 24 791, One judge dissented. A hearing en banc
was denied, two judges dissenting.  Id.; at 805.

We granted the petition for certiorari because of th
public importance of .the question presentéd, 412 U. S.

- 93s.

The Court of Appeals reasoned that r‘e\"crg' student
brings to the starting line of his ccducational career dif-

ferent advantages and disadvantages caused in part by -

continued completely apart: from any contribution by’
the seheol system,” 483 F. 2d, at 497. Yet in our view
the case may not be so casily decided. This is a publie

- school system of ‘California and § 571 of the California

Edueation Code states that “Fnglish shall be the basic

* langu: ge of instruction in all schools.” That scction per-

mits.a school district to determine “when and under what
circun stances instruction may be given bilingually.”

That section also statcs as “the policy of the state” to

. . ‘
126
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insure “the mastery of Iinglish by all papils in the

schools.” And bilingoal instruetion is autharized “to

[ the extent that it does not interfere with the sys-

tematic, sequentisl, and rc;;ular instruction of all pupils

An the anlnsh language.”
Morcover § 8573 of the Edueation Codc provides that -

no pupil shall reccive a diploma of graduation from grade
-12 who hag not et the standards of proficicrrey in “Eng-
lish,” ag well as othcr preseribed subjects.  Morcover by
§ 12101 of the Education Code children between the ades

of six and 16 ycans are (with ¢xeeptions not material hcre) '

“subjeet tg compulsory full-time education.”

" Under these state-imposed standards there is no equal-
Yity of treatment merely by providing students with the
same facilities, text books, teachers, and, curriculum; for
students who do not understand Lug]-:h are -cifeetively

. . foreclosed from any mcaningful education.

Basic English skills arc at the very core of what these

public schools ¢teach. Imposition of a rcquiremcnt that,
. before a child tan_cffectively participate in the eduea-

‘tional program, ]\(/must alrcady have acquired those basie

~ skills is to make a ‘mockery of public’ cdueation.’
‘We know that those who do not understand I‘nghsh

arc certain to find their clagsrootn’expericnces wholly in

" comprechensible and in 1o way meaningful,

We do not reach the Equal Protection Clause argus
ment which has been advaneed hut rely solely on § 601

~ of the Civil Rights Act of 1064, 42 U1 S. C. § 2000 (d)

‘to reverse the Court of Appeals.

- That section bans discrimination bnaod “on the ground
of race, color, or national origin,” in-“any program or ac-
tivity recciving federal financial assistance.” The school

district involved in this litigation reccives large amounts B
of federal financial assistance. HEW, which has suthor-
- ity to promulgate regulations prohibiting discrimination

in federally assisted school sfstems, 42 U, 8. C. § 2600 (d),

127
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in 1968 jesued one gnideline “that *“sehoul systemns are
respensible for assuring that stiudents of o particular roce,
color, or ational origin ave not denied the opportunity
) to obtain the cducation generally obtained by other stu-
dents in the system.”” 33 CFR $4055. In 1070 HEW
made the gaidelines more specifie, requiring school dis-
triety that’ were federnlly funded “to rectify the language
" deficieney in order to open” the instruction to students
wha had “lingristic deficieneies,” 35 Fed, Teg. 11595,
By § 602 of the Aet HHISW is authorized to issue rules,
' regnlations, and orders? to make syre that recipients of
federal aid ‘under its jurisdiction conduct any federal
. financed projects consistently with § 601, "HEW's regu-
- lations specify, 45 CFR §80 3 (b)(1), that the rccxpxcnts

may not:
“Provide any service, ﬁnnncial aid, or other benefit
to an individual which is different, or is provided
in a different manner, from that. provnded to others

under the program;

o .
. . . . .

“Restrict an individual in any wgy in the enjoy-
ment of _any advantage or privildge enjoyed by .
others receiving any serviee, financi l &ld or other.. :

S

h ... - -benefit under the program”;. o

. Dmcmgumhon amor.g studonts -on acco'lnt ‘of race or ‘
national ¢ or:gm that is prohxbltcd mcludcs "dlscn'mnahon SR

—— foe \‘\_,
» R _N\ o [V . R
_  *Fection 002 prowlcu N T EX Q :

. " “finch Federal doplrlmcnt and “agenesy which £ . tm]mwcrod to:
cxtcndf«lonl financifl assisfaned to~dny program of; activity; by

- way of grant, loan, or contract other than a contract .of insurance -

or guaranty, is authorized and dlrcclcd°-to effcctuate’the pmv:sxons

of section 2000d of this title with respect to such program’or activity: .’

- by issuing ruley, r(pnlntlons, or orders of gencral applicability which .

shall be cansistent with achievement of tho objoctived’ of 'the statute |

authommg the finuncial assistanco in coxmcctmn with which the A

.chon is takon n .

’ . L ' -
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_Br. App. 1a). ‘

“comply with title VI of the "Civibl Righ\‘ Act of 1064 ...

V. LAU w NICHOLS |

in the availability ar use of any memlvlbiv -
facilitics of the grantee or‘other recipientd’  /d.7§0.5'

Diserimination is barred which has that r//] .
though no purlroscful\dcsign is present: o regipignt “may

have the cffeet of sulljecting individualg/to digerimina-
tion” or has “the cffdet of defeating dr substantially
impairing accongplishment of Ll\m\objcfcvtik-cs off the pro?
gram pa rospeet inrlivi(}unls of a ‘particijlar rgee, color,
or national orvigin.”  /d. th._.'}__(b('.Z)!’

It scems obvious thatithe Chindse-speaking wminority
reeeives loss benefits thnn\t-hc Tmglish-speaking majority

not-. . . utilize criteria \vgr methads of adminigtratipn which '

from respondents’ schooli systém which denies themn a
participate in the qducational
program—all carmarks of the diserimination banned by
the Regulations?® In 1970 HIEW issued clarifying
guidelines +(35 Fed.” Reg.|11595) which include the
following: ' o

“Where inability to speak and understand the English
languiige cxcludes national origin-ininority growp children
from effective _participation in the cducationa] program
offered by a school district, the district must take aflirma-
tive steps to rectify the :lnnguu‘gc deficiency in\order to
open its instructional program to these studentsy’  (Pet.

“Any ability, grouping or tracking system cmploved
by the school systemi-to -deal with; the special language
gkill nceds of national origin-minbrity 'group chi
must be designed to micet such langunge skill need
soon as possible and must not opcrn%e as an cducational .
dcadend or permancnt track.” (PeﬁB’r. p. 2a).

Respondent school district contradtually agreed

3 And see Report of the Human Rights Commission of San Fran-
cisco,~ Bilingual Education in the San Francisco: Public Schools,
Aug. 9, 1973, - : rw

-
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and all requirements imposed™by or ‘pursuant_to the
Regulations” of HEW (45 CFR Pt. 80) which arc
“issucd. pursuant to that title . .".” and also immedjately
to “take any measures necessary to effcctuate thisdx}h:gc- Lo
ment.”  The Federal Governinent ‘has power to fix the
5 terms on which its money allotments to the States shall
be disbursed.. Nklahoma v. Civil Service Commission, 330
U. 8. 127, 142-143. .Whatever may be the limits of that
- power, Stcward Machine Co. v. Davis, 301 U. S, 548, 590
;t seq., they have not been reached here.  Senator
Tumphrey, during the floor gebates on the Civil Rights
Act of 1964, said: ¢ - - '
o “Simple justice requires that public funds, to which
all taxpayers of all races contribute, not be spent in any
e - fashion " which encourages, cntrenchgs, subsidizes, or -
a ) results in racial diserimination.” U
* We actordingly reverse the judgment of the Court of
Appeals and rcmnnd_}he case for. the!fashioning of ap-
propriate relicf, : v '

.

¢ Reversed, -

Mr\z."'Jus'ncs/ WHITE concyrs in the reault.

> . ‘L ‘ . & Q.

110 Cong. Rec. 6543 {Senator Hump}ircy’quoting from Presi.
~3 . dent K- ody’s message to Congréss, June 19, 1903.)

'
e
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'CONCURRING OPINIONS

3

Mr. JusTice STEWART, with whom Twe CHIEF JusTice
and Mg. JusTicE BLACKMUN join, concurring in the
result. ‘ ’

It is uncontested that more than 2,800 school children
\of Chinese ancestry, attend school in the Saw Francisco
Unified Sehool District system even though they do not
speak, . understand, read, or write the ‘English language,
and that as to sopncel 800 of those pupils ;hn respondent
school authoritics have takey no signifleant steps to deal
sfvith this language deficiency. The petitioners do not
contend, however, that ‘the respondents have affirmatively,
or intentionally contributed to this inadequacy. but only
- ~ ihat they have failed to-auwk in the face of changing

N social and linguistic patterns.. Beeause of this laissez
fairc attitude on the' part of the school adminjstrutors,

it is not entirély cl at § 601 of the Civil Rights Act - -

of 1964, 42 U. 8. C. § 2Q00d, standing alone, would render

illegal the expenditure of federal funds on these schools.

- For thitsection provides that “{n]o person in the United
. Statcs shall, on”the ground of race, color, or national

. origin be cxcluded, from participation in, be denicil the
' benefits of, or Bé subjected to distrimination under

.
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assistabde.” . o
On the other hand, the interpretive guidelines pub-

lished By the Office for Civil Rights of the Department -

of Health, Education, and Welfare in 1970, 35 Fed. Reg.

any program or* activity recciving Federal financial®

11595, clearly indicate that-affirinative efforts to give .

special training for non-EnglisH"é‘ﬁé’akivng pupils are re-

quired by Tit: VI as a condition to reccipt of federal aid

to public schools: " _ ,
" “Where inability, to speak and understand the Eng-
lish language excludes national origin;gginority group
children from effective participation 4n the .educa-
tional program offered by a school district; the dis-
trict must take affirmative steps to rectify the
. language deficiency in order to open its inst_ruc}:i?nnl
program to these students.” ! B '
The critical question is, thercfore, whether the regu-
. .lations and guidelines promulgated by HEW go beyond
the authority of §601.* Last Term, in Mourning v.
- Petmily Publications Service, Inc., 411 U, S. 356, 369,
we held that the validity of a regulation promulgated

Y These guidelines were issued in further clarification of the
Department’s. position as stated in its regulations issued to implement
Tit. ¥1, -45 CFR pt. 80. The regulation, provide in part that

¢ mo recipient of federal financinl assistance administered by HEW mav_

“Provide any setvice, nnancial aid, or other benefit to an individual

which .is different, orvis provided in n difforent manner, from that .

provided to others under the program; [or]

. “Rextrici. an individual - "any . way i 1 the enj'oymucnt of an

* advantage or privilege ??enjo,ved by othels recéiving any service,

- “vfiganeizl aid, or other benefit under the program,”

45 CFIR § 80.3 (b)(1) (i}, (iv). \ ‘
*The respondents do. not contest the standing of the petitioncrs
to sue as beneficiaries of the federal funding contruct’ between -the

Depaitment of Health, Education, and Welfare and the San Fran- -

cisco Unified School District.

o
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under a general authorization provision .such as § 602
- of Tit. VI* “will be sustained so long as it is freason-.
: " ably related to the purposes of the enabling legislation.
. Thorpe v. Housing Authority of the City of Durham,
393 U. S 268,-280-281 (1969).” I think the guidelines
. Iere fairly meet that test. Morgeover, in nsscssmg the
purposes of remedial lcglslntlon we have found that de-
‘partmental regulations and “consistent “Bministrative
" construction” are “cntitled to great weight.”. Trafficnntc
v. Metropolitan Life Insurance Co., 400 U. 8. 205, 210;
Griggs v. Duke Power Co., 401 U. S. 424, 433-434; U/dall

| * V. Tallman, 380 U. S. 1. » The Departinent has reason-
o ably and consistenly interpreted § 601-to Tequire affirma-
tive remedial efforts to give special attention to linguis-

- tically deprived children.
For these reasons I concur in the Judgment of the

Court.

v

3Seetion G0Z4 42 11, S. C. §2000d-1, provides in persinent ]m'r}:

B ‘Each Z%‘Zrnl departmont :lmy ageney whicly is empiovered.. to
- extend Fefféral assistance to~any program or activity, by way of
& grant, lonn, or contrac’ other than & contract of insmance or
guaranty! i& authorized and direetfed to effectnate the provixinns of.

section 2000d_of this title, with respeet fo guch program or aetivity’

by issuing rules, regulatiofs, or orders of general applicability which

sha)l be consistent with achicvement of the objretives of the statute

. authonzmg the ﬁnanrml nssxstunco in connection’ mth whirh the

action is taken . b
The United Statca as amitus curice asseris in its brief, and the
respondents appear to concede, that the guidclines were issucd pur-

suant to §602. ¢ 2

: .’."” \ -~ i > .

-
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accordingly. S

Mu. Jusrice Brackmun, with whomn: THE CHisr -

Jusiick joins, concurring in .the wesult. . -

I join M. JusTics STEWART'S opinian and thus 1, too,
concur in the result. Against the possibility that (he
Court's judgment may be interpreted too broadly, I
stress the fact that the ehildren with witom we are con-
cerned here number ahout 1800. This is a very sub-
stantial group that is heing deprived of any meaningful

schooling hecauso they cannot understand the language -
of the classroom. We may only guess as to why they”

have had no exposure to English in their preschool yeqrs,

Earlier gencrations of Ainerican cthnic groups have over-
comge the language barrier by cdrnest parental endeavor -

or by the hard fact of being pushed out of the*fumily or
community nest and into the realities of broader
expcericiee.

I merely wish to make plain that when, in another

case, we are concerned with a very fow Youngsters, or

with just a single child who speaks only German or
* Polish or Spanish or any- linguage other than Inglish, -

I would not regard today’s decision, or the separate con-
currence, &s conclusive upon the issuc whether the statute
and - the ‘guideline: require the funded school district to
provif® special instruction. For me, numbers.are at the

heart of this case and my concurrence is to be #hderstood v

« .
B
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- private Jparochul or_in:any, state institution. 2 )

“course of study.

. ~ N
5 “"\, . -
) Act No. 294 °
. " "' Publie Acta of 1974

Approved by Govcrnor‘
‘ Octobor 17, 1974

'STATE OF MICHIGAN
77TH LEGISLATURE -
REGULAR SESSION OF 1974

Introduced by Rep. Elliott . |
" Rep. Scott named as co-sponsor : B *

ENROLLED HOUSE BILL No. 4750°

AN ACT to amend sectivn 360 of Act No. 260 of the Publu; }\v -ts of 1955, + nlltl( -l an anercded “An act lo.

provide a systens uf public instructinn and primary schools; to yrovide for the ¢las

e "mn organiation,

regulation and of schools and school dlsmus, o presente e st dutes and
pnvnleges. to provide for scgistration of school districts. and ln\pusunl-r powers duln < wnlh rewpent
thereto; to provide for the levy and. collection of taxes fur bnrmwmv ol mey und iz onee of honds and
othei cvidences of wdebtedness, to prov:d:- forand proacrites U g TE e b o "vu h warels sl
officials; and to prescribe pmalucs hung sectivn 240560 S ’ Cvnrendid l v e g add
sections 390, 39] 392, 390, 394, 395 and 396 4 )

The People of lhe’ale of Michigan enact.

Section 1. Section 360 of Act No. 289 of the Public Acts of 1855, bemg section 340.360 of the Compiled
Laws of 1970, is amended and sections 390, 391, 392, 3% 394, 395 and 396 are added to read as folluws:

Sec. 360. (1) English shall be the bnnc language of insmu.hnn m all the sclnmlt of this state, pubbc,

) %ubsechon (1) “shall not be construed‘as lpplymg tb: L ‘ ‘. e

(a) Religious Instruction in pnwlc or parochml schools given in any hnguage in addllmn tu the regu&r
(b) A rse of instruction in a forelgn language in which the students have acquired suliiciant

profici to be conversant in the foreign Tanguage. .

{c) Bilingua! instruction, as defined in section 390, which Wl“ assist chlldrcn of limited English-speaking
ability to achieve rensomble efficiency in the English language.

Sec. 390, Asuudinsechonsmw:}% . J

(a) “Bilingual instruction” nieans the use of £ languages, 1 of which is-English. as media of instruction
for speaking, reading, writing., or comprehension. ;Bilingual instruction™ may inclide inttruction in the
history mnd culture of the country, territory, or geographic arca associated witl the kunguage spoken by
children of limnited English- spcalqng ability whu are enrolled in the program and in the history and culture
of the United Stafes.

/
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(b) “Children ol ligpited English-speaking abiity™ means children who have or reasonably nuay be
cevpected to have difffeulty performing ordmary class work in English becanse their native tongue is a
language other thal English ur because they come from a home or envirgmment where the primary-
language used is a lunguage other than English. . K
(¢} "Constituent schoal district”™ mcans a local school district located within'and functioning as a part of
an intermediate school district, | - .
(d) “In-f«;r\'iu' training”“means short-term or part-finne training for administrators, teachers, teacher
aides, pardprofessionals, of other education personn in_bilingual instruction programis for -
children of liviited English-speaking ability. . .

/ . )

Sec. 391. (1) Beginning with the 1975-78 school y®ar, the bourd of a school district having an
enrollinent of 20 or more children of lnited English-speaking ability in u language classification in grades
4K-12; shall establish and gperate a bilingual instruction program for those children. .

(2) The board may establish-and oﬁcra(e a bilingual instruction program with respect to a language
classification if the school district has fcwcglhan 20 childrgn oblimited English-speaking ability.

(3) Children enrolled in a bilingual instructioh’program operated under this section may be placed in
classes with other children of approximately the samne age and griade level. If childien of different age
groups or grade levels are combined, the board of the school district shall insiire that the instruction given
each child iv appropriate to his level of edncational attainment. : . ,

. (4) A child of limited English-speaking ability residing in a distrlct which does not have an dppropriate

: bilingual instruction program or which is nct reanired to haye a bilingual instruction prograin may enroll
in a program in another schoo! district. Fuition_for the child shall be paid, and transportation shall be
provided, by the school district in which the child resides. .,

(5) Whére fewer than 20 children of limited English-speaking ability in u language classification are
enrolled in a school distritt, the board of theintermiediate school district shall Jdetermine whether the total
number of such children residing in its constituent school districts which do not operate a bilingual
instruction program warrants the establishment of an intermediate bilingual instruétiod-support program, ~
An intermediate district operating or contra-tizng for the operation of a bilingual prograin or service may
carry children in membership in the same manter -as local school districts and -shall be entitled to jts

. broportionate share of state funds available-for the program. Mcmb_lcrship shall be calculated pursuant to

rules pronlgated by the state board of cduration. The board of ‘the intermediate school district shall

) consider: S . BT Y L

‘e (a) Whether the cost of operating an intermediate bilingual instruction-support program is justified by
the number of children at each grade level who would benefit from its establishment. | :

(b) Whether alternative methods of providing a bilingual instruction-support rogram, such as visiting *

teachers or part-time instruction. can be provided.
P

Sec. 392, (1)-The bil.jngual'im;‘m'clion prograin operated by a schoo! distiict shall be 2 full-time
program of bilingual instruction in: . : ’
{a) The courses and subjects required by this act.
(b) The courses and subjects required by the boar® for completion of the grade level in which the child
is enrofled. - K e A ) ‘
Sec. 393. (1) Prior to the placement of a child of limited English-speaking ability in a bilingual
instrugtion program, the school district in which the child resides shall notify, by registered mail, the
child’s parcnls‘v,pr legal guardian that- the child is being entblled in a bilingual instruction program. The

notive shall contaigea simple, .nontechnical . descri tipn’ of .the, purjposes, . tnethod, and .canteot of the ...

progran: and shalliform the parents that they havethe right to visit bilingual instruction classes in which
their child is carolled. . o SRR . . o .
_ (2) The notick shall be written in English and.in the native languige of the child of limited English-
spraking abulity . . . v
(3) ‘The notice shall inform the parents that they have the absolute right to refuse the placement or to
- withdraw their child from the programn by giving written notice to the school board of the Jocal district in
which the child resides. S ) : o
{4) A child vf limited English-speaking ability residing in a school district operating or participating in a
hilingual instruction program pursuant to section 391 shall be enrolled in the bilingual instruction pregram
‘for-3 years or until he-achieves a level of profivicncy in English language skills sufficient tb receive an
copral educational opportunity in-the regular school program, whithever gecurs first. A school district shall
not teansfer a child of linnted English-speaking ability out af a bilingual instruction program .prior to the
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child's third year of cnrollient unless the parents or guardian of the:child approve the transfer in v_trll?n.g'
or unless the child successfully campletes an-examination which, in the deternnnation Q{_ the state board of
eeducation, reflects a level of proficiency in English language skills appropriate to the child's grade level.

See. IM. A school listrict operating a bilingual instruction program pursu;hi to section 39l shall
vstablish un advisory comimnittee to assist the board in evaluating and plinning the bilingual instruction
prograni. The advisory committee shall be comprised of represcntatives of parents of ch.” iren enrolled in
the prograin, bilingual insteuction teachers and counselors, und membiers of the community o« 1najority of
the inembers of.the advisory committee shall be parents of children enmolled in the bilingoal instrsction
program. .

. : o | -

Sce. 395. (1) The state board of education, in cooperation with intermediate an:l local sho <icts,
shall develop and administer a program of in-service trainjng for hilingral instruchon programs. The st e
bourd of education shall promulgate rules governing the conduct of winl participativn in the in-service
training programs. ! d

(2) Exercising its apthority under section 10 of Act No. 287 of the Public Acts of 1964 heing section”
385.1010 of the Michigan Compiled Laws, the state buard of education shall pramnulgate rules goseming
the indorsement of teachers as qualified bilingual instructors in the public schoals of this state. The reacher
shall meet the requireinents of sections 85! and 852 of this act and shall be proficient in both the cral and
written skills of the language for which he is indorsed. - - ¢ )

(3) The state board of education shall approve an examination, ar testing mechanism suitable for
evaluating the proficiency in English language skills of a child of limited English-speaking ability. |

~ .
. . '

Sec. 398. The state department bf-education shall:

(4) Adwse and assist school districts in complying with and unplementing sectzons 30 _to 1Y6.

(b) Study, review, and evaluate textbooks and instructional matesials. rc;uurutjs, W media for use in
bilingual instructional progranis. * ~ T

{¢) Cm_!l)ile data relitive 1o the theory and practice of bilingua) indtrudtion and pedagoRy-
(d) Encdurage experinicntation and innovation in bilinguar cducation :
(e) Recominend in-service training progranis, TCurriculinn devel.pumens, o estine oo ctanigns to the

state board of education s, )
(f) Make an annial repurt relative to bilingual instruction proszams 1 the degn ity ool ehe govemor

- ~ .
This act is ordered to take imthediate effert.
.. _ .
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